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/I.BSTRJ:I.CT 

Basic education is a crucial, often underfunded component ()f 

national development. Theories based on ba:;:ic needs both 
illustrate the links between education and other goals 
as sociat ed wi th the ellmination of poverty and define the 
types of education needed to maximise these links and advance 
these goals. Third world progress towards basic educational 
goals, as measured by first level enrolment, literacy and 
resources available ta education, has been slowed 
particularly as a result of economie pressures. Measures 
taken bl' international organisations to relieve t.hese 
pressures have net adequately protected the poor; and in sorne 
cases have adversely affected the maintenance of systems of 
basic education. 

The World Bank, as the world' s largest development 
organisation and as one concerned with economic adjustment, 
is ehanging its policies to adapt to this situation. (These 
changes are taking place in an institution noted for being 
more oriented te economic growth than to human need:::). There 
is, however, room for cautiouz optimism that trends \vithin 
ar:d with·::.ut the Bank may converge to bring basic educati'Jn t':J 

a higher place on the development agenda. 
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PRECIS 

L'éducation fondamentale est un ~lément crucial et souvent 
sous financé de développement national. D'une part, les 
thèories basées sur les besoins fondamentaux illustrent les 
liens entre l'éducation et d'autres objectifs associ~s a 
l'élimination de la pauvreté. D'autre part, elles 
definissent les formes de l'education nécessaires afin de 
maximiser ces liens et d'atteindre ces objectifs. Si l'on 
prend comme mesure l'effectif au primaire, l'alphab~tisme et 
les resources consacr~es a l'éducation, le progres vers 
~'èducation fondamentale au Tiers monde a ralenti, notamment 
a la suite des pressions 'conomiques. Les mesures 
enterprises par des organismes internationaux pour attJnuer 
ces pressions n'ont pas protèg~ les démunies et les démunIs 
de fagon adequate. Et dans certains cas les mesures ont eu un 
impact négatif sur l'expansion et le maintien des systmemes 
d'éducation fondamentale. 

La Banque mondiale, le plus grand organisme de developpement 
~ 1 

ëLU monde et un d'Ô! ,:eux preoccupes par l' aj·.t:::t emer:t de:.:: 
structures ,al:;onomiques, change ses politiques pIJur s'adp.:lter 3. 

ce conte:·:te. (Il est à noter que cez .:;hangement.s z1..lrviennent 
au sein d'une institution plus orient~e vers la croissance 
économique que les besoins sociaux). Toutefois, il est 
possible que les tendances à l'intérieur et ~ l'extérieur de 
la Banque convergent afin de donner à l'éducation 
fondamentale une place plus importante dans les priorité::: de 
dé .... e l opp emen t 
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INTRODUCTION 

1. PRCBLEM STATEMENT 

In the past, the World Bank as the leadinq wastern 

development agency, has upheld the notion that basic 

education is a basic human need, and that creating the means 

to satisfy this basic need is a primary goal of policy and 

programmes for aiding education. In many poor countries 

today, the ability to satisfy this need is in jeopardy as 

institutions and finances are threatened by changing economic 

conditions, by programmes imposed to help countries adjust to 

these conditions, as well as by other factors such as 

political instability and demographic changes. This thesis 

will discuss 1) the importance of basic education in 

improving the lives of the poor; 2) the threat to the 

attainment of basic educational goals being posed by economic 

crises and adjustment programmes; and 3) the extent to which 

World Bank policies and programmes are responding to this 

threat. 

2. DEFINITIONS 

a. Basic education l 'Will use the term "basic education" in 

a fairly broad sense, to mean the provision of instruction 

within the public sector in the fundamental skills or 

literacy and numeracy and in basic knowledge, whether 

1 
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Ur provided to children or to adults. Basic knowlecige means that 

knowledge which enables people to engage in productive work, 

to satisfy their own needs, to engage at the citizen level in 

the decision-making processes of their society and to have 

some access to their cultural heritage. 

Prirnary educa t ion is the best known means of delivery of 

basic education. Another important means tS nonformal 

education, defined as "systematic learning outside the 

education system as in agricultural extension, skills 

training and adult li teracy courses" (Noor, 1981. p. 9), Basic 

education may be delivered as a component of a larger 

- programme designed to meet other basic needs of the 

....... population (for example, basic literacy as a part of a rural 

health programme) or as something autonornous. 

Education, along with health, food and shelter, is one of the 

"necessary conditions for the enjoyment of a full life in a 

poor society" (Stewart, 1985, p.S), Education is closely 

connected with indicators of the elimination of poverty, such 

as increasing life expectancy and declining infant morta1ity; 

and is strongly correlated with the means necessary to 

achieve a full life, such as increased agricultural 

productivity. Unlike such activities as family food 

production, basic education is "an essential service provided 

,~ for and by the cornmunity at large!! (ILO, Employment, growth ". and basic needs, 1975; cited in Ghai, 1977, p.9); as well as 

2 



('_ a form of private consumption. Basic education is also 

considered a human right and is mentioned in the Universal 

Declaration of Human Rights. 

Basic education is both a means and an end - lia concept of 

mass education, which, while optimally flexibly useful to its 

recipients' productive pursuits (whatever they may be) can 

also be appreciated as an enriching experience in its own 

right and in communication with the country's particular 

cul tura1 traditions and aspirat ions" (Wei 1er, 1978, p .183) . 

b. Economie crisis and adjustment programmes A combinat ion 

of deteriorating terms of trade vis-a-vis the industrialised 

countries, population growth, environmental problems and 

political and economic hostility from the industrialised 

countries has afflicted many countries of the third world. 

This results in overburdened school systems and decreasing 

ability of governments to pay for education for the poorer 

segments of the population. The damage to education systems 

is often comp1icated by the measures known as adjustment 

whieh many countries adopt to cope with these problems. 

Adjustment programmes are economic policies and plans which 

" embody measures which aim at achieving viability in the 

medium term balance of payments while maintaining the level 

and rate of growth of economic activity at as high a rate as 

possible" tPlease. 1984. p.18). They may be national 1.n 

3 



~ scope or targeted at specific sectors of the economy. 
~ 

Adjustment programmes have been associated with au~terity 

measures which result from decreases in subsidies and social 

spending snd which negatively affect the poor. Countries 

with adjustment programmes tend to suffer deter.ioration in 

their social programmes, although whether this is the result 

of the economic problems that led to the implementation of 

the adjustment programmes or the result of the pre'grammes 

themselves is difficult to establish (Giovanni, Jolly and 

Stewart, 1987). In Cornia's contribution to this volume, he 

estimates that "the vast majority of developing countries 

~ 

t 
have been affected by the adjustment process" (p.49). 

~ 
~ ~ 

~ ~ 
~ , 
~ ~. 

~ 
3. SIGNIFICANCE 

~ Why education is considered valuable 

National governments and development planners have always 

accorded great significance to the provision of education. 

Evidence of education's prominence includes the tendency of 

revolutionary governments including the USSR, the People's 

Republic of China , Iran and Cuba to launch literacy 

campaigns as one of their first priorities, and the attempts 

by many of the poorest countries to protect the vulnerable 

education sector when government cutbacks must be made. The 

respect which governments accord education is paralleled by 

the esteem in which it is held by the people. For example, 

Eisemon and Schwille (1989) note that farmers in rural Africa 

will forego almost aIl other expenses in order to pay their 

4 



41: children~s school fees. Education is valued for moral, 

political and eoonomic reasons. 

Education is perceived as a human right. In the Universal 

Declaration of Hwman Rights, the right to education stands 

alone as Article 26, while other basic needs such as adequate 

food, clothing, medical care and shelter are telescoped into 

the phrase lia standard of living adequate for health and 

well-being" in Article 25. In the view of those who drew up 

those documents, the right to be educated and to develop 

one's intellectual capacities is akin to the right to freedom 

of religion or the right to self-determination, as something 

which is provided to every person, regardless of its 

instrumental or productive value. These statements are 

usually taken to refer to literacy and basic education, 

rather than to elite education. 

Because of the moral weight of education, its provision gives 

legitimacy to the seate or agency responsible, which explains 

why many new governments are eager to introduce educational 

reforms. Provision of mass education thus becomes part of 

the process of IIpolitical rationalisation", defined as "both 

the expansion of state authority and the expansion of 

( citizenship links between the state and the individual" 

(Boli, Ramirez and Mager, 1986, p.123). Mass public 
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~ . - education, often with a heavily ideological component, can 

promote both types of expansion. 

Through education, the state can provide more chances for 

social mobility for the individual and can compensate for the 

flaws of a fundamentally hierarchical society (Weiler, 1983). 

Education is thus a substitute for other actions which could 

rectify social or economic inequalities. The potential for 

upward mobility through the credentialling function of 

education is one of the most important ways in which it 

legitimates the state and the social hierarchy. The provision 

of free or cheap education can be used to placate potentially 

politically volatile groups, especially the urban middle 

classes and thus can help to ensure a government's survival. 

FormaI education can be used to reproduce desired values and 

patterns of behaviour. Schools are seen as repositories of 

the cultural capital of a society, which includes political 

values and which is transmitted from one generation to 

another through the overt curriculum of formal schooling. In 

addition to this cultura.l reproduction, schools can reproduce 

and legitimate the division of labour in a society through 

their sorting and selecting functions. 

Education can also he used to promote a specifie political 

~ culture. This may he done through the overt curriculum (for 

"""" example. schools of the African National Congress, which 
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C. require students to study "The History of the Struggle") or 

through activities tangential to the curriculum, such as the 

American pledge of allegiance. Aspec~s of the hidden 

curriculum, or of the structure and administration of the 

school can promote certain political values, such as thê 

school gardens envisioned in Julius Nyerere's Education for 

self-reliance plans, which were meant to inculcate values of 

community co-operation. 

The economic value of education is the reason most often 

cited by national planners and aid organisations to justify 

( 
injeoting aid dollars into the eduoation sector. Education 

is both a means for the individual to raise his/her income 

and a means for a sooiety to inorease its gross national 

product and to modernise. The link between eduoation and 

national eoonornic development is still somewhat problematio 

(Carnoy et al., 1983) although the existenoe of this link has 

formed the basis for human-capital-based theories ot 

education and development. 

QL Signifioanoe of this study 

A study suoh as this one is signifioant for several reasons: 

first, sinoe aid to eduoation from international souroes 

represents 9% of total educational budgets in the third world 

(World Bank, 1980a, p.73), studies of aid and basic eduoation 

are significant for understanding and predicting the 

7 



4C) contribution which aid to education could make to 

development. Second, the provision of basic education is 

necessary for the suocess of projects in other sectors of 

deve10pment work, particularly health and agriculture, thus 

the state of aid to basic education should be taken into 

account when planning or assessing projects in these other 

sectors. This is likely to become even more true in the 

future, as external aid for education is expected to play a 

critical role in adjusting and revitalising the educational 

systems of some of the Most debt-stricken and impoverished 

regions of the world, especially sab-Saharan Africa (World 

Bank. 1989a). Third, many writers have identified the need to 

analyse the polioies and workings of aid agencies from the 

perspective of the donor agency as well as that of the aid 

recipient in order to understand what the future May hold for 

third world education in light of the importance of external 

aid in this sector (Hurst, 1981, p.117; Weiler, 1983, pp.7-

15) . 

Negative changes in the world economic environment such as 

fa1ling commodities priees, intolerable debt burdens, 

declining government revenues and falling trade balances. 

which were once conceived of as crises, are now being seen as 

a long-term steady state rather than as a short term problem. 

Increasing poverty and declining standards of living are the 

4() Most important results of this situation although they are by 

no means the aspects on which the greatest amount of 

8 



~ attention has been lavished. It is particularly important to 

examine the result of this situation on basic education, as 

education is morally, econornically and politically 

significant and is closely correlated with many other aspects 

of development. 

Both the current state of basic education in the third world 

and the Bank's pattern of lending to basio education are the 

result of historical situations and the result of Western 

involvement with the third world over several centuries. 

