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PREAMBLE

The material for this review was first gathered as part of a report "Dialogue for Development; A Policy
Review of British Educational Aid Towards 2000" which was submitted to the Overseas Development
Administration in mid 1992. Those parts of the work which discuss general issues in education and
de\éelopment and collate recent research findings are presented here so that the work may reach a wider
audience.

This review falls into two main sections. The first part! identifies key dimensions of the policy debate that
will condition future patterns of investment in education. The themes chosen are the impact of recession,
the effects of debt and structural adjustment programmes on the resources available for education; the
implications of demographic trends in developing countries; technological change and changing patterns of
employment and livelihoods; the continued degradation of the global environment; the new priorities
attached to human rights and good government; and the importance of gender issues in education and
development.

The second part provides an up to date culling of the research literature relating to seven specific fields.
These are education and economic development issues; school effectiveness and student achievement;
technical and vocational education; the balance of investment between educational levels; private
educational expenditure and cost recovery programmes; organisational reforms, assessment practices and
alternative delivery strategies; and literacy programmes.

The discussion of the school effectiveness literature has been extended by David Pennycuick in his related
review published in this series. Angus Ross assisted in collecting material for this study, in developing the
section on literacy, and in refining its presentation.

This review has made use of a wide range of the most recent source material drawn from the Institute of
Development Studies library. I am grateful to the assistance of many colleagues at the IDS, in the University
of Sussex, and in the ODA who drew my attention to relevant studies. This work was completed before the
recent World Symposium on the Economics of Education sponsored by the ODA, British Council, the
World Bank and the GTZ which was held at Manchester in April 1993. The papers from this conference
extend some of the analysis and arguments presented here.

Keith Lewin

Hove 2nd June 1993

lan abridged version of this part of the material will appear in Oxford Studies in Comparative Education,
Vol 3(2) 1994 v

ERIC
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OVERSEAS DEVELOPMENT ADMINISTRATION

OCCASIONAL PAPERS ON EDUCATION

This is one of a number of Occasional Papers issued from time to time by the Education Division
of the Overseas Development Administration. Each paper represents a study or piece of
commissioned research on some aspect of education and training in developing countries. Most of
the studies were undertaken in order to provide informed judgements from which policy decisions
could be drawn, but in each case it has become apparent that the material produced would be of
interest to a wider audience, particulé.rly but not exclusively those whose work focuses on
developing countries.

Each paper is numbered serially, and further copies can be obtained through the ODA’s Education
Division, 94 Victoria Street, London SW1E 5JL, subject to availability.

Although these papers are issued by the ODA, the views expressed in them are entirely those of the
authors and do not necessarily represent the ODA’s own policies or views. Any discussion of their
content should therefore be addressed to the authors and not to the ODA.
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1. EDUCATION AND DEVELOPMENT - DEFIN-
ING THE ISSUES

1.1. Context

In the early 1990’s the ODA bilateral programme was
disbursing over a billion pounds annually of which
about 10% was classified as educational aid.
Educational aid is therefore a major component of
British assistance to development, particularly when it
is remembered that these figures exclude multi-lateral
contributions and educational aspects of projects pre-
dominantly located in other sectors.

The significance of human resource development sup-
ported by education and training is manifest. It con-
tributes to medium term institution building, is an
essential complement to many investments in physical
infrastructure, and is an integral part of any definition
of development that sees access to educational services
of appropriate quality as a basic human right. In order
to improve the planning of educational assistance it is
necessary to take a view on some of the major factors
that will shape educational development over the next
decade. These are discussed below after an introduc-
tion to some recent trends which map the terrain over
which these factors operate.

The social and economic environment in which devel-
opment is taking place has been changing rapidly. The
1980’s have been characterised by increased differenti-
ation between developing countries in their human
development status. The experience of the last three
decades has been used by UNDP to classify countries
into three groups - those where sustained human
development has taken place (e.g. Botswana, Costa
Rica, the Republic of Korea, Malaysia and Shri Lanka),
those where human development has been disrupted
(e.g. Chile, China, Colombia, Jamaica, Kenya and
Zimbabwe), and those where opportunities for human
development have been missed (e.g. Brazil, Nigeria
and Pakistan) (UNDP 1990:42). This differentiation is
the result of the interaction of a wide range of factors
which include political instability, economic misman-
agement, widespread recession, falling commodity
prices, rising interest rates and levels of indebtedness,
and increased distributional skews.

Global patterns of investment in education are com-
plex and there are many choices in how to analyse
them. UNESCO data yields Table 1 which shows how
public expenditure as a proportion of GNP has been
changing.

Table 1. Public Expenditure on Education 1970-88
Percentage of GNP
1975 1980 1985 1988

World Total 5.8 5.5 5.6 5.5
Developing countries 3.6 3.8 4.0 4.1
Sub-Saharan Africa 3.8 4.9 4.3 4.5
Arab States 5.9 4.4 6.0 6.4
Latin America and Caribbean 3.6 3.9 4.0 4.4
East Asia and Oceania 2.3 2.7 3.2 2.9
Syt Asia 3.0 4.0 34 3.6

El{[{c 2.6 3.1 3.3 3.3

Aruitoxt provided by Eic:

Developed Countries 6.4 6.0 6.0 5.8

Source: UNESCO 1991::36 Table 2.9

This indicates that in general proportional allocations
averaged across regions have remained fairly stable.
Those in Sub-Saharan Africa, which includes a dispro-
portionate number of countries where GNP growth
has been minimal, experienced a significant decline in
the mid 1980’s but there has been some subsequent
recovery. Alongside this pattern the proportion of the
national budget allocated to education in many devel-
oping countries appears to have been falling. Two
recent analyses indicate that the proportions of central
government expenditure allocated to education in the
developing countries on which there is data (about
35), show a fall in more than twice as many cases as
there have been increases over the period 1972-1982
and 1972 - 1986 (Lewin 1987:56, Hallak 1990:27).
The proportions allocated to health have also declined
more often than they have increased. In countries
with primary gross enrolment ratios (GERs) below 90
in 1986 more than half (13 out of 21) experienced a
decline in the proportion of central government
expenditure on education over the last five years on
which there were data (Colclough with Lewin Table
2.1 1993) Eight of these countries are in Sub Saharan
Africa.

If this partial picture is complemented by data on
expenditure per student some finer resolution of the
consequences of the changed climate for educational
investment becomes possible. Table 2 shows expendi-
tures in US$ and in units of GNP per capita in the main
regions.

Table 2: Public Current Expenditure per Pupil by Level of
Education 1970-88.

Year  Alllevels First Level Second 1st & 2nd Third Level
Level Levels
uss Units US$ Units US$ Units USS Units US$ Units
All
Developing 1975 49 0.15 33 0.10
Countries [72])
1980 106 0.17 73 0.12
1988 129 0.18 93 0.13
Sub-Saharan
Africa [26] 1975 101 0.44 49 021 251 1.09 75 0.33 2675 10.7
1980 133 032 70 0.17 296 0.72 101 0.24 3521 8.5
1988 89 0.31 50 0.17 175 0.61 70 0.24 1549 54
Arab States 1975 140 0.21 105 0.16 633 0.9
11
i 1980 227 0.16 174 0.13 1019 0.7
1988 313 0.19 240 0.15 1467 0.9
Latin America
Caribbean[25] 1975 166 0.15 8t 0.07 196 0.18 100 0.09 694 0.6
1980 328 0.14 164 0.07 326 0.14 195 0.09 1286 0.6
1988 293 0.15 163 0.09 246 0.13 180 0.09 863 0.5
East Asia
Oceania [8]) 1975 19 0.09 17 0.08 353 1.6
1980 46 0.11 36 0.09 538 1.3
1988 73 0.13 43 0.08 89 0.16 55 o.10 446 0.8
South Asia [5) 1975 32 017 17 0.09 34 0.18 21 0.11 116 0.6
1980 83 024 50 015 96 028 63 0.19 195 0.6
1988 110 019 69 0.12 123 0.21 86 0.15 445 0.8
LDCs [19] 1975 34 023 18 012 55 0.38 25 0.17 513 35
1980 50 024 26 0.13 90 044 36 0.18 858 4.2
1988 45 022 25 0.12 86 043 35 0.17 422 21
Developed
Countries [31) 1975 1098 0.24 834 0.18 2637 0.6
1980 1862 0.23 1417 0.18 4019 0.5
1988 2888 0.24 1983 0.16 6520 0.5

Note: Units refer to units of GNP per capita; numbers in parenthe-
ses in column 1 refer to the number of countnes.
Source: UNESCO 1991:98 Table r9.
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Sub-Saharan African countries have seen total expen-
diture per pupil drop by fully one third in US$ terms
between 1980 and 1988, with smaller declines in Latin
America and the Caribbean (11%). In other regions
expenditure per pupil in US$ has increased - by as
much as 38% in the Arab countries, and by 55% in
the developed countries over the same period. A con-
trasting picture emerges if expenditure is accounted
for in units based on GNP per capita. These figures
indicate that countries in Sub-Saharan Africa allocate
greater proportions of GNP per capita to education
than is the case in other regions. The relative eco-
nomic burden of increasing access to education in
these countries is therefore greater than elsewhere
since a larger proportion of GNP has to be allocated to
enrol additional students. This is a particularly acute
issue in those African countries where GNP growth
has been sluggish or negative.

The most recent figures suggest that gross enrolment
rates (GERs) at the first level have fallen in Sub-
Saharan Africa as a whole from 77% in 1980, to 71%
in 1985 and to 67% in 1990. In all other regions GERs
have increased, though the rate of increase slowed in
the second part of the last decade. Regional GERs also
remained below 100 in the Arab States and in South
Asia. GERs actually declined in 16 of the 37 countries
which had GERs of less than 90 in 1986 over the six
year period 1980-86 (Colclough with Lewin 1993:
Table 2.1). Twelve of these countries were in Sub-
Saharan Africa. Analysis of enrolment growth by level
shows a slowing at all levels in all regions during the
1980, a consistent tendency for growth rates to be
higher at secondary and tertiary, and again Sub-
Saharan Africa experiencing some of the greatest
declines in growth (Table 3). Estimates of the grade 4
survival rates of a cohort entering grade 1 in 1988
indicate that 67% survive in Sub-Saharan Africa, 91%
in the Arab States, 78% in East Asia and Oceania,
55% in Latin America and the Caribbean, and 63% in
South Asia (UNESCO 1991:31). This illustrates that
large numbers fail to complete four grades even in
those regions where mean GERs for primary exceed
100. GERs, it should be remembered, underestimate
net enrolment rates, sometimes very substantially.
Where repetition is high and overage entry common
the differences may be 20% or more suggesting that
internal efficiency is low and that many remain
unschooled.