World Bank polioies on education should be thought of as part 

of a historical continuum of western involvement in the third 

c world as well as a response to the current global situation 

of human welfare and as a specifie expression of World Bank 

economic policies. 

Although this study considers the historical factors which 

create the present situation of education in the third world. 

it is essentially forward-looking, because new factors which 

arose in the late 1980s and at the beginning of the 1990s 

create a new operating environment for the Bank. These 

factors include the changing role of aid in a global 

environment whioh is not hospitable to human needs. and 

changes in the Bank's self-perceived mission which affect the 

Bank's policies in meeting human needs. 

c 
4. LITERATURE REVIEW 
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This review of literature will create a theoretical context 

for the study of aid to basic education during the current 

global economic crisis and adjustment to that crisis. It 

considers literature on the prospects for the provision of 

aid to education in the near future, and literature on 

perspectives on the role and desirability of aid to 

education. It ia divided into two sections - one dealing with 

theory and one dealing with the prospects for maintaining or 

expanding levels of multilateral aid. 

a. Education and development: some theoretical perspectives 

There is polarisation around the question of whether or not 

...... 
I~ 

1 ; 

foreign aid to basic education is desirable or useful . 

Weiler (1983, p.37) notes that "of all sectors of development 

co-operation, education is usually the most suscéptible to 

charges of interventionism, depen~ence, cultural domination. 

etc .". Those who contend that aid to formal education has 

the potential for great damage write in an anthropological 

mode, describing the impact of alien knowledge and values on 

one's sense of self and one's culture (e.g. Clignet, 1971). 

Those who see great potential and promise for education as a 

key to development tend to describe the impact of aid on 

education in prirnarily economic terrns, and to see the 

problerns of implementation as prirnarily problems of technique 

which can be elirninated by adjusting the "input" of aid sa 

~ " t that it more closely corresponds to the desired "output" of 

material progress. The latter point ai v~ew is characterist~c 

10 
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~ of most large aid ageneies. including the World Bank. 

( 

Among the anthropologieal theorists~ some, such as Memmi and 

Fanon probed the effects of transfers of Western education on 

the mind of the student, while others such as Rahema and 

Zaehariah examined the assumptions and biases of those who 

rnake decisions on aid. Rahema identified a technical, 

rnanagerial "top-down, ethnocentrie, blueprint" (1984, p.S) 

approach to the problems of third world education, which 

rnanifested itself in large-scale, institution-based, 

bureaucratie interventions. Zachariah (1985) described 

two paradigms in the minds of Western aid planners - that of 

students as IIl umps of clay", passive and undifferentiated 

objects to be molded by Western expertise; and that of 

students as IIgrowing plants", to be nurtured and aided to 

express individual strengths and differences. 

Other writers have treated education, particularly elite 

(secondary or tertiary) education as one particular 

manifestation of an overall relationship between first and 

third worlds. Sueh writers accept the concepts of cultural 

dependenc e, described by Al tbach and Kelly (1978) as Il an 

unfavourable balance of cultural payments ... (the third 

world) imports many more knowledge products than it exportsl! 

(p.302) and reproduction, described by Hurst (1981) as the 

4L theory that education reproduces existing patterns of 

cultural and economic inequity, reflecting the 

11 
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"tJ stratifications of the society outside the educational 

institutions and ensuring that these stratifications persist 

throughout generations. 

Education is seen as one of the forces which contribute to 

the creation of an international division of labour which 

assigns to the third world a role as producers and exporters 

of primary products and as a source of cheap labour. This 

division requires two things: the creation of an educated 

elite group to oversee the affairs of the third world country 

and to form a link with first world elites: and the 

legitimation of the dependent third world state. This 

~ international pattern is also reproduced within nations, as 
. " ...... Was documented by Bowles and Gintis. 

Writers who accept this analysis criticise the assumption 

that aid to education ia politically neutral and morally 

unimpeachable. They look for the hidden agenda which is 

identified with furthering the ends of neo-colonialism and 

capitalist expansion. However, Hurst (1981) cites several 

other critics of aid to education who are of the opinion that 

the organisational constraints and problems of aid are such 

that negative outcomes are effectively neutralised by the 

inefficiencies of aid mechanisms and processes • 

..,.... .' r b. The prospects for further aid to education - Recent studies of the role of aid in education in develop~ng 

12 



4C: countries have not been optimistic. Carnoy et al.'s 1982 

study, The political economy of financing education in 

developing countries, concluded that a substantial 

"legitimacy gap" ("the difference b~r.ween expenditures, 

current and proposed, a~d the level necessary to meet the 

demand for education" (p. 39» would continue to exist into 

the foreseeable future. This study stressed the difficulty 

of obtaining reliable and valid data about the contribution 

of education to society, and the related difficulty in 

assessing and planning education projects. Most of the other 

studies which Carnoy et al. cited found that the rate of 

return in the education sector was highest to basic 

education, but the authors of that paper identified severai 

socio-political factors which would make it difficult for 

governments and aid agencies to spend more on basic 

education. Other studies, particularly those conducted by 

the World Bank, reached similar conclusions about the 

legitimacy gap. but recommended that this gap be made up by 

private contributions to the cost of schooling rather than by 

increased aid or government expenditures. 

Hans Weiler's study of aid to education (1983) found that 

donor nations were unlikely to provide an adequate or even 

constant level of support of aid to education, due to 

"resource limitations ... and a number of political factors" 

(p.6). Such 101,01 levels of funding would make it impossible to 

achi eve such obj ect ives as "uni versaI primary educat ion, the 

13 
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Iii' improvement of educational quality and a more equitable 

distribution of educational opportuni tyll (p. 5). Countless 

World Bank studies since then have analysed and documented 

the need for more aid to social sectors and human resource 

development in general and aid for education in particular. 

Even if finances were not a problem, the existence of a 

IIworld crisis in educationll (Coombs, 1985, cited in McLean. 

1986, p.201) is thought to threaten the ability of aid 

organisations to contribute to abolishing the third world's 

comparative disadvantage in education. This global crisis, 

which "threatens the existing and already inadeguate 

- provisions of educational opportunities" (p.201) is the 

result of decreased public spending on education, and the 

increasing value of capital intensive scientific knowledge 

which produces a growing gulf between the technologically 

literate and the majority of the world's population. Many 

studies documenting the global availability of social welfare 

corroborate the existence of a threat to third world 

educational systems in terms of declining quality of 

education and decreased equality of educational opportunity 

(Cornia, Jolly and Stewart. 1987). "Qualityll was identified 

by World Bank officials during interviews in March 1990 as 

the major underresearched area in third world education 

(interviews with Marlaine Lockheed and James Socknat) . 

Indeed. even if the alleged global crisis did not exist and 

14 



41: if funding for aid programmes could be secured and increased, 

it is not certain that universal prosperity would follow the 

expansion of education. Writing in 1978, Hans Weiler called 

for a sense of "enlightened humility" (p.197) about the 

potential for positive social changes as a result of 

increased educational provision. This calI by Weiler was 

motivated by the belief that faith in the constructive value 

of education had entered an liage of scepticism" after an liage 

of innocence" in which it was believed that education could 

accomplish anything. Weiler justified this scepticism by 

pointing to growing awareness of resource limitation, the 

intellectual dependence of the third world on the 

( 

( 

industrialised countries, and the essentially conservative 

characteristics of educational reform. 

5. THEORETICAL FRAMEWORK 

This study is not intended to validate or to expand on a 

particular methodology or theory. It operates with several 

assumptions about the nature of international aid and the 

importance of basic education. Insofar as these assumptions 

constitute a theoretical framework, they are as follows: 

1) The "photocopy approach" to development, in which third 

world countries mimic the development choices of first world 

countries, does not work. Third World countries must find 

ways of resolving their educational issues which are born out 

of their experience rather than based entirely on the stages 

15 
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of development experienced in the first world, 

2) "Transfers can either he imposed or invited. \Ilhat has heen 

imposed can later be accepted voluntarily for a number of 

reasons·' (Le, 1987, p.231). It is true that the imposition of 

Western models of education was in many ways detrimental to 

third world education. However, it is in the hest interests 

of many countries to retain and expand certain aspects of 

imposed models. 

3) Education is both a means and an end. The right to be 

educated is a basic human right and is in addition a way of 

achieving salient societal and individual goals, such as a 

more halanced economy or a higher standard of living, 

4) The quality, distribution and potential for social and 

individual rnobility through education is a good gauge of a 

nation's or an agency's c~mmitment to the well-being of the 

people it serves. 

5) Organisations, particularly large organisations with 

differentiated functions and with numerous interest groups 

acting on the policy formation and implementation process, 

are liable to internal contradiction. In international 

development, this means that an organisation such as the 

World Bank may act simultaneously to promote and to retard 

true development and that certain aspects of its work may be 

progressive and other regressive. In other words, 

differentiated organisations are not monoliths. 

~ 6) Changes in international relationships produce changes in 
j 

"" .... 
education for several reasonsl education's potential to 

16 
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4l' create and maintain international divisions of labour; 

changing patterns of wealth and poverty which affect finances 

avaiIabIe for the provision of formaI education, and the 

dynamic of ~uIturaI domination and resistance to that 

domination. 

6. RESEARCH QUESTIONS 

1. What is basic education? ls it essential for promoting 

true development through improving the lives of the poor? 

2. What evidence is there to suggest that the quality and 

distribution of basic educational opportunity is declining? 

How has economic cri sis and adjustment affected basic 

( education? 

3. What have the Worl~ Bank policies and programmes in 

education been in the past, and how is the Bank responding to 

the threats to basic education? 

{ 
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BASIC EDUCATION AND 
THE BASIC NEEDS APPROACH TO DEVELOPMENT 

1. THE BASIC NEEDS APPROACH 

In the 1970s, an approach to development and to education as 

a component of development arose which integrated the moral. 

economic and political aspects of education. This strategy 

was called the basic needs (BN) approach to development, and 

it is valuable to examine that approach to provide an ideal 

against which the present situation of education stands out 

in stark relief. 

-. 
à2.. Origins ...... 
The BN approach emerged from disillusionment with growth-

based theories of development which predominated in the 1950s 

and 1960s. Rapid growth during these years benefitted mainly 

the richer half of the population of third world countries, 

particularly those living in smaller industrialising 

countries such as Sri Lanka, Taiwan,and Singapore. Other 

larger countries experienced great discrepancies between rich 

and poor as a result of poorly distributed growth (Streeten 

and Burki, 1978, p.411). Economie growth alone did not 

appear to be sufficient for the eradication of poverty. 

Critics of econamic plans based on growth maximisation split 

into two overlapping groups - those who believed that its 

emphasis on capital-intensive industry and export-led 
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development intensified third world oountries' position of 

dependency with respect to the first world; and a second 

group who criticised growth maximisation on the grounds that 

the emphasis on building productive capacities further 

impoverished the marginally productive poor, since such 

people were likely to be ignored in strategies which 

concentrated on productive capacities alone (Stewart, 1985, 

p.8). Several development theories were formulated to avoid 

the destructive effects of growth maximisation, many of which 

received more political, organisational and financial 

support' than the BN approach, although the BN approaoh had a 

more direct appeal to people in the first and third worlds. 

:( 
These other formulations included the International Labour 

Organisation's emphasis on full employment (Street en and , , 

Burki, 1978, p.411) and the World Bank's notion of 

"redistribution with growth" W'hich required mechanisms for 

distributive equity to be built into development plans. In 

both these formulations, however, emphasis was placed on 

raising incomes as a means to the end of raising standards of 

living. The basic needs approach was the first of the 

international development strategies to emphasise the 

abolition of poverty directly rather than indirectly through 

income augmentation. The basic needs approach was also helped 

by the timing of its appearance, during the 1970s when the 

industrialised countries were relatively affluent and many 

4t: third world countries were winning their independence and 

embarking on plans to expand their social programmes. 
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Support for the basic needs approach was also motivated by 

less altruistic concerns. Robert MacNamara, the prime moyer 

of the basic needs approach at the World Bank. learned from 

his experience in the Vietnam war that lia regime that ignores 

the most basic needs of its poorer majority will never be 

stable. This ..• had been a chronic problem for the regimes 

the United States created in south Vietnam" <Broad, p. 50) . 