Disparities in enrolment rates between girls and boys
remain striking. In Sub-Saharan Africa in 1990 there
were 23% more boys than girls at the first level, 35%
more at the second level, 180% more at the third
level. The Arab States (24%, 34%, 64%) and South
Asia (34%, 70%, 128%) had similar patterns
(UNESCO 1991:53, Table 3.2). All but one of the
countries with a GER of less than 90 in 1986 had
smaller female enrolments at the first level, with an
lunweighted average value of 68% of male enrolment

mean for all low income countries for fernales as a per-
centage of total enrolments is 43% (Lockheed and
Verspoor 1990:169).

Table 3 Enrolment Growth Rates by Level of Education 1970-
88 (Percentages) and GER (First Level)

Years First Second Third GER
Level Level Level Level 1

All Developing Countries 1970-5 5.3 7.7 119 928
1975-80 2.2 5.7 7.1 94.9
1980-88 1.1 3.1 4.5 98.1

Sub Saharan Africa 1970-5 7.4 143 133  58.1
1975-80 9.4 144 140 77.1
1980-88 1.8 4.3 8.1 667

Arab States 1970-5 5.7 10.2 151  73.1
1975-80 4.4 8.8 10.4 79.9
1980-88 4.0 5.9 5.6 834

Latin America 1970-5 5.1 34 17.3 97.0
Caribbean 1975-80 2.9 6.9 6.0 104.8
1980-88 1.5 3.7 4.7 109.3

EasternAsia 1970-5 6.9 11.7 11.4 113.2
Oceania 1975-80 0.6 5.2 15.5 109.7
1980-88 0.8 0.7 7.3 119.9

South Asia 1970-5 3.6 4.6 9.5 758
1975-80 2.2 4.6 35 77.0
1980-88 3.5 6.0 1.1 88.4

Least Developed Countries 1970-5 7.7 8.3 8.3
1975-80 5.4 5.0 11.1
1980-88 3.5 4.5 6.8

Note First level GERs are for 1975, 1980 and 1990 (projected).
Source: UNESCO 1991 Tables 2.4, 2.5)

Literacy rates have been increasing and in’most devel-
oping countries literacy amongst 15-19 year olds is
greater than in the adult population as a whole sug-
gesting this trend will continue. However in Sub
Saharan Africa (47%), the Arab States (51%) and
South Asia (46%) adult literacy is still low. Illiteracy is
concentrated amongst women - in the least developed
countries adult literacy rates for women are 28% com-
pared to 51% for men (UNESCO 1991:26). India and
China account for about 53% of adult illiterates and
about 21% of the remaining illiterates are concen-
trated in eight developing countries. Current projec-
tions suggest that the absolute number of adult illiter-
ates is likely to fall but by only about 1% by the end of
the century (UNESCO 1991:25)

The trends selectively reviewed above present donors
with a sharply differing set of education and develop-
ment issues in different countries. In some regions -
notably Sub-Saharan Africa - and in particular coun-
tries dispersed across the regions, a stagnation or
decline has occurred in enrolment ratios at primary
level and proportions of GNP and of the national bud-
get allocated to education have fallen. In many of
these cases there are other signs of distress. Individual
examples are not difficult to find where salaries of

F ‘lColclough with Lewin 1993:Table 2.1). The weighted

Aruitoxt provided by Eic:

2 Q



teachers have diminished substantially in real terms
below levels necessary to provide a livelihood, non-
salary expenditure has been squeezed to derisory lev-
els, and evidence from achievement studies suggests
that standards have declined. By contrast, many coun-
tries which have not suffered economic deprivation
have been able to consolidate first level enrolment
gains, often to near universal levels, and direct con-
certed attention towards other aspects of educational
improvement, most notably increasing achievement
and improving quality at primary and subsequent levels.

1.2. Recession, Debt and Structural Adjustment

A common proposition advanced to explain why edu-
cational expenditure has been falling in particular
countries is to argue that it has been “crowded out” by
other pressing demands on government budgets (Noss
1991:23). Escalating debt and defence spending are
most commonly cited as responsible. Levels of debt
have indeed been increasing (thirteen fold from 1970
to 1990 (UNDP 1992:45) albeit that only 20 countries
are responsible for nearly 60% of this debt. In Sub-
Saharan Africa debt is comparable in magnitude to the
annual GNP of all the countries together and the IMF
alone was receiving net transfers of 0.7 US$ billion a
year from these countries between 1986 and 1990
(UNDP 1992:46). Debt servicing represented 25%
(weighted mean) of the value of exports in 1990 and
nearly 83% of GNP per capita amongst low income
economies as a whole (World Bank 1992:264 Table
24). The debt burden on developing countries contin-
ues to siphon off as much as US$170 billion a year
((UNDP 1991:79). Relatively small concessions or debt
swaps for human resource development could there-
fore have a major impact on national budgetary allo-
cations in a number of the most indebted countries.

By contrast global military spending is falling after a
long period of rapid growth as the cold war comes to
an end. In both developed and developing countries
military expenditure appears to have been shrinking
at about 3% a year potentially releasing large amounts
of resources for other purposes. Unfortunately this
trend is not yet observable in many of the poorest
countries in Asia and Sub-Saharan Africa (UNDP
1992:85) and it has not been uncommon to find that
military expenditure has been rising much faster than
the national budget as a whole. There remain very
wide disparities in the relationships between military
and social sector expenditure - in some states military
expenditure is between two and five times social sec-
tor spending (e.g. Somalia, Nicaragua, Ethiopia,
Pakistan). In others it may be less than one fifth (e.g.
Botswana, Ghana, Mexico and Costa Rica). The ratio
of soldiers to teachers varies over a similar range
(UNDP 1992:87). Paradoxically countries that spend a
lot on the military (more than 4% of GNP) receive
approximately twice as much Official Development
Assistance per capita as those that are low spending
(less than 2% GNP) (UNDP 1992:44).

IText Provided by ERIC

More than 30 developing countries were involved in
armed conflicts in the late 1980’s with the effects often
spreading well beyond their borders. In those coun-
tries most severely affected there are likely to have
been substantial negative effects on GDP growth and
on the level of non-defence related public sector
spending. A recent study argues that 21 out of 53
African states have experienced war as one of the
largest factors in suppressing economic growth, com-
parable only to the effects of decline in the terms of
trade. This has resulted in a decline in GDP growth
regionally from a probable 5-6% to an actual 2-3%
(i.e. below the average rate of population growth, rep-
resenting a per capita reduction in GDP in many cases
(Green 1991)).

However, low allocations of expenditure on primary
education do not seem to be simply linked to relatively
high levels of indebtedness or defence spending
(Colclough with Lewin 1993:18). The mean value of
defence spending as a proportion of GNP in -those
developing countries with primary gross enrolment
ratios (GERs) of less than 90 and GNP per capita of less
than US$2000 in 1986 was substantially lower than
the mean for all developing countries with GNP per
capita below US$ 2000. And the levels of indebtedness
of those countries with GERs below 90 were similar to
the mean for all countries in the group.

Thus, though the proposition that high levels of debt
servicing and defence spending are related to lower
levels of educational investment is plausible, it appears
that the chain of causality is more complex than a sim-
ple linear relationship. It remains consistent to argue
that, in particular cases, the problem of insufficient
resources for education may indeed result from exces-
sive allocations to the military beyond reasonable
need, and/or levels of indebtedness that reduce the
resources available to governments to levels insuffi-
cient to allow effective implementation of educational
development policy.

There has been a considerable debate on the extent to
which structural adjustment programmes have con-
tributed to diminutions in social sector spending in
general and for education in particular, and whether
“Adjustment with a Human Face” (Cornia, Jolly and
Stewart 1987) - a response to concerns with the
impact of structural adjustment programmes on social
welfare - has led to some protection for investment in
social sector programmes.

Structural adjustment programmes are broadly
intended to support the ordered transition of
economies experiencing changed external conditions
(oil price shocks, high interest rates, exchange rate
fluctuations, deteriorating terms of trade etc.) to new
points of budgetary equilibria and to create the condi-
tions for economic growth. About 70 countries had
received over 200 adjustment loans by the end of
1990.

Recently the balance has shifted in favour of adjust-



ment loans targeted on particular sectors. Most of the
loans were to low income countries in Sub Saharan
Africa and to highly indebted middle income coun-
tries. The policy conditionality associated with most of
these loans carries four main implications for educa-
tional investment. Public sector recurrent and capital
spending is usually constrained to reduce budget
deficits. Wage restraint and public sector establish-
ment rationalisation is usually required of public ser-
vices. Reductions in public subsidies and the recovery
of costs are encouraged. Most recently social policy
conditionalities have been introduced into to attempt
to protect the most vulnerable groups from the impact
of adjustment policies (Noss 1991:2).

Recent contributors to the debate on the impact of
structural adjustment include Stewart (1991a), Noss
(1991), and Sahn (1992) and contributions to special
issues of the IDS Bulletin (1989 Vol 20 Nol) and World
Development ( 1991 Vol 19 No 12). Stewart argues
that adjustment policies have not had the desired
effects of restoring economic growth and that the bal-
ance of the experience was “undoubtedly negative
(Stewart 1991b:1848). In both Latin America and Sub
Saharan Africa per capita income and investment
declined and inflation accelerated. Moreover,
although there was a variety of experience among
adjusting countries, on balance government per capita
spending declined. As a result social sector spending
per capita declined by 26% in Africa and 18% in Latin
America between 1980 and 1985. In a sample of 34
countries 60% of those which received structural
adjustment loans experienced declines in educational
expenditure per capita, whilst the majority of those
that did not receive such loans experienced increases
(Kakwani, Makonnen and Van der Gaag 1989).