Consequently, MacNamara and his staff developed the notion of 

basic needs satisfaction as a form of "defensive 

modernisation", through which improvements in the standard of 

living would stave off the possibility that political 

elements bent on destabilisation could capitalise on popular 

dissatisfaction. When Ayres surveyed the staff of the Bank 

towards the end of MacNamarals mandate, he found this 

attitude widespread (Ayres, 1983). More cynically, the 

enthusiasm of MacNamara and others for the basic needs 

approach can be seen as an attempt to atone for centuries of 

aggressive and exploitative colonialism, culminating in the 

public relations disaster of Vietnam. 

hl. Concepts 

The basic needs approach to development is superficially 

simple but operationally complex. According to Hopkins and 

van der Hoeven (1983, p. 4), lia bas ic needs approach s eeks t 0 

O. define development objectives in terms of people and what 
~ 

they need rather than turn to secondary objectives such as 
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( growth, industrialisation, increased trade et cetera. These 

are essentially means to me et the needs of the people ... a 

,( 

priority of development objectives should be the satisfaction 

of the basic needs of the poorest people by the year 2000. Il 

Stewart (1985, P .1) emphasises that the basic needs approach 

concentrates on aIl people 1 without distinction based on 

productive capacity or ability. Streeten and Burki note that 

"while increasing productivity is not the criterion (for the 

basic needs approach) , the basic needs approach often does 

have that effect and is therefore doubly blessed. Thus, the 

emphasis on the needs of children can be regarded either as a 

form of long-term investment or a focus on basic needs ," 

(1978, p. 412) • 

The actual constituents of basic needs are defined in many 

di fferent ways, but the goals of this approach always inc lude 

"the fuI fillmeni: of certain standards of nutrition (food and 

water) and the universal provision of health and education 

services" (Stewart, 1985, p.l). Hopkins and van der Hoeven 

(1983, pp.9-10) cite several different definitions of basic 

needs. Education appears as a cornponent of aU the 

definitions, and is in sorne case~ the only component which 

has a non-material or abstract character 1 unlike cornponents 

related to the satisfaction of immediate physical needs such 

as food or shelter. Of the World Bank' s definition of the 

C five basic needs (education, food, drinking water. health and 

shelter> (Hopkins and van der Hoeven. 1983. p.3) education is 

"1' 
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Ur the only one which is not primarily physical. 

-

~ The political environment of BN satisfaction 

Most writers stress that the goals of basic needs cannot be 

achieved except in a global environment which permits self-

reliant development (Streeten and Burki, 1978, p. 413) . 

Therefore" efforts to satisfy human needs at the micro level 

must be complemented by, although not subordinated to. 

measures to secure autonomy and sustainability at the macro 

level. stewart (1985, p .2) aiso emphasises the importance of 

global economic factors in the effort to procure resources 

for BN satisfaction; a point which is borne out by the 

experiences of countries in the late 1980s whose BN 

programmes are imperilled by poor terms of trade and global 

debt problems. 

A second way in which political environment affects the 

success of BN projects is in the role of the public sector. 

Services which are important in reaching BN targets 1 such as 

public utilities, mass educational services and health 

systems, are often the responsibility of central or local 

governments rather than of the private sector. Even in those 

areas which are not traditionally controlled by the public 

sector, such as food retailing, the implementation of price 

controls or subsidies in order to make these supplies 

accessible to the poor implies a high degree of government 

involvement (streeten and Burki, 1978, p.414). BN strategies 
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(,: are thus most likely to succeed where the implementing agency 

is 'Willing to accept an important role for government. Other 

political factors which have been found to positively affect 

the BN programmes include the number of years sinee 

independence and per capita GNP, while dependence on a single 

e>tport is negatively correlated (Hopkins and van der Hoeven, 

1983, p.3) 

(~ 

( 

Finally, the BN approach is rnost suitable in societies whose 

main development challenge is a high degree of absolute, 

rather than relative, poverty. In such conditions, the 

primary task of development is relieving the immediate 

conditions of the people rather than promoting economic 

efficiency, modernising the economy, or even redistributing 

the wealth which already exists, since redistributing wealth 

might go sorne distance towards eliminating inequities but 

might not be sufficient to eradicate the conditions that 

produee poverty. 

92... Problems in the basic needs approach 

Certain problems arise both in conceptualising and in 

implement ing the BN approach. These problems dog the efforts 

of development agencies such as the World Bank and can 

explain both the difficulties of developing and maintaining 

BN programmes and the difficultiés that will be faced in any 

effort to re-orient development 'co the satisfaction of basic 

human needs in the current period of economic crisis. 
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In the planning phase of BN programmes, defining basic needs 

can be difficult because of cultural and philosophical 

differences, but setting targets to be achieved can be even 

more difficult because of the possibility that certain 

interest groups will influence or attempt to influence the 

setting of targets in order to subordinate BN goals to other 

economic policies and goals. Emphasis on popular 

determination of basic needs goals and targets can also lead 

to confusion between needs and wants, particularly under the 

influence of advertising or media. There may also be 

confusion between projects and plans which respond directly 

...... to basic needs (such as primary education) and projects which 

respond to the desire for social mobility, such as higher-

level education. 

Even if the problem of determining appropriate targets can be 

resolved, a second major problem ari~es. This is the 

difficulty of finding appropriate indicators by which to 

measure progress or lack thereof. Many of the measures which 

are frequently chosen, such as life expectancy or school pass 

rates, are problematic in that they often do not actually 

measure what they are intended to measure. Stewart (1985, 

p.55) points out that one may have a long life expectancy 

while suffering from chronic diseases or malnutrition: 

:fl similarly, one may graduate from school and thus be included 
;.~ 

in a high pass rate without having learned anything relevant 
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to one's life. In other words, indicators often do not tell 

the extent to whicH the attainment of targets has really 

contributed to a higher quality of life. It is difficult to 

create a single universally accepted index of quality of life 

against which the success of poverty alleviation strategies 

can be measured. In addition, data collected in areas of 

absolute poverty tends to be based on guesses and estimates 

which can be biased by the vested interests of the reporting 

agencies. When data is not disaggregated for gender, class, 

ethnicity or region, the use of national averages can conceal 

maldistribution. Nonetheless, such data related to literacy 

and primary enrollment are the best measurements that exist 

of progress in basic education. 

A third major problem, with repercussions not only for the BN 

approach but for the overall development strategy of the 

country, is the involvement of the "non-absolute-poor" -

those who have the essentials to sustain their existences. 

To concentrate only on the poor and marginal is to risk the 

sustainabilty of BN programmes when they are not seen to have 

benefits for the "productive ll classes. On the other hand, the 

BN approach is vulnerable to being diluted and co-opted if it 

strays too far from the absolute poor. 

2. BASIC EDUCATION 

c: In the literature of the basic needs approach, education is 

significant primarily because of its relationship to the 
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~, satisfaction of other basic needs. Education is generally 

-
..... 

......... 

considered a means rather than an end in itself: and 

education may be the only means, within the BN approach, to 

sorne certain non-material ends such as greater involvement in 

decision-making and self-determination. 

~ Characteristics of basic education 

The type of education incorporated into BN strategies is 

usually quite different from the educational models and 

systems which the third world inherited from their colonial 

pasto Instead of emphasising a credentialling function or 

academic and abstract studies, basic education (BE) 

concentrates on three things (this typology was used by the 

Noor of the World Bank in 1981, and is present with minor 

variations in most discussions of BE): communications skills 

and general knowledge; life skills and life knowledge, 

including family planning, agriculture and generai health and 

nutrition; and productive skills necessary to make a living 

(No or , 1981, pp.9-10). BE has six organisational 

characteristics which allow it to be integrated into EN 

strategies: 1) it is based in human needs - health, 

nutrition, shelter, economic needs and social needs: 2) it is 

concerned with equity - the potential must exist for equal 

distribution of the rewards associated with BE: 3) it is 

linked to real employment opportunities, especially in 

t ~ agriculture; 4) it has a low cost per capita and per 

instructional unit: 5) it recognises the aspirations of 
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4C: learners and incorporates programmes to respond ta these 

aspirations; 6) it is of short duration and has frequent 

termination points. BE is considered an important part of BN 

programmes because it is a means to the goal of improving the 

quality of life. It has been demonstrated over and over that 

education contributes to the alleviation of poverty in both 

intangible ways which resonate across many sectors of 

development and in specifie and quantifiable ways which 

affect single indicators. 

Because of these characteristics, the most common means of 

attaining BE goals is through primary and adult nonformal 

education programmes. It is important, however, not to equate 

basic education exclusively with either primary or nonformal 

education for two reasons. 

First, as the universalisation of primary education is 

unlikely to be achieved in the near future, other, less 

expensive means must be used to attain BE goals. In addition, 

systems of primary education tend to be standardised and 

centrally controlled, while Noor (1981) emphasises that tlBE 

does not imply a set number of years in school, or even a set 

curriculum. as the character, amount and means of delivery of 

education must necessarily differ ... according to the target 

groups ... and their distinctive needs" (p.lO). 

Second, there lS a more subtle danger in equating BE with 
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-:li nonforma1 education. These programmes became popular when 

formal education programmes were found to be contributing to 

unemployment and cultural irrelevance, to the extent that the 

World Bank, in its 1974 Education sector working paper, 

found that formal education of the sort that had been 

supplied since the colonial times was bècoming irrelevant to 

the real needs of developing countries. BE strategies. while 

emphasising primary and nonformal programmes because of their 

10w unit cost and flexibility, must however be careful not to 

become counterproductive by excessive reliance on these types 

of programmes. 

~ Effects of basic education 

Commentators across the political spectrum - from Paulo 

Freire to the colonial powers in Africa - have stressed the 

importance of learning and acquiring knowledge in creating 

modernity of outlook and political maturity. Literacy in 

particular is associated with the development of critical 

consciousness and self-reliant attitudes. One of the more 

tangible results of education's ability to promote global 

attitudinal changes is that awareness of and demand for 

goods and services can be stimulated, which can have 

unanticipated p01itical effects, as the "revolution of rising 

el<pectations" can produce either peaceful social change or 

violent social unrest. 
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4: Many educational planners saw education as a way of 

developing "modern ll westernised concepts of such things as 

task commitment and time perception. This is generally 

(~ 

considered to be one of the results of non-curricular aspects 

of education: "Many of the non-recognitive aspects of 

learning - competition, discipline, self-confidence, self

esteern, receptivity to new ideas - directly influence 

economic production ll (Noor, 1981, p. 3). These effects, by 

their nature, are more closely associated with formaI 

schooling than with nonformal programmes of basic education. 

Basic education has been found to be a major factor in an 

interlocking web of influences which make the various means 

of poverty alleviation interdependent. Education, for 

example, can positively influence individual income, 

nutrition and health, aIl of which in turn provide more 

access to and greater ability to absorb education. Some of 

the MoSt researched and Most significant correlations between 

education and other basic needs - economic activity, 

increased agricultural productivity, and beneficial effects 

associated with the education of wornen - will be described 

below. 

Because basic education leads to 

( higher skil1s. which can lead to greater economic activity, 

it can be described as a good investment in the economy. This 



~ 
l:'ffi r 
"~ link has been eKpressed in terms of individual rates of 

return ta investrnent in education (increased personal incarne) 

and social rates of return (increased contribution ta GNP, 

expressed as pre-tax earnings since taxes represent transfers 

back to the government). The social rate of return has been 

found to be highest for low-s~ill levels of education such as 

primary education and adult literacy education, making them 

the most profitable education investment for third world 

governments. Rates of return hover near the 25% mark for 

primary education (Hicks, 1979, p. 986; Jiminez J 1986, p. 127 : 

Psacharopoulos, 1985, cited in Tilak 1989, p.20). Tilak 

(1989, p. 20) found that the relationship between education 

- and economic developrnent is strongest in countries descr ibed 

as "very poor". Rates of return ta educat i on are highest in 

law-incarne countries and compare favourably to the calculated 

rates of return for other government investments (World Bank, 

1980b, p.49). While the individual may benefit more in terme 

of increased incorne if s/he is educated to secondary and 

tertiary levels, the greatest contribution to the national 

good ia made by government investment in lower levels of 

education. 

Tilak (1989) s~arised the huge amount of reaearch into the 

economic consequences of education and arrived at severai 

general conclusions, two of which are particularly 

·n significant for basic education. Tilak found that "both with 
~:.~ 

respect to growth and income distribution, the contribution 
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4C of primary education is more significant than that of higher 

levels of education" and "contribution (rates of return) is 

(~ 

higher from investment in education of socioeconomic weaker 

sectors (of the population) compared to investment in their 

respective counterparts" (p. 60). These findings, taken 

together, reaffirm the centrality of basic education in a 

basic needs model of development which emphasises the 

simplest and most primary leveis of skills and which is 

directed to the poor. 

The effect of basic education 

on agricultural productivity is generally positive; and is 

particularly fortuitous because of the stress within the BN 

approach on helping the poorest of the poor, the majority of 

whom live in rural areas. Much of the positive effect of 

primary education on agriculture can be attributed to the 

ways in which basic learning enables farrners to absorb other 

inputs with a more direct impact on their productivity. For 

example, numeracy May be a necessity for obtaining credit, 

with which labour-saving implements can be purchased. 

Similarly, literacy May be a pre-requisite for ;oining a co-

op or for absorbing information about new growing techniques. 

Lockheed et al. (1980, cited in Tilak, 1989, p.24) found that 

four years of prirnary schooling for farmers could enhance 

{ farm output by an average of 8.7%. Ti lak ' s survey of 

literature found that the positive impa~t.of basic education 
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.. ,.. 
~ on agricultural productivity was highest in areas 

characterised by low technology and poor environmental 

conditions, i.e. in the poorest parts of the world. This 

makes basic education ev en more significant in the basic 

needs approach which is oriented to the poor areas of the 

world rather than to those with good environmental conditions 

and sophisticated technological inputs. 

The benefits accruing to 

society from investment in basic education for women do not 

often appear on formai calculations of increased incorne and 

productivity because rnost women tend to work outside the 

- monetarised econorny. In Africa, for exarnple, 80% of 

agricultural production is done by women and the vast 

majority of this is for consumption within the family unit 

rather than for exchange (Hilsun, 1985, p.ll). 

Although investments in women's education rnay have the sarne 

economic impact as investment in men's when rneasured in 

increased wages, wornen's education has greater impacts on 

child and family health (Schultz, 1988, cited in World Bank 

1988b, p.4). Because of women's role within the farnily, they 

are the most important conduit for information about BN 

satisfaction to reach the rest of the farnily and it is 

therefore important that they be literate. Women are largely 

-î1"\ responsible for household practices which have a positive 
~~'-~ 

association with BN satisfaction, such as boillng drinking 
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4[: wacer, so education which has a component focusing on home 

economics (as do most basic education programmes which 

adheres to the first characteristic mentioned by Noor), 

brings benefits t? the whole family. The mother's primary 

education has been found to be more significant than the of 

the father in building the ability of the family to absorb 

new practices related to the satisfaction of human needs. 

In addition to satisfying the needs of the family, Iiteracy 

and primary education also enable women to satisfy other 

needs, mostly through providing access to income-generating 

activities. These can be especially important when women are 

family heads, as in the case in Many of the poorest regions 

where men must leave the home because of unemployment and 

migratory labour patterns. Literate women are more eligible 

to work in the formal or organised sector of the economy, 

although they May face debilitating competition with 

educationally overqualified men as well as cultural 

prejudice. Women's small-scale entrepreneurship, which is 

becoming an increasingly important sector of troubled or 

debt-ridden economies, is helped by literacy and numeracy. 

which permit women to avoid being cheated, to form co-

operative associations and to compete successfully with 

larger or better-established enterprises. This is aiso 

socially beneficial in that it reduces women's economic 

4[ dependency on men. Literacy and basic numeracy among women 

are crucial to the success of the small credit and Ioan 

, 
i 



., programmes for agrict.:.l ture ment i oned above, az 'NOffi'3n l",av.: a 

bettar payback record than men (Press, 1938, p.3). 

Basic education of women has a major impact on fertility and 

population growth. Increases in the provision of educational 

opportunity frequently depress the birth rate, because 

primary education increases a chiId's chances of sucees! in 

life and parents need no longer have rnany children to 

increase the odds that at least one will be able to provide 

for parents in their old age. In addition, worn~n with sorne 

education are more likely to clelay marriage (particularly if 

education proceeds beyoncl the prirnary level) and te learn 

about and be able to use contraceptive and birth :pacing 

rnethods. Since mothers' education has a positive effect on 

children's health, mothers do not need to have many children 

to ensure that a few survive. The education of woreen ha~ a 

strong transgenerational effect as new cohorts of children 

grow up in environrnents where the benefits of literacy and 

numeracy are constant ly apparent. (Hyde (1989) nct es tha t 

this effect is particularly pronounced in the case of female 

children). This effect would logically be strongest if the 

primary caregiver (usually the mother) is educatecl. 

Efforts to promote the basic education of women are often 

stymied by social customs and functions assigned t0 women, 

ruch as betrothal, e~rly marriage, pregn~n~f ~~d ~~i!~~irt~, 

w~ich interfere with education. !n plae~z where cU2tomz 
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( preclude IA/l,men's employment in the formai sec:t':Ir, the 

(
,... 

,~ 
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perceived benefits from education are also smaller. Theze 

factors often proceed from strongly held traditions, handed 

down over hundreds of generations. This aspect of women's 

integration into development is thus deeply involved in 

questions of cultural imperialism and of the apparent 

contradiction between securing human rights (such as the 

right to education) and respecting cultural practices. The3e 

theoretical problems are interesting and merit more attnetion 

than they have received. On the practical level, however, 

there are several options for improving women's invol~ement 

in school, beyond simply increasing the number of pla~e~ 

available and expecting that girl~ will move into them. 

These options include increasing the number and visibility of 

female teachera; the introduction of labour-saving measures 

for women and girls to free them to go to school; the 

provision of segregated classes for gir~s whe~e culturally 

appropriate; and the integration of science and technical 

subjects into girls'curricula. 

35 



r--

BASIC EDUCATION PAST ÂND PRESENT 

Basic education should be situated in two contexts - first. 

the historical context of colonial and post-colonial 

education which create certain factors that ilYlpedE.- t.NtI 

realisation of BE goals; second, the current economic context 

of education, particularly in terms of the global crisis of 

debt, recession and adjustment which has profound impacts on 

the status of basic education at the national level. at 

school level and at the level of the individual. In 

describing the current status of basic education during this 

crisis, l will use data relating to primary enrolment and 

adult literacy attainment, as the closest categorical 

approximations of basic education, as suggested by Frances 

St ewart (1987). 

1. HISTORICAL CONTEXT OF EDUCATION SYSTEMS 

~ Colonial education 

Developing countries have found themselves caught between the 

restrictions imposed by their colonial past and the demands 

of modernisation. This is compounded when poverty prevents 

qualitative and quantitative changes in the inherited 

institutions. 

Colonies which were dominated by the European powers played 

the roles of political outposts, sources of raw material and 
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oheap labour. and more racently dumping grounds for 

surpluses. The education structures were designed to produce 

people who would fit into these functions and generally 

resuited in polarisation between the rnanagerial elite and the 

vast lower and working classes. FormaI education, especially 

that given to the elite, was instrumental in holding up the 

social structure because education plays a large role in the 

developrnent of self-image, skills, attitude and world view, 

aIl of which could be tailored to fit the interests of the 

colonial powers. Colonial administrators tended to downplay 

the provision of social services, so that the provision of 

education was seant y and erratic except arnong the elite. 

Not aIl colonial education was destructive. Colonial 

administrators pioneered the concepts of education for wornen, 

vocational or technical education and were often responsible 

for the transliterati~n of the vernacular. It should also be 

noted that criticisms of inadequate provision, elitism, 

irrelevance and racism couid be Ievelled at the domestic 

policies of the colonial powers, rnost of which did not have 

free and universal primary education until this century. 

~ The colonial inheritance 

Colonial educational systems had severai characteristics in 

common. They were meritocratie and elitist and becarne 

associated with the transition out of traditionalism and into 

rnodernity. The school thus becarne legitimated (Carnoy, 1974: 
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Weiler, 1983) as a civilising, liberating and mobilising 

force, a perception which legitimates both the school and the 

social system which it represents. 

The colonial period also produced a set of institations, 

processes and values which can be collectively thought of as 

the colonial inheritance: 

- a highly academic curriculum, often offered in a European 
language (Thompson, 1976) 
- a job hierarchy, especially within the government, based on 
the number of years of school attended and the number of 
academic credentials obtained ( Zachariah, 1985) 
-a curriculum based on the historical eKperiences of the 
c010nising powers (Thompson, 1976) 
- the orientation of the intellectual e1ite towards the 
academic discourse of the metropolitan centres (Altbach, 
1971) 
- a curriculum which stresses academic skills to the 
detriment of non-academic skills 
- an educational "ladder", in which each stage feeds to the 
stage above and no stage except the final one is terminal 
(Thompson, 1976) 
-institutes of higher education which replicate those in 
western countries, notably the transplantation of American 
land-grant universities to Latin America <Altbach. 1971). 
-alienation on the part of graduates from both their own 
culture and the metropolitan culture (Clignet, 1971) 
-heavy reliance on European-style formaI examinations and 
thus on rote learning (Thompson, 1968) 
-favouritism shown to urban or "modern" sector over rural 
sectors and regions 

The period between the 1940s and the 1970s marked many 

transitions to independence, sorne of which were peaceful. 

while others came about in the conteKt of revolution. Sorne 

new nations chose to attempt ambitious programmes of social 

and economic engineering to eliminate the relative poverty of 

their countries, while others were content to leave colonial 

structures intact and replace a foreign alite with an 
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indigenous one. 

Most newly independent states found themselves with several 

major imperatives for eduoation. The quality of the workforce 

had to be upgraded so that the oountry would not always be 

eoonomioally dependent on the metropole. The attitudes of the 

people had to be reformed so that the new state would he able 

to generate its own ideology and politios and ~ould not 

always be intellectually dependent on the metropole. Finally, 

many newly independent countries, partioularly those with 

sooialist orientations such as China ~nd Cuba, eKpressed the 

idea that education is a human right as weIl as an instrument 

for achieving national objectives, and should therefore be 

eKtended to as much of the population as possible. This 

attitude, whether deriving from liberalism, socialism. 

African socialism or Christianity, necessitates a 

quantitative as weIl as a qualitative change in education. 

This was the era of the "education eKplosion". During the 

years 1950-1985, enrolments in aIl levels of education 

eKpanded from 250 million to 906 million, while the number of 

adult literates increased from 1,134 million in 1960 to 2,314 

million in 1985 (Tilak, 1989, p.l). Aocording to Unesco 

(1988, p.6), the primary enrolment ratio in the developing 

countries increased from 72.8% to 97.8% between 1960 and 

1985. 
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Regardless of the path chosen for the newly independent 

country. the academic, meritocratic nature of inherited 

formaI education proved to be remarkably resilient, even in 

the face of deliberate interventions designed to make 

education more indigenously-based and more progressive. 