There is some evidence that primary education expen-
diture as a whole may have been protected in some
Sub Saharan African countries. Its share of total edu-
cational spending appears to have increased more fre-
quently than it decreased (Berstecher and Carr-Hill
1990) but, where population growth was high, per
capita expenditure may still have been falling. Partly
as a result of cost recovery strategies being pursued,
parental expenditure per primary school child appears
to have increased in some countries to reach 7-20% of
GNP per capita in Zambia, Mali, Sierra Leone and Togo
(Jespersen 1991).

More generally Stewart argues that in many countries
stabilisation and adjustment policies in combination
with other factors have had an adverse impact on the
poorest slowing and sometimes reversing progress in
educational development. Thus in the first period of
adjustment in the Philippines poverty increased sub-
stantially and educational expenditure per child fell
significantly. Despite this it seems that some countries
have succeeded in combining adjustment, growth and
social progress (e.g. Indonesia) and others have been
able to sustain social progress during a period of
adiustment in the absence of much growth (e.g.

«le).
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Noss’s comprehensive review of the impact of adjust-
ment on education details the analytic problems
which make it difficult to reach simple conclusions
and cites a recent UNDP report which argues that
“problems of data and methodology have thus far
been so severe as to preclude any systematic evalua-
tion of the social impacts of adjustment programmes”
(Chapelier and Tabatabai 1989). However, this has not
prevented many from trying. As early as 1984 Hicks
and Kubisch explored the effects of consecutive year
reductions in government expenditure on social sector
spending in 37 countries and concluded that it suf-
fered less than other sectors. They noted large differ-
ences between cases in their sample and recognised
the limits of its representativeness. This analysis suf-
fers from being insensitive to longer term and cumula-
tive effects that may result from reduced government
expenditure under conditions of austerity and adjust-
ment (Lewin 1987:57) - social sector spending is likely
to be difficult to reduce rapidly since it is concentrated
in salaries, the effects of adjustment may only become
apparent in the medium term as salaries are eroded by
inflation and fewer new staff are hired.

Vulnerability coefficients (the ratio of percentage
change in educations share to percentage change in
total government expenditure) can be used to indicate
whether education is more or less protected than
other sectors. For Guinea this coefficient was 0.64
between 1986 and 1989 (real educational spending
fell by 25% but the government budget fell by 40%
and education was relatively protected); by contrast
for Malawi over the period 1982-88 it was 5.5 (gov-
ernment spending fell by 3.3% but educational spend-
ing fell by 17.4% and education appears to have been
more vulnerable than other sectors). Cornia, Jolly and
Stewart (1987) present data suggesting that during
recession education has suffered more than other sec-
tors and is therefore more vulnerable though this
study uses data that pre-date most structural adjust-
ment programmes.

Amongst the recent studies reviewed by Noss (1991)
on the impact of adjustment on education Gallagher
(1990) has compared allocations to education amongst
fiscally distressed (adjusting) and other (non-adjust-
ing) developing countries and Sahn has explored
changes in the share of education of the government
budget before and after the first World Bank adjust-
ment loans. Neither are able establish systematic
effects though Gallagher concludes that reductions in
social sector spending are associated with slower eco-
nomic growth. Conversely Kakwani, Makonnen and
Gaag (1990) and a recent World Bank study (World
Bank 1990) associate adjustment directly with declin-
ing resources: these studies suggest the share of the
public budget and GDP allocated to education
increased in all country groups after 1980 except those
that experienced intense adjustment.

In a later paper Sahn (1992) restates his argument that
there is no pattern of increase or decrease in real levels
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of social sector spending before and after adjustment.
This study is based on unweighted country statistics of
a sample of 22 Sub Saharan African countries in the
1980’s; it fails to support predictions of widespread
negative effects of adjustment. It appears to demon-
strate that educational expenditures increased after
structural adjustment as a percentage of discretionary
government expenditure in 6 cases (e.g. Ghana
increased from 20.5% to 23%, Kenya from 19.3% to
21.7%) and fell in 10 (e.g. Sierra Leone 16.6% to
9.9%, Nigeria 9.4% to 7.4%). In about half the cases
the changes were very small. Real expenditures per
child may have behaved very differently to this espe-
cially where significant devaluation has occurred
(Nigeria, Ghana, Sierra Leone) and where relation-
ships between total government expenditure and total
government discretionary expenditure have varied, to
name just two complicating factors. Sahn (1992) con-
cludes by suggesting that there is no compelling evi-
dence that structural adjustment of itself worsens pro-
vision of social services; rather deterioration is a
chronic problem in failing economies which are those
most likely to require adjustment programmes. Noss
(1991) also takes the view that though there is corre-
lation between adjustment programmes and reduc-
tions in public expenditure - and thus social sector
provision - causal relationships are poorly understood
and analysis is extremely complex.

Figure 1: Educational Expenditure Before and After
Structural Adjustment
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The ideas of Adjustment with a Human Face devel-
oped in the mid 1980’s were designed to protect vul-
nerable groups from the adverse effects of adjustment.
In summary (Van der Hoeven 1991) these consisted of
including in the adjustment process:

more expansionary macroeconomic policies aim
at sustaining levels of output, investment, and
human needs satisfaction over the adjustment
period:

lwctoral policies aimed at restructuring within

ment and income-generating activities and raise
productivity amongst low-income groups:

the use of mesopolicies on taxation, govern-
ment expenditure, foreign exchange and credit
to influence the distribution of income and
resources:

improvements in the equity and efficiency of
social sector expenditure through public expen-
diture restructuring:

compensatory programs to protect basic health
and nutrition of low-income groups;

monitoring of living standards, health and
nutrition:

integrating adjustment policies with longer
term visions which take into account economic,
human, sociological and ecological contexts.

Though these ideas have begun to appear more fre-
quently in the discussion of adjustment programmes
and attempts have been made in some cases to incor-
porate them, progress in this direction appears to have
been slow. Stewart (1991b:1861) judges that though
acknowledgement of the importance of protecting the
poorest groups is evident in recent negotiations there
is little evidence that macro-economic policies of
international financial institutions have been modified
with this in mind. What modifications there have
been, have tended to be add-ons which are marginal
to the main thrust of policy. Reductions in food subsi-
dies, the introduction of user charges, and price
decontrol remain central features of most adjustment
programmes, and these have not been complemented
with adequate safeguards for the poorest.

Planning for austerity and under conditions of adjust-
ment is unlikely to be simply the opposite of planning
for growth. There are a range of organisational, proce-
dural, political and psychological reasons why this is
so (Lewin 1987:88). The consequences of austerity
and of adjustment. programmes designed to restruc-
ture public spending to accommodate new conditions
can be broadly classified into seven propositions.
These are:

Pressure to reduce public sector spending as a
whole increases, with serious consequences for
social sector and education spending since this
is one of the largest single budgetary items in
many countries.

Reallocation of expenditure within the educa-
tion sector to favour salary recurrent expendi-
ture at the expense of non-salary recurrent and
capital spending occurs in both planned and
unplanned ways.

Reallocation between educational levels (pri-
mary, secondary, tertiary) takes place for rea-
sons of budgetary expediency as much as a
rational response to planned needs and devel-

E ‘lCe productive sector to strengthen employ-
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opmental benefits.

Concentration of government support on for-
mal rather than non-formal educational spend-
ing increases.

Emphasis grows on cost reducing reforms,
which act to reduce the unit costs per child, and
is reflected in increased pupil teacher ratios and
declining salaries.

Greater stress is placed on cost recovery
schemes and more private financing to reduce
public expenditure on education.

Short term considerations and budgetary con-
straints are overemphasised at the expense of
medium and long term concerns in decision
making.

The dimensions of these different but inter-related
possible outcomes have been explored in some detail
in Lewin (1987:54-87). As might be expected, evi-
dence that one or more of these tendencies has
accompanied economic austerity programmes is not
difficult to find for specific countries over a particular
time scale. Thus, as is reported above, the vulnerability
of educational spending in some countries has been
high (Noss 1991:24). Capital expenditure has declined
in many of the poorest developing countries with an
increasing amount financed by donors; non-salary
recurrent expenditure has also declined, often to
derisory levels (Lewin with Berstecher 1989:60).
Higher education appears to have been relatively pro-
tected in some cases - in Costa Rica between 1980 and
1986 primary allocations fell to 65% of their 1980
value and those for higher education to only 90%
(Noss 1991:28). Data on non-formal expenditures by
governments are notoriously difficult to obtain. There

are however very few examples where ministries of

education under financial stress appear have explicitly
increased their commitment in this area. Salary levels
of teachers have fallen widely, especially in Africa (Tibi
1990). Cost recovery schemes, which include the levy-
ing of fees, voluntary contributions and encourage-
ment of private schooling are widespread with many
consequences for equity (Lewin with Berstecher
1989:63-71). And “cultures of cuts” in public sector
organisations, with the various symptoms of crisis
management, are not unrelated to the emergence of
good government as a development priority in many
countries as administrative capacity decays.

Charting the mechanisms through which such
changes come about is far more difficult than demon-
strating the existence of trends in particular countries
which are consistent with the propositions. This is
because many factors will be specific to the social and
economic conditions of each country, and the impact
of adjustment programmes will depend on the nature
of the adjustment that is planned, and the details of
bow it is implemented. And not all the tendencies

development. For example, whether shifts towards or
away from higher education support are developmen-
tally desirable will depend at a minimum on what the
existing balance is, the ratio of unit costs at different
levels, the efficiency of different types of institution,
and the strength of demand for educationally qualified
staff at different levels. :

Stewart (1991b:1849) may be right to argue that it is
inappropriate to adopt a “conterfactual approach to
assessments of the impact of changes associated with
austerity and adjustment (where actual developments
are compared with what might have happened if no
adjustment had taken place) since, from the point of
view of effects on human conditions, it is actual devel-
opments that are significant. If deterioration has
occurred, development has not taken place. If changes
of the types listed have taken place, and where these
have not widened access, increased efficiency, and
maintained educational quality, there is a prima facie
case for assistance that might lessen the deleterious
impact of such changes.