Aklilu Habte of the World Bank, looking back from 1983, 

reflected that "certain types of educational investment 

(i.e., formaI schooling) are able to withstand the 

vicissitudes of social and economic change" (p.69). Habte 

attributes this to the enduring individual demand for 

education as a means of social mobility which persists even 

when this demand conflicts with the needs of society as a 

whole for different types or levels of education. Others, ..,.... 

...... such as Martin Carnoy, borrowed from American educationists 

such as Bowles and Gintis and argued that the endurance of 

this inherited model of education was because formal 

education was inherently class-reproductive - that it 

reflects and perpetuates the hierarchical nature of society, 

and that until this hierarchy is eliminated, education can 

not be fundamentally reformed. 

2. CURRENT STATE OF THIRD WORLD BASIC EDUCATION 

Indicators of basic education registered steady progress 

through the 1970s and early 1980s, a legacy of large-scale 

interventions by governments and nongovernmental 

organisations as weIl as the result of relatively prosperous 

decades. Frances Stewart of the Unicef group which produced 

Adjustment with ~ human face suggests literacy leveis and 
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primary school completion and dropout rates are appropriate 

indicators for monitoring the basic educational welfare of 

the poor (Stewatt, 1987, p.261). Since data on completion and 

dropout rates for primary levels is relatively hard to come 

by except on a country by country basis, l have used first 

level enrolment ratio figures supplied in Unesco's latest 

statistical yearbook instead, although these figures can be 

distorted, as described below. Indicators of literacy and 

primary enrolment describe the current status of basic 

educational welfare - in order to trace the causes of this 

status and thus to understand the achievement of basic 

educational goals in a wider economic context, Stewart 

recommends monitoring real incomes of low income groups and 

government expenditure. In the case of basic education. 

which tends to be provided directly through puhlic funds, l 

have chosen to examine government expenditure on social 

services, particularly on education, instead of family 

income. 

This type of analysis necessarily neglects important 

qualitative indicators of the state of third world education. 

Determining what constitutes the quality of education and 

then determining how to measure it produces methodological 

problems which are beyond the scope of this study. However, 

it suffices to say that deteriorating quality of basic and 

primary education has been identified as a major global 

problem, particularly acute in suh-Saharan Africa (World 
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Bank, 1989a). A re1ated problem is shifting patterns of 

expenditure by operational category, resulting in 10wer 

expenditures on non-salary recurrent expenditures such as 

textbooks, despite the evidence that the impact of such 

inputs is very high in developing countries (Verspoor, 1990. 

p.12). Dec1ining qua1ity of education, coupled with 

decreasing quantity, places in double jeopardy the social 

externalities generated by education which are the heart of 

the basic needs model. 

Most planners now agree that universal primary education and 

universal literacy, zepresent ideals rather than realistic 

goals. The current challenge is to maintain current levels of 

attainment and resource commitment before expansion in the 

direction of the ideal can be undertaken. These levels of 

attainment and resource commitment will be described below. 

àL First-Ievel enrolment 

The picture that emerges from figures reflecting first-level 

enrolment is not sa much of an absolute decrease in enrolees 

as of a reduction of the rate of increase. This is apparent 

in aIl regions of the world, particularly in sub-Saharan 

Africa, where from 1970 to 1980, the female gross enrolment 

ratio grew from 36% to 68%; while between 1980 and 1990 it is 

projected to grow to on1y 69% (Unesco, 1988, p.101). The male 

first level enrolment ratio is actually dec1ining (from 89% 

ta 84% between 1980 and 1985: with arise to 86% projec~ed 
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for 1985-1990). In sub-Saharan Africa, the average annual 

growth rate of first level enrolments from 1980-1986, 2.4%, 

is only slightly more than one quarter of the average annual 

growth rate from 1970-1980, 8.4% (Unesco 1988, p.213). The 

mode st increases in the total number of children enroled 

translates into stagnation or decline when put into the 

context of rapid population growth. 

The reduction in enrolment in the late 1980s is especially 

noticeable when it is compared to the years between 1960 and 

1970 when LDC primary school enrolment increased at about 

10.5% per year. (Primary education, however did not expand as 

fast as secondary and tertiary enrolment, which grew at 32.2% 

and 25.5% respectively (Bacchus, 1981, p.216». According to 

Unesco, no region in the world achieved a growth rate in 

first level enrolments in the 1980s which was higher than 

that achieved in the 1970s. 

Children May be deprived of prirnary education not only 

because population growth has outstripped the number of 

places available, but also because schools May be 

geographically or socially inacccessible, because students 

are too ill or weak to attend school, or because their 

parents cannot afford the fees or the foregone income that 

the children could earn. Consequently, the number of out-of

school children is caused not only by population growth but 

also by declines in health and family income. The number of 
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o out-of-school children is projected to increase from 49 

million in 1970 to 79 million in the year 2000 (Unesco, 1988, 

p.97). The numher of out-of-school children aged 6-11 is 

projected to increase from 25 million in 1970 to 37 million 

in the year 2000. The number of out-of-school 12-17 year olds 

is expected to increase from 24 million to 42 million in the 

same time period, a rate greater than that which could be 

explained by the average annual population increase in that 

time. The younger children are likely to be kept out of 

school because of health-related problems, while their older 

siblings are more likely to be involved in income-producing 

or subsistence activities. Both age groups are affected by 

deterioration or elimination of schools. 

The use of first level enrolment figures may actually give an 

unduly positive picture of the actual enrolment situation. 

since these figure do not disaggregate repeaters and students 

who drop out or attend only sporadically. Unesco estimates 

that 25% of children enroled in the first level of schooling 

will drop out without ever becoming literate, yet these 

children will be represented in figures describing enrolment 

nurnbers and patterns and that 15-20% of all school places are 

occupied by repeaters, which distorts the enrolment pattern. 

The number of children dropping out and repeating grades can 

be expected to increase as children's health declines. which 

has been occurring over the past five years as gains in 

nutritional standards and child mortality are slowly being 
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reversed. 

Q. Literacy 

Figures on literacy attainment give less cause for pessimism 

than figures on prirnary school enrolment. Illiteracy rates 

among adults (15 years and over) have declined steadily in 

every region of the world; and the decrease in the rate of 

decline in the 1980s is not as precipitous as the decrease :n 

the growth rate of first level enrolment. This may he so 

because literacy attainment figures tend to refiect past 

interventions to a greater degree than figures for first 

levei enrolment. Once a person becomes literate, s/he ia 

likely to remain so, if not for the rest of his/her life, at 

least for several years to come. The success of primary 

schooling and literacy campaigns in the 1960s and 1970s means 

that the 15-24 age group in the third world has a higher 

literacy rate than the population as a whole (Unesco, 1988) 

Children enroled in first level education, however, are only 

counted for the few years that they are enroled in school. 

Another cause for relatively high literacy figures is the low 

costs associated with literacy programmes, which tend to he 

less expensive to start and to maintain. In addition, 

literacy figures include those who successfully maintained 

the literacy they gained in school as weIl as those who were 

affected hy specifie programmes aimed at illiterate adults. 

The total numher of illiterates rose from 760 million in 1970 
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to 890 million in 1985. China and India together account for 

more than half of the world's illiterates (UNESCO, 1988. 

p.98). Women's literacy still lags behind that of men, with 

women's literac) rates being less than three-quarters of that 

of men for the third world as a whole, the worst instances 

being in SO,uth Asia, where women' s li teracy is only hal f that 

of men (1 NSTRAW, 1987, p.2). 

For a variety of reasons, literacy appears to be more clearly 

linked to per capita incorne and employment opportunities than 

does primary school enrolment. In order for literacy to be 

maintained, it must constantly be used, and the numbers of 

jobs requiring high literacy skills shrinks in difficult 

economic times. Às a result, one might e~pect to see a 

delayed decrease in the rate of reduction of illiteracy. 

resulting from unemployment, underemployment and cuts ta 

literacy maintenance programmes which do not have the same 

political appeal as, for example, the provis\on of primary 

schooling. The growing absolute number of illiterates as weIl 

as socio-economic factors which contribute to the erasure of 

literacy mean that illiteracy will continue to be a problem. 

This will continue to frustrate the attempts of third world 

countries to move out of a subordinate place in the world 

economy, as advances in technology demand higher and higher 

literacy skills. 

~ Resources for education 
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The out look for public education in terms of financial 

resources available to sustain it is not promising, giving 

sorne credibility to the scenilrio of a "world crisis" in 

education. The reductions in expenditures on education 

described above take place in a context of overall reduced 

government expenditureo The social sectors including health 

and education were actually affected relatively lightly by 

cutbacks and economic cri sis - only defense suffered fewer 

reductionso 

In the period from 1980-1984, two thirds of all third world 

countries registered negative or negligible GNP growth per 

capita (Cornia, Jolly and Stewart, 1987, pol), and real 

government expenditure per capita fell in over half of these 

countrieso (Pinstrup-Andersen, Jaramillo and Stewart, 1987, 

p.73). Expenditure on social services, including health and 

education fell 13% (World Bank, 1988c, pp.110-ll3). In the 

least developed countries (LLDCs), public expenditure on 

education as a percentage of GNP rose only marginally from 

2.9% in 1980 to 3% in 1985. 

The majority of this expenditure (from 70% to 90% according 

to Hurst, (1981, p.119)), is spent on recurring costs, 

especially teacher's salaries. This characteristic of 

education may actually have lessened the impact of cutbacks 

on the education sector, considering that a study of 

governrnent cutbacks during the global recession of the early 
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1980s (Hicks and Kubisch, 1984) found that governments tended 

to reduce capital expenditures more than recurrent 

expenditures as the political costs of reducing recurrent 

expenditures such as wages were too great. This mitigates 

the effects of austerity on educational financing, a sector 

which is heavily biased towards recurrent expenditures. 

However, Verspoor (1990, p.12) notes that the share of 

education budgets allocated to non-salary recurrent 

expenditure, such as textbooks, is declining. The amount 

spent per pupi1 on teaching materials (which are strongly 

correlated with pupil success in the third world) declined 

from $2.60 per pupi l per year in 1975 t 0 $.67 per pupil per 

year in 1985 in the low-income countries (p. 20) . 

...... 

In some countries, particularly sub-Saharan Africa and the 

highly indebted Latin American countries 1 stagnant and 

declining GNPs combined with soaring populations have 

actually reduced the amount spent on education per capita in 

real dollars. "Between 1972 and 1985, educa t i on' s share in 

central government budgets in all developing countries fell 

from 13% to 10% ... In sub-Saharan Africa. real expenditure 

for each pupil in primary education declined in 17 out of the 

25 lowest incorne countries ... the enormous gap in per capita 

spending on human resources between industrial and developing 

countries has been widening rather than closing" (World Bank. 

1988c, p.13). Primary education. central to the realisation 

of BE goals. appears to hava been slightly better off than 
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( secondary education - despite the increasing number of 

primary students. expenditure per primary pupil in Africa in 

1983 was 72% of what it has been in 1970. compared to 62% for 

secondary students (Tilak, 1989, table 5). 

The reductions on expenditures for education are especially 

striking in comparison with the expansions of the 1970s. In 

sub-Saharan Africa, spending on education declined from 

nearly $11 billion in 1980 to $6 billion in 1986, compared 

to an increase from $3.5 billion in 1970. This discrepancy 

probably owes as much to abnormally high rates of growth in 

the 1970s as to abnormal s lowdowns of growth in the 1980s. In 

the 1960s and 1970s, education was "oversold" by development 

<: planners, who encouraged resources to be poured into 
? 
> 
ç education in the hope of reaping economic benefits which did , , 
f not materialise. (Thi.s should not. however, minimise the 
~ r 

t remarkable achievements in literacy and primary enrolment. 

~, which are valuable even if their value cannot entirely be 

f , 
~ 

captured in rate of return calculations) . 

r 
,< 

" ~ 
~ .. 
i: 

Although much educational expenditure has been skewed 

< 
~, disproportionately towards the higher and more elite levels 
• < 

f 
f 

of education, basic education can be particularly vulnerable 

? 

"' 
to financial cutbaoks because it has fewer non-governmental 

1; 

.. funding sources suçh as fees. Even the World Bank. a strong 

{, 
proponent of user costs as a means of financing education, 

concluded in its report on education in sub-Saharan Africa 
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that it would be impossible to eK-pect private sources to make 

up anticipated shortfalls in financing for prirnary education. 

In addition, the target population for basic education is 

likely to continue growing as the dernographic bias towards 

youth increases, further burdening first level inst i tut ions , 

while the target population for elite education (i. e .• the 

middle and upper classes) is likely to remain stable or even 

to shrink under econornic recession. 

It is worth noting that financial capability is not the only 

or even the dominant factor influencing the provision of 

financial resources for education. Poli t ical will or 

commitment can have a strong effect on educational 

eKpenditure and consequently on educational attainment. 

Anyadike (1989, pp.1040-1041) notes that Nigeria. one of the 

wealthiest countries in Africa. has an illiteracy rate of 62~ 

while relatively irnpoverished countries such as Zambia and 

Lesotho have illiteracy rates of 24% and 26% respectively. As 

another indicator of the power of government c ornmi tment in 

even the Most difficult times, the annual growth rate of 

educational eKpenditures fell by 17% frorn 1987 to 1988 in 

Ghana and Nigeria J but by only 7% in Angola, which \.las in the 

middle of a civil war at the time. 

",.... 

" $; } 1" 
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BASIC EDUCATION DURING ECONOMIC CRISIS 

1. ECONOMIC RECESSION, ADJUSTMENT AND EDUCATION 

The cha.nges in expenditure on educa.tion described in the 

preceding chapter are largely the result of recession and 

adjustment. Adjustment has always been a feature of economic 

life (Streeten, 1987) 1 sorne adjustments are positive - for 

example, increased priees for a major trade good or lower 

interest rates. In this case, the challenge for the 

government is to derive the maximum sustainable benefit for 

the greatest number of p~ople from this good fortune. More 

often J however 1 the adjustment for many third world countries 

has been to worsening economic circumstances, in which case 

it is the responsibility of the government and those who 

advise the government to permit the least possible harm to 

come to the greatest number of people. The polioies and 

practices involved in helping governments adjust can be 

judged by the extent to which they protect the interests of 

the most vulnerable. 

Thi s has been done throughout the 1980s. At the beginning of 

that decade, reports issued by the OECD and the World Bank 

and oommissioned by the White House envisioned a future in 
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which the quality of life would be saorificed to eoonomic 

pressures. The World Bank's 1980 Development report (p.86, 

oited in Helleiner, 1987, p .1509) warned of the tlserious 

danger that econornic stringency in the next few years will 

lead to cutbacks in human developrnent programmes, despite 

their contribution - often exceeding that of additional 

physical investrnent - to Africa' s future". This report 

ooncluded that the Bank and other institutions should pay 

attention to the protection of human resources; advice which, 

says the Bank' s Adriaan Verspoor, "the int ernat ional 

oommunity, including the Bank, has not heeded, (Verspoor, 

1990, p.xvi). In the late 1980s, Cornia raises the same 

concerns, this time on behalf of the entire third world. 

about "the aggregate tendency of prevailing adjustment 

programmes to have poverty induoing effects especially 

for vulnerable groups and especially ... during the time 

necessary ... for policies to start yielding results ... 

(F)or many oountries the need to adjust seems to be a 

oontinuous one in the 1980s as external conditions remain 

highly unfavourable" (1987, p,67). 

Since the early 1980s, third world oountries have been faced 

with adverse conditions which force them to ohange their 

economio and social programmes. Streeten (1987) indioates the 

following: 1) growing debt service eoupled with high interest 

rates; 2) deteriorating terms of trade resulting trom 

increases in import priees and drops in commodity priees: 3J} 
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high inflation: 4) slower growth in the industrialised 

countries; 5) technical changes which affect industries. 

such as miniaturisation and electronics. 

These trends are complicated by: 

6) population growth; 7) urbanisation; 8) scarcity of land 

and raw materials; 9) protectionist policies in the 

industrialised countries: 10) scarcity of food grains: 11) 

environmental pollution; 12) international migration: 13) 

natural disasters; 14) artificial disasters such as war 

(p .1472) 

The causes of these problems are located both within and 

without the third world. Therefore, neither solutions which 

are localised entirely within third world nations themselves 

nor solutions which are exclusively international will be 

adequate. However, as the Commonwealth Secretariat notes 

(1987, pp.3-4) J the mechanisms for reducing economic crises, 

particularly those promoted by the financial institutions 

such as the International M~netary Fund and the General 

Agreement on Trade and Tariffs, are essentially asymmetrical, 

in that they put pressure on the countries with balance of 

payments deficits to adjust but put no equivalent pressure on 

countries with balance of payments surpluses. 

Third world governments faced with extremely neqative 

balances of payments have essentially three choices 
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(Commonwealth Secretariat, 1987, p.4) - to finance the 

deficit by borrowing; to restrict international trading; or 

to adjust the domestic economy to the changed international 

situ~tion. The first two options are neither wise nor 

feasible; so the only alternative is to undertake policy 

reforms. This process affects the vast majority of the 

poorest and most indebted countries in the late 1980s, and 

for sub-Saharan countries and Latin America. "adjustment 

policy is the dominating economic pre-occupation for setting 

frame and constraints within which aIl other economic and 

development issues have to be considered" (Introduction ta 

Cornia. Jolly and Stewart, 1987, p.S) . 

....... 
àL Analysing the impact of adjustment and recession 

For a variety of reasons, it is difficult to distinguish 

clearly between the effects of adjustment and the effects of 

recassion. Cornia (1987, p.68) states that "it is not 

possible, methodologically speaking, to attribute precise 

causal responsibility for the deterioration in human 

conditions". This is true for several reasons; 

Countries which implement major adjustment programmes are 

countries which are aIready suffering from economic problems 

which inevitably harm the ability of the poor to meet their 

basic needs ~ it is impossible to create a "control group" of 

countries to determine whether the impact on basic neetis 
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c satisfaction would have been better or worse had adjustment 

not been pursued. 

In education, successful attainment of goals is the result of 

numerous inputs, only sorne of which are directly linked to 

government spending. The standard of living of the poor, 

including such things as adequate income and adequate 

nutritional intake, is crucial to the realisation of BE 

goals. In sorne cases, it is possible to blame the adjustment 

process for negative impacts on the standard of living of the 

poor (for example, when priee controls are removed from food 

staples). In many other cases the distinction between the 

impact of adjustment measures and that of recession is not so 

clear (for example, when unemployment rises). l have borne in 

mind that the negative impacts on education described in this 

chapter are characteristic of countries going through the 

adjustment process and are not in aIl cases the result of the 

adjustment process itself. 

It is also difficult to make generalisations about the effect 

of adjustment on BN satisfaction because of the great 

variations among adjusting countries. In countries where the 

poor have never benefitted substantially from public social 

( services, the decline in their standard of living may be 

smaller than in those countries where social services played 
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• a bigger role in the lives of the people. It is also 

difficu1t to predict (as distinct from describe) the impact 

of adjustment because "the poorl! are usually a diverse and , 

1 

l heterogeneous group. While the elderly, the disabled and 

single women are a1most a1ways poor, other impoverished 

groups, depending on the country, may include the lIeducated 

unemployed", urban young men, Iand1ess peasants, members of 

certain ethnie and religious groups, etc. Since economic 

po1icy rneasures affect different sub-groups in difterent 

ways, and sinee the size of each sub-group varies from 

country to country, it is difficult to predict the impact of 

recession and adjustment without a detailed country by 

country study. 

Assessing the impact of adjustment measures in economic 

terrns, sueh as GNP per capita, average income per capita or 

income distribution by percentile is frequently done by the 

International Monetary Fund (IMF) and the World Bank. While 

these indicators are useful for describing a country's 

economic recovery or non-recovery, they are not so userul for 

describing the satisfaction of the basic needs of the poor. 

In countries where many people are involved in non-

monetarised aetivities, impoverishment cannot be gauged by 

statistics related to income alone, which lS a weakness ~n 

much reporting done by the IMF and to a 1esser extent the 

World Bank. Relying on average incorne or incorne distribution 
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can also he misleading because such measures disguise the 

dislocation caused by various groups shifting position along 

the wealth-poverty continuum. While the size distribution of 

"the poor ll may appear to be relatively unchanged, the 

composition of the poor is subject to alteration (Helleiner, 

1987, p .1502) . 

~ What is adjustment? 

Adjustment programmes may be undertaken voluntarily, but are 

more often undertaken as a pre- or or-requisite for being 

granted a loan by a commercial bank or a multilateral 

organisation such as the IMF. Sorne countries, such as 

Tanzania and Jamaica, have been reluctant to undertake the 

types of adjustment programmes mandated by the IMF because of 

a concern that these programmes place too much burden on the 

poor with too little positive result (Helleiner, 1987, 

p.1499). Worsening social and economic conditions in Africa. 

where 28 countries have adopted the IMF's orthodox austerity 

measures yet continue to be unable to repay their loans, let 

alone progress towards development, have called into question 

wh ether the traditional adjustment strategies of export and 

private sector promotion and expenditure reduction are worth 

the chaos they create (Westlake, 1988, pp.23-25). 

Until recently, most adjustment programmes were aimed at 

large-scale. m~cro-economic changes in the allocation oi 

resources and expenditures. The most important trend in these 
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macro-economic programmes in terms of impact on basic 

erlucation and other social services is increasing the role of 

and the resources allotted to the private sector by reducing 

the role of the state and re-allocating resources to market-

oriented sectors and enterprises. 

In order to achieve adjustment objectives. three types of 

policies are employed: expenditure reduction, which curtails 

demand through such rneans as lower wages, more restricted 

credit and reductions in the public sector in order to both 

cut the deficit and reduce domestic consumption of goods 

which could otherwise be exported or traded: expenditure 

switching, which diverts both labour and capital to sectors 

~hich are considered more productive; and institutional and 

policy reforms, including privatisation and reduction of the 

role of the state in the economy (Cornia. 1987, p .51). AlI 

of these types of policies have impacts on the quality and 

provision of social services including basic education. Sorne 

impacts are on the ability of the people to utilise social 

services; other impacts are on the ability of the government 

to provide such services. 

Impacts on the famiIy, which affect the people's ability to 

derive maximum benefit from social services include: 1) 

changes in incorne through changes in wages and levei of 

employment and through changes in product priee affecting th~ 

self-employed: 2) changes in the priee of imported (or 
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subsidised) items such as food; 3) changes in levei and 

composition of public expenditure in the social sector. 

including rossible introduction of or increases in charges 

for services; 4) changes in working conditions. through 

changes in work hours, job security, fringe benefits and 

legal status (Commonwealth Seoretariat, 1987, p.10) 

The third of the effeots mentioned above relates directly to 

the availability of educational opportunity while the others 

relate to health (which in turn has an impact on absenteeism 

and intellectual ability) and the opportunity costs of 

schooling. which increase as the need for potential students 

to engage in incorne generating or reproductive work grows. 

The opportunity costs of schooling also increase if the 

heads of the household are unable to provide for the 

family because of deflated wages and/or inflated priees. and 

so require the assistance of other members of the family. 

Recognising these potentially deleterious effects of 

traditional adjustment programmes upon the ability of 

people to maintain an adequate standard of living and satisfy 

their basic needs, Unicef has called for "adjustment with a 

human face", the Overseas Development Institute in London 

wants " a djustment with equity", the Canadian International 

Development Agency has committed itself to adjustment 

programmes with "miminai impact on the poor". and the World 

Bank is now emphasising sectorai adjustment programmes which 
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strengthen the development of human capital and human 

resources. Even the new managing director of the IMF. Michel 

Camdessus, is said to be more aware of the social impact of 

the conditions associated with IMF loans, although this may 

be more an atternpt to improve the Fund's image in the face of 

widespread disenchantment with the human cost of adjustment 

programmes than an altruistic policy shift CSparks. 1988). 