One way of approaching this set of problems raised by
austerity and adjustment for educational investment
and international assistance is to explore educational
policy options that can respond to austerity which
consciously seek to minimise effects which erode the
quantity and quality of educational investment. Work
initiated for the World Conference on_ Education for
All (Colclough and Lewin 1990) has been extended to
provide a new analysis how this might be achieved.
An operational definition of basic education provision
is used that allows for the achievement of Gross
Enrolment Rates of 100% and substantial reductions
in drop-out rates and repetition. Policy reforms are
applied which are cost saving, cost shifting and quality
enhancing. These include various measures concerned
with double shifting, class size, community assistance,
higher education subsidies, expenditure on learning
materials, teachers salaries, and repetition and drop
out. In summary, using both aggregated and individ-
ual country level simulations, this work demonstrates
that through selective use of educational reforms
many countries could finance more efficient educa-
tional systems with broader access and improvements
designed to enhance quality, without allocating dis-
proportionate amounts of public resources to educa-
tion. Reformed, relatively efficient systems with GERs
of 100 or more, which allow for real improvements in
the resources available to improve quality (e.g. for
educational materials and for real increases in
teacher’s salaries) can be no more demanding on the
public budget than expanded but inefficient systems
without quality enhancements (Colclough with Lewin
1993) .

The implications for educational assistance of the vari-
ous trends outlined above are complex and many
dimensioned. It is not simply the case that countries
which do not succeed in providing adequate education
to most of their populations are resource constrained

E [Cntiﬁed necessarily have adverse consequences for in so doing. In some failure to achieve this is the result
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of conscious decisions to allocate resources for other

purposes whether these be military, excessive levels of
borrowing to sustain levels of public expenditure, or
other preferred uses of public funds. This one issue
stands out above all others in relation to the policy
dialogue between donors and recipients. To what
extent is failure to provide adequate access to educa-
tional services a function of resource constraints, cost
constraints or relative neglect? This bears directly on
the question of whether aid can contribute to
improvements in those countries where many experi-
ence little or no access to schools and other educa-
tional services.

Some assessments therefore have to be made of the
conviction with which educational development pol-
icy has been pursued and of the constraints which
apply. A more detailed analysis of this problem is pro-
vided in Colclough with Lewin (1993) as it relates to
educational investment at the first level. This illus-
trates how assessments can begin to be made. In prin-
ciple this analysis suggests the value of examining
public sector budgets in terms of levels of expenditure
on education as a percentage of GNP, and expendi-
tures per student as a percentage of GNP per capita.
These can then be associated with the enrolment
ratios achieved to judge an implied level of commit-
ment to education and begin to indicate policy priori-
ties. It can help distinguish cases that are resource con-
strained (where a relatively high proportion of GNP is
already allocated) from those that are cost constrained
(where unit costs at primary are a relatively high pro-
portion of GNP per capita), and from those that may
be both. The case for external assistance may be
strongest where resources are constrained. Cost con-
straints imply the need for cost reducing reforms

which may also benefit from some types of external

assistance directed towards this end. Where neither
resources nor costs are constrained the case for assis-
tance is weakest since restricted access is evidently a
reflection of domestic priorities which then becomes
an issue to be taken up in the policy dialogue.

The final point to stress is that in the medium term

most of the costs, at least at primary and secondary

level will remain recurrent and relate directly to
teachers’ salaries. The problems of improving access to
schooling and enhancing its quality are inescapably
recurrent in nature and this adds a dimension to the
debate concerning appropriate assistance. Donors
have been unwilling to commit themselves .to recur-
rent support since it seems to represent a potentially
open ended commitment with a lower level of
accountability than does capital and project aid.
Where the basic costs of financing education are capa-
ble of domestic financing, as they are in most middle
and upper income developing countries given appro-
priate political will, this is probably a sound policy. In
low income countries, especially those with high pop-
- ulation growth rates, low economic growth, and con-
siderable unsatisfied demand for education amongst
the poorest groups, the situation is more complex.

rent burdens that may not be sustainable and compro-
mises the effectiveness of the assistance that is given.
Project aid with a very large capital element may
therefore exacerbate deficits in recurrent finance
which will not resolve themselves.

There is therefore a compelling case for considering
general forms of recurrent budgetary support along-
side more conventional capital aid and project assis-
tance in those countries which are both committed to
educational development and demonstrably incapable
of financing its provision. This need not be an open
ended commitment in so far as it can be phased in and
out over negotiated time scales. Neither need it be any
less accountable than other types of assistance if an
appropriate policy dialogue occurs which agrees the
conditions under which it might be provided. Without
support of this kind in some countries aid may indeed
result in perverse effects which undermine the capac- .
ity to deliver general educational services to the
majority of the population equitably. This may occur
both because of increasing and unsustainable burdens
on recurrent expenditure which result from an accu-
mulation of aid financed projects over time, and
because such projects may attract critical staff and
resources away from the national government and
deplete the capacity for efficient educational adminis-
tration of the system as a whole.

In conclusion, what pertains in particular countries is
a product of a combination of the willingness to sup-
port education in competition with other sectors and
the ability to do so, especially where austerity has
become a recurrent feature of public expenditure bar-
gaining (Lewin 1987). Where there is evidence of low
proportional allocations the temptation is to conclude
that the first task is to transform the policy making
environment so that espoused priorities are reflected
in actual allocations. The only exceptions will be
where there really are irreducible forward commit-
ments that prevent this. Even in these cases the two
most commonly cited obstacles - debt servicing and
defence needs - are open to scrutiny to see whether
there really is room to manoeuvre. Where costs are
high relative to countries at comparable levels of eco-
nomic development, and this is responsible for limited
access, the opportunity exists to explore the extent to
which efficiency reforms could reduce unit costs and
allow greater access.

1.3. Population Growth and Demographlc
Change.

Five major issues related to population influence the
magnitude and quality of the educational develop-
ment assistance problem. These are concerned with
population growth, the related issues of fertility and
child health, the impact of increasing levels of HIV
infection, urbanisation, and the movements of dis-
placed peoples and refugees.

1.3.1. Population Growth

l: lC ssive emphasis on capital projects builds up recur-
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Population growth remains the single most important
factor in determining the long term growth of demand
for educational services. It is intimately linked with
the problems of providing adequate resources to meet
expanded demand. Put simply in countries where the
growth rate of the school age group exceeds the rate of
economic growth it is clear that, ceteris paribus, larger
and larger proportions of central government expen-
diture will have to be allocated to financing education
to maintain current enrolment ratios. Without these
increases, the expenditure per student will have to
decline with probable consequences for the quality of
what can be delivered and the access that can be pro-
vided to educational services. Improving levels of
expenditure per student from their widely inadequate
existing levels implies a concomitantly greater finan-
cial burden.

Population growth rates for the 6-11 year old popula-
tion in low income countries projected to the year
2000 have a weighted mean of 2.7% excluding China
and India (Lockheed and Verspoor 1990:165). For
Sub-Saharan Africa the weighted mean is 3.3%
(World Bank 1988:158). If the school age population
grows at 3.3% annually it will increase by 50% in
about 12 years and double in 20 years. School age
dependency rates (the number of 6-14 year olds com-
pared to the 15-64 year old population) have gener-
ally been declining and now average about 33% across
all developing countries. Sub Saharan Africa still has
an increasing ratio which is approaching 50%, imply-
ing that there are only two adults per school age child
potentially available for employment. This has obvious
implications for the resources available to support the
education system. It also implies that a significant pro-
portion of working age literate adults would have to
become teachers if teacher pupil ratios are to be kept
within reasonable bounds - as many as one in forty
according to a recent estimate (UNESCO 1991:22).

In those countries with low population growth rates
the problems of financing education systems are much
less severe than elsewhere. An example is China
which has achieved high participation rates partly as a
result of favourable demographic changes without an
excessive increase in the financing required (Lewin
with Coldough 1993:Chapter 3). Overall population
growth rates have fallen from 2.2% (1965-80) to
1.2% (1980-87) and are projected to remain at this
low level into the next century (World Bank
1989a:214). More particularly the rate of growth of
the 6-11 year old age group declined from 3.3%
(1965-75) to 0.6% (1975-80). From 1980-85 the age
group actually contracted at a rate of -3.9% (Lockheed
and Verspoor 1990:165). This contraction is a direct
result of family planning and the one child policy. The
6-11 year old age group is now expected to grow at
only 0.8% for the rest of the decade.

The effects of demographic changes are still working
their way through. If the projections of population
cirowth made by the World Bank in 1984 (World Bank

4:Table 3.3) became a reality the number of 7-12
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year olds in China would reduce by 50 million
between 1983 and 2000 (from 144 million to 94 mil-
lion) and there would be a decline in total primary
enrolments by 42 million. This would enable a gross
enrolment ratio of 100 to be achieved with 70% less
school places than were available in 1983. In fact the
school age population has shrunk more slowly than
anticipated in the early 1980’. A more recent projec-
tion (Lockheed and Verspoor 1990:165) suggests that
the 6-11 year old population will recover from a low
of 122 million in 1985 to 137 million by the year 2000
- this is however comparable with the total number of
school places provided in 1983. Even modest eco-
nomic growth could therefore ensure rising levels of
expenditure per student.

In another recent analysis we have modelled the
effects of falling population growth on educational
costs. A simulation model based on data derived from
Sub-Saharan African education systems was con-
structed (Colclough with Lewin 1993:Chapter 5). In
the basic model population growth was assumed as
3.3%, the weighted mean for the region. Initially the
model was used to show the costs of increasing pri-
mary GERs from their current value (69.5) to 100 by
the year 2000 and maintaining them at this level until
2005. Primary recurrent costs increase by 100% in
2000 and by 137% by 2005. Reducing population
growth lowers these costs to 71% and 87% of their
1990 values respectively potentially releasing more
resources for improvements in quality. Significant
reductions in the costs of secondary begin to appear
after 2000 as the reduced cohort moves through the
simulated system. In this model the proportion of the
government recurrent budget that would need to be
allocated to education in 2005 reduces by about 15%
as a result of slower population growth. These effects
are cumulative and ultimately, when the model
returns to equilibrium, costs will grow at the new rate
of population growth.

Reductions in population growth rate therefore ease
the financial burdens of increased access to education
and improve school age dependency rates. In those
countries with very high growth rates and much lower
expectations of economic growth, improving access to
schools and preventing reductions in the per student
expenditure on education are only likely to be possible
if population growth rates moderate.