~ Adjustment lending and the World Bank 

For the third world as a who1e, there were an average of 47 

such countries with adjustrnent programmes every year between 

1980 and 1985, an increase over the average of 10-15 during 

the 1970s . (West1ake, 1989, p.24). The Wor1d Bank is an 

example of an institution becoming more and more preoccupied 

with adjustrnent. Changing global circumstances have forced 

the Bank to make loans for adjustment, despite the 1944 

Articles of Agreement which stipulate that aid was to be only 

for the purpose of specifie projeets. Lending to assist with 

adjustrnent, however, usually encompasses work designed to 

change national p~iorities and policies. By following this 

trend, the Bank has beeome more signifieant as an inf1uential 

body which can shape policy as weIl as a bank in the 

traditional sense. 

The World Bank rnakes structural adjustment loans and sectoral 

adjustment loans. The former are oriented to economy-wide 

changes while the latter are foeussed on specifie sector3 
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which are intended to make the country more able to cope with 

its economic difficulties by increasing the ability of 

sectors to be either more efficient or more productive. 

Education was the first social sector to receive such a loan. 

Adjustment lending represents 23.3% of the Bank's total 

lending (p.S), while sectoral adjustment represents 19.5%. 

The majority of countries receiving adjustment loans are in 

Africa (39% of aIl adjustment loans in 1987) or the heavily 

indebted Latin American countries (29.9% of aIl adjustment 

loans for 1987). For most of these countries, adjustment 

loans represent more than half their total loans from the 

Bank. 

i) l.p.cts of .dJ«st •• nt l.nding on poverty 

As adjustment lending becomes a more and more important part 

of World Bank lending, the question of the hurnan impact of 

adjustment must be addressed. A concern for human welfare in 

the making of loans to assist with the adjustment process has 

been relatively rare. Most organisations making loans for 

adjustment have traditionally insisted that they are purely 

financial institutions and are not concerned with the impacts 

of their loans and programmes on the development of a 

country. The International Monetary Fund in particular 

insists that it is not within its mandate to say what third 

world governments should do internally to improve incorne 

distribution and to fight poverty: 
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A question that may be raised in this connection 
is whether the Fund should exert pressure in the 
determination of government priorities and even 
make the granting of its assistance contingent 
on measures that would better protect the 
most disadvantaged population groups, An 
international institution such as the Fund 
cannot take upon itself the role of 
dictating social and political objectives 
to sovereign governments", (Jacques de Larosiere: 
IIDoes the Fund impose austerity?ll; cited in George, 1987, 
P .53) . 

This is true, according to a very literaI interpretation of 

the IMF's articles of agreement which stipulate that the 

purpose of the Fund is to stimulate world trade, but the 

Fund's ability to influence domestic policies has been 

demonstrated again and again by their practice of selectively 

making loans and imposing conditions upon countries ln which 

the major partners in the Fund have a particular interest. 

In the area of the social impact of adjustment lending, the 

Bank has been emerging in advance of the IMF in the past 

several years, with programmes which take more account of 

human needs than do the programmes of the IMF. 

The IMF's 1986 comprehensive analysis of its adjustment 

programmes, Morris Goldstein's The global effect pf Fund-

supported adjustment programs, made no mention of changes ln 

the quality of life of the poor as potential criteria for 

judging the success of an adjustment programme, while the 

World Bank's publication of Adjustment lending: ~n evaluation 

of ten years of experience by Stanley Fischer dealt dlrectlj' 

with the impact of adj 1lstment programmes on the paor. 

Fischer's report found that adjustment programmes have 
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( positive results overall, and contribute to the resumption of 

gro .... th in the third .... orld, but added a fe .... caveats: "The 

sustainability of adjustment programmes and hence the 

restoratiotl ... of programs in poverty alleviation may be 

threatened by rising debt burden ratios, difficulties in 

main~aining fiscal balance, and deficiencies in per capita 

consumption levels" (World Bank ~, February 23 1989 p. 3) 

This observation is borne out by the decline in social 

spending noted in chapter 3. Fischer concluded that there was 

still much room for irnprovement in the Bank's lending for 

adjustment, and recommended, as a pragmatic first step, that 

more money be made available for programmes targeted directly 

at alleviating the social costs of adjustment. Fischer's 

proposaIs may be an indications of a s .... ing back to the Bank's 

past, and to the early 1970s debates about the importance of 

capital assistance to promote redistribution of incorne versus 

the development of human resources. 

Marilyn Zuckerman addressed the issue of the social impact of 

adjustment more specifically in the Bank's first publication 

on the topic, Àdjustment programs and social .... elfare, which 

.... as published in 1989, five years after the first UNICEF 

study on "adjustment .... ith a human face". Zuckerman found 

little data on the social cost of adjustment, but what she 

did find indicaced that, despite the overall positive effect 

( 
of adjustment on the economy, it "ma.de sorne of the poor 

poorer" (World Bank ~. March 2 1989, p.2). Zuckerman 
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identified three groups which were especially vulnerable to 

declining standards of living - the "new poor ll
: people, 

usually in the public sector, who lost their jobs as a direct 

result of restraint: the "borderline poor" whose marginal 

existence had been made possible by such things as food 

subsidies and social services, and who are censequently 

pushed over the brink into poverty when these services are 

reduced or eliminated; and the extreme poor, who were 

destitute even before the adjustment process began, While in 

the long run, Zuckerman agreed with the Bank's standard 

wisdom that economic growth and liberalisation of trade i3 

the only way to alleviate poverty, in the short run she 

argued that more cai;>ital resources are necessary to preserve ....... 

social services, as well as better management of those that 

already exist. 

Zuckerman suggests severai ways in which the adjustment 

process can be changed so as to preserve the ability of the 

peor to satisfy their basic needs. These ways include, in the 

short term, cost recovery, selective privatisation of social 

services, reform of the administration and planning of social 

services and tax reform (Zuckerman, 1989, p.16), In the long 

term, Zuckerman argues that the poor must be brought into the 

process of economic growth and expansion, through programmes 

designed to enhance human capital building and employability, 

(Characteristic of the Bank. Zuckerman does not mention any 

..... 
factors in the global economic environment. such as 
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plummeting commodities prices or high interest rates as 

contributors to impoverishment during adjustmentJ . 

AIl of Zuckerman's suggestions have obvious implications for 

the World Bank's lending for basic education, with the 

exception of taxation reform. Her recommendations are 

amplified in the Bank's publications on educational policies, 

and are expressed to a certain extent in the Bank's pattern 

of lending for education in the 1980s. These recommendations 

take up certain themes which have remained constant in the 

Bank's lending for education throughout the years, and form a 

tentative outline for the ways in which the Bank will deal 

with the specific problems of education during times of 

{ economic adj ustment . 

~ Adjustment and basic education 

The impact of adjustment and recession on education is not 

limited to the education sector itself. Because so many 

aspects of BN satisfaction are interdependent, as illustrated 

in chapter 2, other aspects of the life of the poor affect 

both the quality and provision of education, and the ability 

of the poor to attain basic educational standards. Examples 

include widespread unemployment, which acts as a disincentive 

for literacy programmes, or increased food prices which lead 

to greater malnutrition, which in turn affects cognitive 

capacities and school success. It is difficult to "prove' the 

connection between changes in employment and nutritional 

65 



..... 
, l. 

status and possible impacts in education. just as it lS 

difficult to prove that deterioration in the standard of 

living are the result of adjustment programmes rather than of 

the economic difficulties these programmes were designed to 

address. However, it is possible to conjecture that impacts 

on a a variety of aspects of the life of the poor would 

necessarily affect basic education. 

Government spending cuts themselves do not affect basic 

education as strongly as they do other sectors for two 

reasons: first. because the education sector as a whole lS 

relatively well-protected from the brunt of cutbacks and 

second, because national governments and development aqencies 

are making choices which favour forms of basic education. The 

World Bank provides examples of the second reason in action. 

which will be discussed in the next chapter: the first 

illustrated is borne out by studies of the distribution of 

government cutbacks in recessionary times. 

Social expenditures in the 1970s and early 1980s were less 

vulnerable than other types of expenditures when governments 

made cuts in their budgets to cope with recession. Streeten 

(1987, p.1476) suggests that this may be because the 

increased unemployment and falling incomes associated with 

other aspects of adjustment programmas create a ~reater neeu 

for social services: Kubisch and Hicks II ':184. p. 3B, slJ.g~est 
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( more pragmatical1y that the social sector (and the defense 

sector) are not as vulnerable to cuts because of high 

political costs in the form of middle class alienation and 

because both those sectors involve a great amount of 

recurrent expenditures which usually involve employment. 

Education in particular may be protected.from cuts because 

the education system is traditionally biased in favour of 

urban groups, whose approval is crucial for the continued 

existence of a particular government. 
, 
1 

r , Per Pinstrup-Andersen, Maurice Jaramillo and France Stewart's 

studies of the impact of adjustment programmes on government 

expenditures in the mid-1980s confirmed these findings. They 

found that "cuts in government expenditure tended to fall 

most on economic services and least on defence, with health 

and education occupying an intermediate position" (1987, 

p.77). Of these two major social sectors, education appeared 

to be slightly more vulnerable than healt~ to expenditure 

cuts, although there is less data available on the impact of 

adjustment on education. Pinstrup-Andersen, Jaramillo and 

Stewart found significant regional variations, noting that 

African countries tended to protect the education sector from 

cuts while the major Latin American debtor countries tended 

to expose it more. Although education was relatively well-

protected from the worst impact of government restraint, the 

authors cite anecdotal evidence to illustrate that even the 

milder forms of austerity to which education was subjected 
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v could be have severe effects - in Zaire, 7000 teachers were 

removed from the government payroll in 1984, while in 

Ethiopia even children in the wealthy urban schools must now 

share one textbook among at least four students (p.73). 

Other effects of recession may have less direct but no less 

significant impacts on education. These indirect effects 

have not aIl been documented and proven, but may be inferred. 

described in chapter 2, women, particularly women with sorne 

degree of basic education. are crucial to the satisfaction of 
. , 

the basic needs of the family. Because Most adjustment 

programmes emphasise increasing the role of the private 

sector and the free market, which has rnany financial. 

physical and cultural barriers to women, the incornes and job 

opportunities open to women have probably deteriorated 

(Commonwealth Secretariat, 1987, p.10), (although programmes 

airned at women entrepreneurs and credit plans for women are a 

hopeful sign). The switching of labour into cash production 

or export production means less time for women to engage in 

"reproductive" work, such as childrearing. Children are left 

in the care of sihlings or are expected to be autonomous, 

which can have a negative impact on their physical health. 

Cornia (1987, p.100) notes that in times of austerity the 

intra-household distribution oi resources changes. so tnat 
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the available resources of food clothing or surplus money, 

includin~ money for school fees, tend to go to the men and 

the boys. Girls may also be expected to take on more of the 

reproductive tasks of the household. This impoverishment of 

women can ripple across the generations, since women's 

education and standard of living are one of the greatest 

influences on the quality of life of their children. 

2. Th. j.pa~t of r.~.ssion and adjust •• nt on nutrition. 

Declining standards of nutrition and increases in 

intellectual handicaps hav~ been noted among children in 

countries where food subsidies have been cut (George. 1987:, 

Cornia, 1987). This can be expected to negatively affect the 

attainment of minimum standards and to inerease the wastage 

at the first levels, as weIl as increasing the number of 

dropouts. Malnutrition is most common among the younger 

primary school aged children, since, as the intra-household 

distribution of resources changes, oider and stronger 

siblings claim a greater share of what little food there is. 