1.3.2 Fertility and Health

Population growth rates are closely related to fertility
rates on the one hand and child survival rates on the
other. A considerable body of research suggests that it
is the education of females that has one of the
strongest impacts on family size and on the nutritional
and health status of children. More educated mothers
tend to have smaller families, at least above certain
thresholds of educational level (Cochrane 1979,
Birdsall 1988). Claims that a secondary education for
females reduces the average number of children from
7 to 3 (World Bank 1992:8) may be over optimistic but
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the direction of the association is no longer disputed. It
may be that the conventional economic explanation
stands up to analysis - that more educated women pay
off higher child quality with child quantity recognising
the opportunity costs of increased family size on qual-
ity, and are more efficient users of contraceptives and
more productive in ensuring the quality of their sib-
lings. This narrow view does not seem sufficient to
explain the wide variety of forms that the association
between maternal education and smaller family size
appears to take. It is also noted elsewhere that there is
an established relationship between enrolment dispar-
ities between boy and girls and overall low enrolment
ratios. Closing this gap, by enrolling more girls, would
potentially have the double benefit of increasing par-
ticipation for what is in many countries one of the
most educational underprivileged groups, and subse-
quently reducing the rate of growth of the school age

population. These issues are discussed further in the.

section below on the education of girls and women.

Changes in the health status of children also have an
impact on the number of school age children in ways
which are likely to be complex. If more children sur-
vive the size of the age cohort will increase and if mor-
bidity diminishes school attendance rates are likely to
improve. Greater survival rates may encourage some
parents to have fewer children. Which effect is domi-
nant will depend on the interaction of several factors -
cultural, economic, access to family planning etc.

The greatest causes of death amongst children remain
a relatively small number of preventable diseases and
conditions. These are dehydration, pneumonia,
tetanus, measles, and whooping cough. These five
conditions will account for two thirds of all child
deaths and over half of child malnutrition in the
1990’s (UNICEF 1990:16). Low cost vaccines, oral
rehydration therapy, and antibiotics could prevent the
majority of these deaths. The technology to achieve
this is widely available at reasonable cost levels. The
problems are those of political commitment, access to
primary health care, the provision of assistance to ease
the flow of vaccines and drugs, and of education.
Ignorance of simple procedures is responsible for far
too many preventable cases of death and malnutrition.
Oral rehydration requires no expensive ingredients,
no instruments to administer, and only basic knowl-
edge of procedure - yet it has been estimated that 2.5
million deaths occurred which could have been pre-
vented by using ORT in 1988. Similarly much malnu-
trition is preventable if basic health information is
widely disseminated and mothers are aware of the
signs and causes. UNICEF (1990:30) reports studies
which estimate that the rate of child malnutrition
could be more than halved by the widespread use of
simple procedures and knowledge of good practices
over the next decade. The impact of malnutrition of
growth and achievement is reviewed in Pollitt’s (1990)
recent book. The provision of basic health informa-
tion, which also encourages hygienic living conditions
~¢§' ~wareness of nutritional requirements, are central

ation and the relief of unnecessary suffering.
1.3.3. Increasing HIV Infection

A growing but as yet unquantified threat to public
health, which may have a substantial impact on popu-
lation growth, arises from the spread of the HIV virus
and the subsequent development of AIDS. The num-
ber of HIV seropositive cases identified appears to be
rising substantially in those countries worst affected.
This presents a major challenge for educational devel-
opment. A brief summary of recent research is avail-
able in the Institute of Development Studies research
review Insights (Spring 1992).

If the worst prognostications prove well founded mor-
tality rates will continue to rise both amongst 1-5 year
olds infected by their parents, and amongst the most at
risk groups - 15-40 year old adults. The latter is partic-
ularly critical since it is this population that is the most
economically active and it is from this population that
the majority of teachers in most countries are drawn.
Significant increases in mortality in this group will
increase the school age dependence ratio, making it
much more difficult to finance educational services,
will deplete the often inadequate teaching force avail-
able, and reduce the working lifetime of teachers
trained at considerable cost. The Economist
Intelligence Unit speculates in a Zambian study that
AIDS will cause a steady increase in the incidence of
breakdowns, accidents, delays and misjudgements,
and output will suffer. The danger is that skilled work-
ers, supervisors and managers will die of AIDS faster
than replacements can be trained (Southern African
Economist 1992:19). One Bank has already lost 55
skilled personnel since 1989 and has been forced to
close some branches as a result. Some employers are
now screening workers and reconsidering their educa-
tion and training programmes. In Zimbabwe, where
the average length of service of skilled workers with a
particular company is thought to be about three years,
attempts are being made to resist employment dis-
crimination against workers carrying the virus. Many
of those infected will have a productive working life
that extends beyond the length of time in any particu-
lar job.

The full implications of the spread of HIV have yet to
be established and there continues to be much uncer-
tainty as to how the disease will develop and what
effects it will. have on population growth and health
status. If mortality rates do reach the levels of the most
pessimistic predictions the working age population
may be decimated and the social fabric of societies
severely damaged. A recent prognosis suggests that
population growth rates could decline by between 1%
and 2% as a result of increased adult and child mortal-
ity and a consequent decline in life expectancy
(Anderson et al 1991 ) . Seroprevalence rates vary
widely from country to country and reliable data
which might provide a comprehensive picture is
largely absent. Reported rates of seroprevalence
amongst pregnant urban women who have been

E lCucational development directed at poverty allevi-
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tested range from 5% to 20% or more in Sub-Saharan
Africa, amongst sex workers figures as high as 70% to
80% have been found in some populations (de Bruyn
1992:249). In some central African capitals 50% of the
admissions to hospitals are now aids related (World
Bank 1991).

African HIV infection occurs heterosexually. Patterns
of infection vary but it appears to be most common for
seroprevalence rates to be greater amongst 15-29 year
old females than males, with the opposite trend
amongst 30-50 year olds. In Tanzania the majority of
known cases of HIV are amongst women and about a
quarter of those who were pregnant and infected gave
birth to infected children. About 30% of women
attending ante-natal clinics in Lusaka carry the virus.
In Angola child mortality is estimated to increase by
17% by the year 2000 as a result of AIDS. Women are
responsible for about 70% of the agricultural produc-
tion in rural areas and the burden of caring for sick
children may result in declining food production.
Estimates from Zambia suggest that there may be as
many as 600,000 orphans by the year 2000. In Sub
Saharan Africa as a whole the figure may be as high as
5 to 10 million orphans, with a further 10 million chil-
dren infected with AIDS by their parents (Southern
African Economist 1992). The direct costs of treatment
have been estimated to range from 36% to 200% of
GNP per capita (Southern African Economist 1992:4).
These are substantial, especially in countries which
have seen spending on health decline, and place an
unsustainable burden on public health systems as the
numbers infected grow.

Many countries are now introducing sex education
into schools. Extensive efforts are being made to pro-
vide information on safe practices both through sex
education in schools, through the primary health care
system and through the efforts of NGO’s in circulating
free educational materials. In Zimbabwe, Zambia and
Botswana Action magazine is widely available and
carries health and environmental stories in comic strip
form to wide audiences (see for example Action
Magazine No 8). This magazine is supported by grants
from ODA, SIDA, the Zimbabwe Trust and the
Gabarone Round Table. Redd Barna amongst others
sponsors a schools HIV/AIDS education programme
which has produced over 400,000 booklets for stu-
dents and teachers, a range of posters and other learn-
ing materials, has sponsored over 60 in-service train-
ing workshops, and has assisted in the incorporation
of information on HIV into the school curriculum. An
evaluation report (Marangwanda 1991) indicates that
most of these programme objectives have been

achieved. In an extensive survey of educational

administrators, parents and adolescents Dzvimbo and
Schatz (1992) have traced knowledge about and atti-
tudes towards sex education directed partly towards
HIV awareness and intended to lead to behavioural
changes. Their data illustrates how complex and var-
ied reactions are to the introduction of these matters
@& > the school curriculum. Views of educational

with each other and within the groups there were dif-
ferences associated with different types of school -
mission, district authority etc. Wilson, Greenspan and
Wilson (1989) illustrate that despite campaigns to pro-
vide information misconceptions remain prevalent
amongst secondary school students in Zimbabwe.
More than 40% of their sample believed that most
people with AIDS in Africa were homosexual, that HIV
seropositive individuals look unhealthy and that HIV
can be contracted from toilet seats and mosquitoes.

In other regions, many countries are introducing HIV
related content into school curricula. To give only one
example amongst many, the Community School
Board in Papua New Guinea has now agreed that sex
education should now be part of upper primary cur-
riculum with the support of the Council of Churches
who were previously unenthusiastic. This is a result of
growing concern both with population growth and
with sexually transmitted diseases (Education Now
1991:6).

A pervasive problem for educational programmes
designed to promote low risk sexual behaviour is that
whilst it is relatively easy to show that informational
messages are being received, there is little firm evi-
dence on the extent to which this alters risk behav-
iours. The analytical problems are formidable, and, in -
such a sensitive area, data is often inaccessible and
unreliable. The analytical problems are similar to those
involved in studying other risk behaviour. Recent
modelling of risk assessments related to cigarette
smoking identifies three sources of information that
influence perception of risk. First there are prior risk
assessments that individuals have derived from gen-
eral attitudes and prejudices, second there are risk
assessments based on direct experience and that of sig-
nificant others around them, and third there are risk
assessments that are influenced by information delib-
erately provided by educational and health organisa-
tions. It is the last element that educational campaigns
may influence.

As far as smoking is concerned there is some evidence
that government campaigns can influence the percep-
tion of risk in voluntary health related behaviours.
Studies of smoking seem to indicate that young people
are more influenced by campaigns.and more likely to
over estimate risks than are comparable older individ-
uals. This is thought to be because direct and indirect
experience indicates to older individuals levels of true
risk, whilst information on the adverse effects of
smoking is usually unquantified but implied to be very
risky (Viscusi 1991). The analytic problem becomes
most acute when attempts are made to link perception
of risk to actual decisions on whether to smoke. In
these there often appears not to be a direct or high
correlation between perceived level of risk and actual
behaviour. This has part of its explanation in different
dispositions to risk avoidance. Some individuals are
highly risk averse, with low levels of risk influencing
behaviour. Others, whose perception of risk is the

E [Cninistrators, parents and students were at variance

same, are more inclined to accept the risk. Few studies
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in developing countries appear to have tried to apply
risk analysis to safe sexual behaviour perhaps unsur-
prisingly given the difficulties in collecting data on pri-
vate behaviour in areas which are often culturally
very sensitive.

Whilst there appears no effective antidote, and treat-
ment is relatively costly, educational programmes tar-
geted at reducing behaviour thought to increase risk
are an obvious option. Much is already being done in
providing information packages, developing curricu-
lum materials, and training teachers in how to intro-
duce the topic. Evidence on the effectiveness of these
efforts is beginning to emerge which indicates that
messages on safe sexual practice do get across, though
not necessarily to all members of target groups. It is
argued in the literature that HIV prevention is a gen-
der issue since seroprevalence rates tend to be much
higher amongst certain groups of young women, the
responsibilities of care for AIDS patients often fall on
women, and the role of women in child care means
that their health is especially important in continued
reductions in child mortality and reducing the number
of orphaned children (Bassett and Mhloyi 1991, de
Bruyn 1992). There is therefore a case to place special
emphasis on the education of girls and women about
risk patterns and safe practices, alongside efforts to
encourage men to be more well informed and adopt
patterns of behaviour which reduce the spread of HIV.

The. role donors can play in these efforts must be
approached very carefully. In many societies human
sexual behaviour is not regarded as a legitimate field
with which governments or donors should concern
themselves. Assistance for AIDS/HIV educational pro-
grammes depends on it being possible to agree on
appropriate relationships which are mutually beneficial.

1.3.4. Urbanisation

Urbanisation in the developing world is changing the
nature of the educational challenge that confronts
developing countries. In 1991 a majority (48%) of the
populations of medium human development coun-
“tries lived in urban areas (excluding China). Only in
the lowest human development countries were rural
populations predominant (71% excluding India)
(UNDP 1992:136). Poverty is endemic in many of
these urban areas and is often comparable to that in
rural areas. Table 4 shows how urban populations are
likely to grow.

It is striking that cities often produce high proportions
of countries GDP. Estimates made in the early 1980’s
suggested that Lima in Peru, with 27 % of total popula-
tion was responsible for 43% of GDP Manila with 13%
of the population accounted for 33%, Lagos with 5%
of the population produced 57% of the value added by
manufacturing, and Port Au Prince in Haiti with 14%
of the population generated 40% of national income
(UNDP 1990:86). These figures may have overstated
fhf importance of cities to national economies since

since these estimates were made urbanisation has con-
tinued rapidly and the economic polarisation implied
by these estimates has probably increased. In 1960
there were only three cities with a population of more
than 10 million in the developing world, by 2000
there are likely to be at least 18. There were only 9
cities with a population of more than 4 million in 1960
in the developing world, by 2000 there are likely to be
50 (UNDP 1990:86).

Table 4 Rate of Increase in Urban Population 1985-2000
Urban Population

1985 2000 Increase %Increase
Africa 174 361 187 108
Asia 700 1187 487 70
Latin America 279 417 138 49
Oceania 1.3 2.3 1 77
Developing Countries 1154 1967 813 70
Industrial Countries 844 950 106 13
World 1998 2917 919 46

Source: UNDP 1990:87 Table 5.1

Both because urbanisation means that increasing pro-
portions of the population are urban and because
many of these urban dwellers are poor, shifts are
implied by urbanisation in patterns educational assis-
tance targeted on poverty alleviation. These shifts are
not only of a quantitative kind. Urban environments
are different to rural environments; employment
opportunities have a different quality, and different
types of educational provision may be thought relevant.

1.3.5. Displaced Populations and Refugees

Displaced populations have been growing. In the
Sudan, in Southern Africa, and in parts of South East
Asia there are substantial flows of people driven by
war, drought and famine to seek safer and more toler-
able living conditions. For example more than
400,000 refugees are estimated to be in makeshift
camps in Kenya coming from the surrounding coun-
tries at rates of anything up to 1000 an hour (Sunday
Times 7.6.92:22), and there are almost certainly more
than ten million displaced persons throughout Africa.
These populations, and others like them, represent
some of the most marginalised and educationally
underprivileged groups whose prospects are the most
bleak. The states in which they reside may or may not
recognise their citizenship and are unlikely to place a
high value on educational provision for either adults
or children. As the numbers of refugees have grown so
their social and economic characteristics have been
changing. Most are now from rural, poorly educated
and economically deprived backgrounds moving from
one developing country to another through force of
circumstance (Preston 1991). The need for emergency
assistance to these groups is widely recognised. The
politics of educational assistance are much more com-
plex. The needs exist at several levels. Basic health and
nutritional information is a priority to keep such pop-
ulations as healthy as is feasible under difficult condi-
tions. In some cases language and communication
problems can only be solved if members of the dis-
placed community acquire the language of their hosts.

E [C1 rural production may not be traded. However
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Longer term resettlement programmes are likely to
benefit from inputs that raise the educational status of
these displaced populations and improve their
employment prospects. It may be that because of the
special characteristics of these groups, and because
their status is often difficult to define, NGO’s may be
best placed to provide educational assistance.

1.4. Scientific and Technological Change

Technological changes have been a central feature of
development strategies for the last three decades. They
are becoming more rather than less important in
defining the circumstances under which development
will take place over the next decade. Technological
change impinges on policy on educational assistance
in many ways.

The capacity of scientific and technological advances
to transform the physical environment and contribute
to economic development is self evident. It is through
technology that much of the investment that has
taken place in human resource development has been
transformed from ideas and possibilities to address the
real world of needs to increase food production,
improve access to clean water, generate power for
industrial production, and provide infrastructure to
market goods and services internally and for export.
Advances in health care, communications technology,
and transport systems have brought even the most remote
areas into contact with the outside world and have pro-
vided access to the benefits of modern inventions.

At the same time these changes have brought with
them some disadvantages and have contributed to the
stresses associated with rapid change in any society.
They have made possible urbanisation on an unprece-
dented scale and have transformed the nature of pro-
duction, increased productivity and have reduced the
needs for low cost labour for many types of industrial
production and in commercial agriculture. They may
have undermined culture and community in societies
unprepared and vulnerable to rapid change. They may
have contributed to the “cultural imperialism” that
some observers associate with the marketing of con-
sumer goods which purport to sell an (unavailable)
lifestyle along with a product and with international
television programming which projects images of
affluence and conspicuous consumption into the
remotest corners of the globe.

National science and technology policy, and its articu-
lation with educational policy and educational assis-
tance, take on a new significance against this back-
ground. Oversimplifying considerably there have been
two distinctly different views of the role of science and
technology in development. First there are those who
see development as essentially a problem of technol-
ogy transfer from industrialised countries to those
with little scientific capability. This assumes develop-
ing countries can transform their economies by utilis-
i~ science and technology developed elsewhere and

key to this process is argued to be to ensure that tech-
nology is transferred, not merely transplanted and that
it is adapted to suit local conditions. Problems to be
overcome include the ownership of intellectual prop-
erty rights, the commercial value of production tech-
nology, the different mix of factors of production in
different environments, and the scarcity of qualified
scientists and engineers. With goodwill and some
measure of disinterest on the part of the owners of
technology, technological dependence can then be
replaced by technological cooperation that vests some
measure of control with organisations in the host
country. This may be easier to achieve with obsoles-
cent technologies and may be increasingly difficult the
closer the technology is to that of leading exponents
who would suffer competitive disadvantages by mak-
ing the technology available to others.

An alternative perspective is to stress the qualitative

differences in the development problems of the poorer
countries and argue for the development of indige-

nous and appropriate science and technology that can-

not come about simply through technology transfer

no matter how efficient. Proponents of this view note

that the research and development which is concen-

trated in developed countries is often simply irrelevant

to the needs of rural populations where even the sim-

plest technology cannot be maintained and capital is

much scarcer than labour. They point to the tardiness

and underfunding of research on tropical agriculture -
and diseases as an example of how the development

priorities of rich countries have shaped the impact of

science and technology on developing countries.

Much of the agricultural research that has been

applied they argue, is directed towards improving the

production of cash crops for export, not meeting the

basic needs of the local population. And medical

research has focused on the diseases of the rich rather

than those of the poor. From this perspective the need

is for those who can create and radically adapt scien-

tific and technological knowledge for domestic appli-

cation, not simply transfer it. They can then contribute

to scientific and technological development domesti-

cally and internationally. Technological dependency

can then be replaced by a judicious mix of appropriate ’
and indigenously developed science and technology

which is grounded directly in the needs of the popula-

tions it serves.

The world is never as simple as the common habit of
constructing dichotomies suggests. Both views contain
elements of truth and paint incomplete pictures. This
is partly because the problems of development have
both local and international dimensions and because
science is in a sense universal (it seeks knowledge
which is not bound by specific cultural contexts) but
the utility of its application (technology) is specific to
context. National science and technology strategies
based on these different views demand an under-
standing of the room to manoeuvre that national

‘economies have. Small countries with limited access

to markets cannot hope to sustain a wide base of tech-
nological industries. Even medium and large size

E lC)w broadly similar development trajectories. The

1n T1Q



countries are unlikely to have the resources to com-
pete globally in most fields. The only strategy that is
really viable is to identify affordable technologies
where there is a comparative advantage. The corollary
of this is to emphasise the scientific and technological
needs of the population as a whole, and make special
provision to support science and technology in care-
fully selected areas. For a good proportion of develop-
ing countries it will remain much cheaper to buy spe-
cialised training abroad than develop local facilities for
which the demand will be limited and the costs high.
The problem of ensuring that expensively trained staff
do contribute the fruits of their training to the national
economy that sponsors them, and do not simply brain
drain themselves away, remains. But it is-an illusion to
believe that training in national institutions prevents
this.

Policy on science and technology has to address com-
peting priorities. These may include an orientation to
initiatives which contribute to national economic
growth based on capturing part of global markets for
products with a significant science and technology
component; lessening dependence on imported tech-
nology and meeting domestic ambitions to become
more self sufficient, improving the employment
prospects of the workforce through increasing knowl-
edge and skill levels; enhancing the quality of life of
the mass of the people through better understanding
of their environment and how to make best use of it
employing scientific understanding. Which of these is
emphasised clearly has implications for the nature of
science and technology education that can contribute
to such policy objectives.

Thus appropriate assistance should reflect judgements
of the nature of demand for scientific and technologi-
cal skills. The kind of education and training that
encourages the creative development of new products
and develops them to a marketable form may not be
the same as that which enables a systematic approach
to be adopted to developing process innovations, or to
maintaining equipment developed elsewhere.
Academic science which emphasises the fundamental
and is laboratory based may not encourage the devel-
opment of the technological skills of solving problems
in the real world that depend primarily on the identi-
fication and application of existing technologies. And
similarly the appropriate mix of graduate level to tech-
nician and craftsmen who need scientific and techno-
logical understanding will depend in some measure on
the structure of the local economy and the develop-
ment strategy being pursued.

What the impact of changes in technology in the
future will be is difficult to judge. New agricultural
technologies may change the pattern of rural liveli-
hoods. Increased urbanisation suggests that it is famil-
iarity with urban applications of science and technol-
ogy that is becoming more important for many citizens
whose lives are increasingly divorced from rural areas.
Scientifically based products and services are widely

F ‘lCersed yet knowledge of their way they work is
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concentrated amongst a minority. This has many
implications. Safe practices in the domestic use of elec-
tricity are widely disregarded through ignorance,
many machines representing substantial capital
investment cannot be repaired or are repaired in ways
which provokes subsequent breakdown, corrosive and
poisonous chemicals are released into the environ-
ment through ignorance as well as intention. Thus
their exist growing needs for both specialised assis-
tance to increase the pool of technically and scientifi-
cally competent personnel and for the extension of
scientific literacy to a greater proportion of popula-
tions which depend on the benefits that they can
deliver. :

Carnoy (1992) has analysed the contribution that sci-
entific and technological training can make to devel-
opment in a series case studies which draw on Asian
experience. He identifies four areas in which contribu-
tions may be critical. The first of these concerns
changes in the world economic order which mean that
more than ever before growth is dependent on knowl-
edge and information which has a scientific character.
Production in advanced countries, and those develop-
ing countries growing most rapidly is becoming
increasingly related to the information processing
technologies. Flexible, post-Fordist manufacturing
strategies require technical competence and respon-
sive innovation at the production unit level and inten-
sify the sophisticated human resource inputs needed.

" It appears to be the case that those countries that have

invested effectively in utilising information based
technologies, and have the educational base to pro-
vide human resources to apply them, have reaped
economic benefits as the high and sustained growth
rates of the Asian Newly Industrialised Countries
(NICs) suggest.

In most NICs the state has been developmentalist and
has supported strategic planning and invested heavily
in “catching up” technologies. This is the second area
and is characterised by labour discipline, mass educa-
tional access, and special emphasis on science and
technology in education and training and in public
policy on development. The third and fourth areas
identify the consolidation of institutional frameworks
for research and training and the special role that
higher education may play.

There may be lessons from the experience of Asian
NICs for other countries, though, for the reasons iden-
tified above, some caution is needed in translating pol-
icy conclusions across economies and cultures.
Castell’s argument that acquiring new technology will
only be effective if there is in the country a process of
endogenous technological development that can
receive, support and use the know how being trans-
ferred is convincing and lends support to the view that
assistance to this end is a priority in those countries
with the infrastructural conditions that make this a
feasible objective. In conclusion there are four dimen-
sions we can draw from a discussion of issues arising
from scientific and technological change.
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First, basic scientific and technological literacy is a pre-
requisite for adapting to changes in production tech-
nologies and consumption patterns that are affecting
the populations of all countries. IEA and other data
(see below) suggests that science is not taught effec-
tively to large proportions of the school populations of
many countries, and suggest that the needs of the
majority, who usually follow non-specialised curricula
offerings, are probably the most neglected.

Second, aspects of information technology, and other
more traditional technologies, have an important
place in science education. This has to be understood
not in terms of naive introductions of, say, computer
studies into schools where the costs are high and the
educational benefits not clearly thought out. Rather it
invites more systematic review of how awareness and
skills with new and old technologies can most fruit-
fully be introduced to balance the virtues of the acade-
mic rigour of more traditional science courses.

Third, assistance in the development of national sci-
ence policies is important where these do not exist. A
clear view or purposes is a necessary condition for the
translation of human resource development goals into
science and technology education policy.

Fourth, specialised forms of science and technology
education and training are at the core of the produc-
tion of competent elites who can both act to negotiate
effectively for the transfer of available and relevant
technologies, and who can create a critical mass of sci-
entific and technological capability which is endoge-
nously based. The costs of developing this, and the
appropriate role of external assistance in the process,
bear close examination.

1.5 Environmental Degradation

Concern for the impact of development on national
and global environments has been growing as evi-
dence accumulates of changes in weather patterns and
increases in pollution levels, and the sustainability of
patterns of the use of natural resources is questioned.
The United Nations Conference on Environment and
Develop-ment in Rio de Janeiro has drawn particular
attention to two issues - global warming and declining
bio-diversity. There are many' other issues which
relate to environ-mental degradation. These include
access to clean water, rising levels of air pollution and
its consequences (e.g. acid rain, ozone depletion),
excessive pesticide use and the consequences of the

persistence of residues which contaminate food

chains, disposal of solid wastes (both domestic and
industrial) especially those that are hazardous, soil
erosion, and deafforestation.

Most of these developments cannot be separated from
the effects of high rates of population growth, which
reduce the period over which adjustments can occur
to changed patterns of land use, increased emissions
E TC higher levels of consumption of products deleteri-
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ous to the environment. The relationships between
population growth and environmental degradation
are not simple and can come in many forms. A recent
analysis charts these and concludes “more people,
short termist incentives, scarce land, and inadequate
technical progress will validate the (environmental)
degradation claim...” (Lipton 1991:221). This analysis
goes on to argue that high real interest rates are a cen-
tral part of the system of incentives which discourages
more environmentally sympathetic development thus
linking environmental problems to the relationships
between developed and developing countries in which
aid is a significant dimension.

Poverty, as well as economic growth, can be responsi-
ble for some kinds of increased environmental degra-
dation. Over intensive land use using inappropriate
technologies can hasten soil erosion, denude forest
cover, pollute fresh water sources, and diminish
indoor air quality through the burning of bio-mass.
The initial stages of economic growth in poor
economies often bring with them increased use of fos-
sil fuels in vehicles and factories creating air pollution,
urbanisation and changed consumption patterns
which increase the volume of solid waste, and dense
concentrations of populations ‘consuming water that
they cannot easily avoid polluting.

The most recent World Development Report argues
that growth and greater levels of economic activity are
not necessarily detrimental to environmental quality.
In general higher income per capita is associated with
better access to clean water and adequate sanitation.
The concentration of particulate matter seems to first
rise and then fall with per capita income as do urban
concentrations of sulphur dioxide. On the other hand
greater volumes of municipal waste and emissions of
carbon dioxide are concomitants of increasing income.
(World Bank 1992:11). The basic problem, from the
World Bank’s point of view, is to ensure that when
decisions are made environmental costs are appropri-
ately factored in and that the discount rate applied
reflects the value placed on environmental quality.
This may be easier said than done. It involves finding .
ways of induding natural and environmental

resources in national accounts, recording the deprecia:

tion of natural capital, including costing to “clean up” .
and restore assets (which is usually possible), and cost-

ing environmental damage (which is usually very dif-

ficult and not attempted) (Lutz and Munasinghe

1991:19).

. There is a large literature characterised by advocacy

rather than evidence on the desirability of environ-
mental education programmes. Many countries have
environmental science or environmental studies as
curriculum offerings. In the majority these are not
compulsory core subjects. In some this area provides a
science option taken by students not academically able
enough to follow pure science courses. In the develop-
ment literature’ environmental issues appear to be
more frequently cast in terms of economic and politi-
cal concerns than educational ones (a recent special
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issue of World Development on Environment and
Development (20(4) 1992) does not include any con-
tributions specifically on educational aspects). Where
environmental courses exist in schools there is evi-
dence that they succeed in conveying messages about
the causes of environmental degradation to students,
that the importance of environmental issues conserva-
tion, sustainable livelihoods etc. - is more widely
appreciated, and that attitudes expressed by children
display environmental concerns (e.g. Lewin and Bajah
1990).

There may be studies which can show effects that go
beyond this to demonstrate that behaviours "have
changed on a significant scale in ways which are envi-
ronmentally sympathetic but if there are they are not
prominent in the literature. Showing such effects is
bound to be difficult since the causes of environmental
deterioration usually exist in a complex web of inter-
actions between social, economic and political factors
that interact and which are mostly not directly suscep-
tible to the effects of environmental education. The
importance of support for environmental pro-
grammes, within schools and more generally through-
out communities most at risk from environmental
hazards that are the result of human activities, is prob-
ably better regarded as a medium to long term priority.
Effects are likely to appear as more people become
aware of the consequences of unsustainable farming
practices, unsafe water sources, diseases arising from
environmentally damaging production technologies,
and more conscious of quality of life concerns.
Environmental education programmes might reason-
ably be thought to influence all of these things.

The dimensions of the environmental debate which
bear on educational assistance appear to be three fold.

First, environmental impact cannot be ascertained or
monitored without an adequate number of scientifi-
cally and technically competent staff capable of under-
taking data collection and analysis. Without this igno-
rance and prejudice will inform discussion rather than
an accurate understanding of emerging problems and
options available to reduce adverse effects of develop-
ment policies on the environment.

Second, information on environmental changes has to
be available to those who consciously or inadvertently
damage the quality of the environment through activ-
ities necessary for their livelihoods.

Third, since the effects of environmental damage are
often long term rather than short term, and since
some may prove effectively irreversible after a thresh-
old has been passed, a sophisticated as well as an
immediate understanding of the issues is needed
amongst Specialists and, as far as possible, in the popu-
lation as a whole.

Educational assistance can provide support for” all
three of these developments. The training of scientists
) echnologists, and the provision of an infrastruc-

ture to allow them to operate, is critical. In many
countries, and especially in the poorest neither the
human development infrastructure nor the physical
infrastructure exist to enable this to happen effec-
tively. Without it, dependence on outside expertise is
complete. In some cases this expertise may well be
over influenced by the commercial concerns of pro-
duction organisations whose first interests lie in ser-
vicing the interest on the capital they may invest and
in making returns for shareholders. The availability of
environmental impact information can be supported
in several ways. Part of the problem is to ensure that
regulatory authorities have the ability to project the
results of data collection and analysis into the public
domain. Where this is possible it can then be included
in materials used in educational organisations to reach
a wide audience. School books, university texts news-
papers and popular books can all heighten awareness
of environmental issues and develop awareness of the
range of costs and benefits involved in choices that
have to be made.

More freely available information is however not itself
sufficient to result in more informed decision making.
The specialised and general audiences have to have
the educational tools to interpret information and the
awareness to make reasoned judgements. This often
presents awkward dilemmmas - individual and local
interests in competition with national ones; employ-
ment generation accompanied by an increase in occu-
pationally related diseases; higher immediate costs of
goods and services compensated by lower long term
adverse environmental damage. Increasing educa-
tional participation, and the intellectual skills this
imparts will not in itself solve these dilemmas. It may
lead to perverse outcomes - for example where edu-
cated minorities are able to deflect environmentally
unfriendly projects away from their own back yard to
other less articulate communities. But there is little
prospect that without the increased awareness that
educational experiences can provide that more bal-
anced judgements can be made that have the support
of the majority of the population. Without this devel-
opment policies are unlikely to be sustainable in the
long term.

1.6. Good Government and Human Rights.

The relationships between good government in devel-
opment assistance have come under new scrutiny.
There are several reasons for this.

The dramatic events in Europe and the former Soviet
Union have foreshadowed movements in many coun-
tries to replace one party state constitutions with those
that allow elections and more democratic forms of
government. The Latin American Summit in 1991 was
attended by heads of state only one of which (Cuba)
was not freely elected, representing a transformation
from the situation a decade previously. Many African
countries have taken the first steps towards multi
party electoral systems (e.g. Zambia, Tanzania, the
Seychel_les) and more representative government
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seems inevitable as events work their way through,
even in South Africa. Civil unrest has affected some of
those countries which have resisted the trend towards
more democratic systems of government (Malawi,
Kenya). The Chairman of the OAU is on record as call-
ing for “the dismantling of all apparatus of unrepre-
sentative power” and has suggested a deadline of the
end of the century to achieve this (DAC 1991:31). In
Asia elections have been held recently in Nepal,
Mongolia and Bangladesh. This “wind of change,” cur-
rently blowing most strongly in Africa, reflects wide-
spread agreement on the need for greater participation
of populations in political activity and more effective
guarantees of basic human freedoms. As part of a new
perspective on development many donors are taking
the view that human freedoms are as much a part of
development as is economic growth. The UNDP
Human Development Reports illustrate these con-

cerns. Moreover, it is increasingly seen as inconsistent, -

at the very least, for donors to suspend the values they
place on human freedoms in their own countries
when allocating development assistance. Thus the
freedoms enshrined in the 30 articles of the UN
Charter of Human Rights have become a legitimate
concern of the policy dialogue process. UN monitoring
of the preservation of these rights has attracted more
attention and several NGOs, notably Amnesty
International, have been very active in drawing atten-
tion to abuses. '

There has been a growing concern that a proportion of
development assistance has been mis-appropriated
either directly through various forms of embezzle-
ment, or indirectly through the substitution of donor
resources to finance developments that would have
been funded anyway, thus releasing funds for other
activities - the so called fungibility problem. In
extreme cases this has further impoverished countries
when high placed officials have accumulated vast
wealth at the expense of those they claim to serve.
Cases have been publicised where personal fortunes
appear to approach levels which are significant pro-
portions of national indebtedness and where the
source of the income, and the reasons for concealing it
in secret bank accounts, are obscure. Repeated scan-
dals related to commissions paid on large government
contracts to officials and politicians out of proportion
to legitimate services provided suggest another kind of
malpractice. These kind of events have prompted
UNDP to call for an Honesty International (UNDP
1992:89) that would draw attention to corrupt and
fraudulent practices and publish information that
would discourage large scale abuse of public funds.

Corruption and fraud are fortunately not characteristic
of most development assistance. Where they are
endemic they are likely to diminish the effectiveness
of aid. But good government depends on far more
than good intentions. It depends on good practices
which are able to undertake effective management of
public resources and deliver services according to pub-
lilclv agreed policy in an efficient manner. Low motiva-

and underinvestment in infrastructure to support the
machinery of government all contribute to poor gov-
ernance. To the extent that this is deliberate, con-
doned, or merely convenient to those who have the
responsibilities for using public funds this represents a
serious problem which can compromise aid effective-
ness. And to some degree it may be thought to exacer-
bate the conditions that educational assistance seeks to
mitigate. Thus concern for good government has
become an important feature of the policy dialogue
between donors and host governments. Though it can
be seen as undermining the sovereignty of national
governments, since it questions internal administra-
tive practice, it can also be presented as a problem

.where there is a common interest in a solution.

Measuring human freedoms is not an easy task. The
indicators that can be used have to be widely under-
stood and accepted. There is scope for much ambiguity
when devising a new measurement scale outside
familiar territory but a consensus is beginning to
emerge. Personal security, the rule of law, freedom of
expression, free participation in politics, and equal
opportunity legislation are widely valued. Without
them development will be impaired especially if these
are considered part of the definition of development.
It is not possible to establish a direct link between eco-
nomic well being and such freedoms there are exam-
ples of autocratic regimes that deny most of these free-
doms whose economies have grown substantially,
equally there are many such regimes which have
experienced economic decline. Foster (1987:99)
argues that existing data do not establish an empirical
base for pursuing educational policies based on the -
presumption that greater investment will necessarily
lead to greater stability and more democratic forms of
government whilst accepting the possibility that this
may be so. The World Bank (1991) has put the case
that more popular participation may enhance spend-
ing on social sector programmes. Damiba (1991)
argues that there is a symbiotic relationship between
democratisation of the political process and basic
human rights and the capability of governments to
successfully administer social and economic develop-
ment programmes. And there are some signs that
where autocracy and the suppression of human free-
doms have been commonplace and yet economic
development has occurred that increased affluence
and economic well being has led to growing pressures
for political reform.

An emerging consensus suggests that the development
of civil society, reflecting the necessary and desirable
cultural differences that exist between countries and
groups, should be seen as an integral component of
the development process. Without the institutions that
this embodies, and the protection that these provide to
the citizenry from arbitrary, autocratic or oligopolistic
government which may degenerate into the fascism of
the right or the left, it is difficult to defend a develop-
ment strategy. Education, and the freer flow of infor-
mation, are central elements in this process and this is
where educational assistance has the most obvious
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role to play. Literate citizens are better able to play a
full role in civil affairs. The abilities of collating,
analysing and interpreting information are skills
encouraged by educational experience. Levels of
awareness of both the immediate and more general
context in which decisions have to be taken on devel-
opment issues are also enhanced by the possession of
higher levels of education. At a more specific level
support for good government, the development of
human rights and the democratisation of political sys-
tems has at least four elements. Economic reform is
seen by some as a necessary pre-requisite with move-
ment away from centrally planned economise towards
market or market like systems of production and mar-
keting of goods and services. These arguments are
generally based on the presumption that economic
growth is more likely, and human resources better
used, in market economies where a bureaucratic state
does not dominate. This obviously has ideological
overtones as does the whole of this debate. An impli-
cation is that assistance predicated on this assumption
has to recognise that adjustment from one economic
system to another may not be simple and may require
considerable support to cushion immediate effects on
employment, the availability of basic commodities and
on prices. Without some measure of assistance insta-
bility may be precipitated and ground painfully won to
increase human freedoms rapidly lost. It may also imply
changes in the character of education and training and
therefore types of assistance that are appropriate.

Institution building is a second element without which
good government in terms of efficient administration,
and human rights guarantied by a legal system, are
unlikely to flourish. Adequate education and health
services are generally argued to be at the centre of
institution building programmes which can provide
human resources of sufficient quantity and quality to
support the growth and consolidation of social and
economic institutions. They also encourage and facili-
tate greater participation through increased literacy
and numeracy, higher levels of development of cogni-
tive skill, and more widespread access to access to
labour markets that require educational qualifications.

Thirdly, some reform of the public sector may be
implied. This may or may not involve changes in its
relative size, with concomitant implications for
employment in those countries where it consumes an
inordinate share of the wealth generated by economic
activity. It is likely to involve assistance to improve
procedures, and introduce criteria for efficient perfor-
mance into accountability systems at the departmental
and individual level. As part of this improvement
assistance for more reliable and valid assessment pro-
cedures may be appropriate. This applies both to the
school system as a whole, where educational qualifi-
cations may be used to identify those likely to be inter-
viewed for jobs, and to specific selection methods
where bespoke selection instruments and procedures
need to be developed. Civil service reform may also be
iustified where greater transparency is needed to safe-

sufficient to provide reasonable living standards (and
thus discourage inefficient employment practices and
petty corruption). It may also identify areas where ser-
vices might be delivered more efficiently, with appro-
priate safeguards for equitable access, by parastatals or
private sector organisations. Structural imbalance in
public expenditure - over-expanded military budgets,
excessive borrowing - may also be a legitimate item for
discussion in the policy dialogue.

An emphasis on good government and the develop-
ment of civil society necessarily implies greater con-
cerns for the developmental status of marginalised and
underprivileged sections of the community. This has
been considered an increasingly appropriate matter of
concern amongst donors. Though donor relationships
are essentially government to government this has to
be reconciled with individual donor priorities that, for
example, place emphasis on poverty alleviation.
Marginalised groups are, by definition, those that are
likely to benefit least from developments in main-
streamn society. In different countries this embraces
groups consciously or inadvertently overlooked by
development assistance in the past. These may include
ethnic minority groups, inhabitants of remote areas,
nomadic peoples, women, and refugees and stateless
people. It seems that as part of any new emphasis on
good government as a factor in donor decision making
the extent to which such groups are t