1. Sr.at.r int.rnational and intra-national .igration. When 

life in rural areas becomes untenable. due to low priees for 

agricultural goods, the abandonment of state agricultural 

collectives or for other reasons, rural-urban migration takes 

place (although in some regions, such as Brazil, this flow is 

reversing as the employment situation in the eity becomes 

worse than that of the countryside). This phenomenon is 

69 



exacerbated by refugee flows out of unstable areas and by 

migration resulting from environmental problems such as 

drought. Although it is usually initially single men or male 

heads of households who migrate to find work. families are 

also forced to migrate as conditions worsen. Although little 

research has been done on this resuit of recession, this 

degree of mobility could play havoc with basic schooling for 

children. disrupting the continuity of children's education 

and making it impossible to plan adequately for facilities 

and staff. When a family moves from the region of one 

cultural or rel~gious group to that of another. ethnic. 

racial, linguistic or religious tension can also be 

disruptive. Cornia (1987b. p.119) notes that increases in 

the number of street children and vagrants have been reported 

in the wake of economic austerity measures in the 

Philippines. Not only does this indicate that a large number 

of newly arrived urban children are not in school. b4t it may 

also make the cities unsafe places for children who must 

travel to get to school, as crime among young people rises. 

Ànother form of disruptive migration which is peculiar to 

children takes place when family incomes fall and 

children are "farmed outil through the extended family 

network or as labour to more affluent families (Cornia. 

1987a, p.101). This could have positive effects of children's 

attainment of basic educational goals because more affluent 

families would have greater access to educatlonal services. 
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(~ or it could have negative effects due to lack of continuity 

and exploitation of the newly adopted children. 

costs .nd b.n.fits of schooling. In times of economic 

adversity, the opportunity costs of attending school are 

likely to rise and the benefits are likely to decrease. 

Households may switch to more labour-inténsive forms of basic 

subsistence production as a response to unemployment and 

increasing poverty (Cornia, 1987a, p.9S). This may rnean that 

family members cannot be released to go to school. Girls may 

be especially hard hit, as child care duties are relegated to 

thern in order to free the rnother to supplement the iarnily 

incorne. Incidental expenditures associated with school, such 

as uniforms and supplies, rnay be beyond the reach of the 

family. 

At the same time, the benefits associated with the attainment 

of basic skills may also decrease. The civil service, 

traditionally the desired occupational goal of graduates, 

becomes less attractive as expenditure reduction programmes 

force governments to freeze wages or hiring. Outside the 

public sector, the job market may become increasingly 

chaotic and unpredietable as a result of expenditure 

switehing plans. Because skilled labour is not as 

"switehable" as capital or physical resources, unemployment 

oceurs in sectors which are not deemed sufficiently 
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productive. This contraction and disjointment of the job 

market acts as disincentive for the poor to pursue educat~on 

(Caillods, 1989. p.129). 

Despite aIl the recession linked pressures on education which 

are felt at the household level. individual commitments to 

basic education remain streng, more testimony to the 

remarkable resilience of formaI education noted by Habte in 

chapter 1. Àccording to a study by Raczynski cited by Cornia 

(1987a, p.94) when economic pressures hit households. the 

last expenditures to be cut or reduced are staple foods and 

children's school fees. Eisemon and Schwille (1989) report 

- that families in impoverished areas of Burundi are committoed 

te paying their children's school fees in any way possible. 

even at the expense of investing in purchases with greater 

economic returns. such as seeds and fertiliser. 

iii. Pressures at the school level 

Other indirect pressures of recession and adjustment on 

education are felt at the school level. as opposed to the 

household level. Government restriction on foreign exchange 

and reductions in imports can mean that vital educational 

supplies such as textbooks and lab equipment cannat be 

brought from abroad or cannot be serviced. This can be a 

particular hardship in those countries which have not 

previously taken steps to make their curriculum indigenou~ly 

based and has spurred some countries sucn as Zimbabwe to 
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accelerate their efforts to I4Africanize" education, 

especially at the lower levaIs. Wage freezes in the public 

sector can have a negative impact on teachers, who make up a 

large part of the civil service. If highly qualified, they 

may abandon their profession and look elsewhere for work; if 

not so weIl qualified, they may have to moonlight and take on 

additional jobs. Morale problems and unrest among teachers 

can be traced to falling incornes, as was the case in Sri 

Lanka (Cornia, 1987c, p.122). Government reductions in 

expenditures rnay also affect education in the long terrn by 

eroding the educational research capacities of third world 

institutions. Consequently, the development of appropriate 

and indigenous pedagogy and curriculum is delayed, and 

dependence on the rnetropole in this regard is continued. 

Clearly, the effects of economic recession on basic education 

are complicated by the adjustrnent programmes undertaken. 

The effects on education are often actually worsened by 

adjustment programmes which are oriented to austerity and 

rationalisation above aIl else. Agencies which work in the 

field of education, such as the World Bank. should make 

education a priority, in view of both the importance of basic 

education as a basic human need and the difficulty which 

basic education programmes will have in meeting the needs of 

the poor during economic crisis. For some of these 

institutions, this will require changes in the traditional 

ways that they have supported education and modifications to 
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their philosophies and policies on education. 
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1. THE WORLD BANK 

Ù \Ilhat is the \IIorld Bank? 

The World Bank (formally kno\oln as the International Bank tor 

Reconstruction and Development) was created by the Bretton 

Woods conference of July 1944. It was oriqinallv concerned 

with the reconstruction of Europe. but made its first Lean ta 

the third world to Chile in 1948 (Àyres. 1983. p.4). Its 

first loan for '=!ducation I .... as not until 1963 \'4orLri ih.nK. 

.... 1971. p, 13J. Unlike its sister institution ttle Into:rnatt·.lt1:1.-

Monetary Fund. whose business i:s ta assist c01..lntries with 

their balance-of-payments problems. the World Bank orovides: 

financinq for specifie 'Pr01ects deSlqned to oromot.:a 

development. The qrowinq importance of ad':1Ustment as a 

development issue means that the Warld Bank has begun 

encroaching on territory which was once exclusively that of 

the International Monetary Fund. 

The Bank fulfills many functions. First and. foremost. it 1s a 

source of funds for development projects. Secondari.Ly, 

it is a political forum within which different ideolooles 

and c;:reopolitical blocs. as weU a.s diffo:!rent: ,:;onC90T:1QnS .)!: 

development are olavel.1 out aq.l.lnst on :ln':lt!l~r. 
·n 
.l.n~ 
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c~ Dy the comoosit i on or i t s Board of Dirac t: ors. where -·J'ot inq 

strength is determined by a country's contribution to the 

Bank' s finances. The United States alone commands 

approximately 20% of the total vote. while 23 African 

countries command only 2% of the vote. The president or the 

Bank is traditionally an American: current president Barber 

Conable is a former US congressperson. The Board of DlI"9ctorc 

of the World Bank is dorninated by the Western industriahsed 

countries. which tend to direct the areater oerçentaqe Qf 

their aid throug-h bilateral channels. and a hig-her thd.n 

average percent age of their multilateral aid thrulloh the 

World Bank group . 

. (, An indication of the Bank's dependence on Western governments 

was seen in 1980 when the first Reaqan administration reneqed 

011 ~ts commitment to IDA. as oart of an across-the-board 

reduction in support for mul tilateral or':fanisa t ions. 

including the United Nations. which were round to be not 

sufficiently positive towards the United States. As a result 

of this and of matching withdrawals by American allies. t.he 

value of the loans that IDA was able to disburse rell b'/ 3';:")b 

from 1980 to 1982. 

By grantinq or withholding funds. the Bank and the II1F can 

"vet" a county in terms of its suitabilitv for assistanc'.::o 

from ~ommercial banks. "The çred~t rat~no and tif)I" Ir'Jm 

international commercial banks are favou.rabl~ ":1) tno.;:~ 
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countries l..Jhich are endorsed oositively bv th~ rnU.l.t.1.J.a17.-=~a. 

institutions. particularlv the ii-IF ana ':one WOr!Jl Bani.' 

(Reddy. 1985. p .6) . Reddy aiso notes that the Bank ln a 1';1;34 

meeting expressed strong sU1JPort for a multilateral 

investment gua.rantee agency, which i t would have headed. 

Because the World Bank lS a bank. its development work i s 

canditianed by the need ta attract and placate the ~nveSl:ors 

who buy its securities. ta keep itself solvent. and ta ensure 

the creditworthiness of its borrowers (Ayres. 1983. PolO). 

Thirdly, owing ta the Bank' s size and research caoacltv. lt 

is also important a~ an intellectual ronlm WhlCh oroviaez 

g'overnments and orqanisations w~tlî tne ·jata an(.1 ::u,al":1Z .... 
they need to formulate and implement p.::.1icieso Altnouah ':ohe 

Bank was once heavily dependent on the United Nations rOI' 

research and data. particularly in tne fleld. Ç,! nl.lmall 

resource development. lt is now anie t.o oroduc~ ~n lmpr~8:::1"~ 

number of schalarly publications and workinçr PêlPers 0 

The International Developrnent Association (IDA) is an 

affilia.te of the World Bank created in 1960 to provide loans 

on the most lenient possible terms for the poorest countries. 

IDA lS less like a traditional bank and lS financed entirelv 

by contributions from members. rather than by tunds ra~zed on 

capital markets 0 IDA has become increasinqly ltnoortant Hl 
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C ectucation 10ans) and in loans for stru.ctural adju:3tment. 

part iC1.l1ar ly in Africa, the regien in 'tlhich many cel..lntri<3s 

( 

display both high indebtedness and poverty. Wi thin these 

areas 1 IDA loans are designed ta "bring- the scope of (the 

public sector' s) activities into balance with its 

capabilities ll and to promote the private sector (\ILç>rld Bank 

~ Âpril 1989. "The evolving role of IDA". p.tt). in keeoina 

with the tendency toward restraint of the oublie sector as an 

ad.:iustment mechanism discussed in chapter 4. 

QL :rhe World Bank .todav 

The value of the World Bank' s commitments has O<3<3n ,:trr.Jl"ln,?" 

steadily. to a record $21.37 billion in new cl.:lmmitments ln 

1989. according to the 'Preliminary summary of the 198~ ~~l 

report. The proportion directed ta the poorest of the peor. 

through the Int ernat i onal Development As sooia t ion. has 

remained relatively stable at approximately one fifth of the 

total committed. although IDA approved nearly as many new 

operations as did the lBRD. the "main" wing of the Bank. <106. 

com'Pared to 119' . The majority of Bank leans ~:1 1~a8 ' .... ent t,.:J 

Asia 1 the reç:tion of the third wor Id in which is seen the 

highest growth rates. In 1989 , s 1 ight 1 Y more ne' .... funds "/ere 

allocated ta Latin America and the Car~bbean. t:.he reoion with 

the mos t heavi l y indebted countr i e~ and. thus an appropria t:. e 

target for a Bank devoting- more and more attenr.ion to 
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The World Bank has historl.callv equated deveLODmen~ Wl~n 

economic growth and integration into the modern worln 

capitalist economy: and has structured its loans accordinqly. 

Since the 1960s, concern with the distribution of social 

goods (implying a greater role for basic education) has 

moderated the emphasis on growth, althouqh some wrl.ters fedr 

that following the departure of Robert MacNamara fram the 

World Bank, this concern has abated. 

The philosophies which guide the Bank's identificatlon ct 

projects have evolved since the creation of the Bank. ln th~ 

1950s and early 1960s. the Bank emphasl.Sed "meqaprùle.::':;::' 

such as highways and hydro-electric dams, desiqned to create 

an industrial infrastructure on the model of the western 

industrialised natl.ons as quicklv as possible. The -:rnpIEI.2.l.:' 

shifted from such larqe capital lntenslve prO'~C~3 tO more 

directly productive enterprises in sectors such as 

agriculture and small industry in the 1960s. 

By the time of the "development decades" of the 19708. the 

development of human resources and human welfare '"as ql.ven 

more attention as a means of building a base for economic 

development. Durinq this optimistl.c time, the basic neads 

approach was created. Education became a oriorlt u and 

unrealistically high eXP9ctations were a~tache~ ta 
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(, rep'Jrt l.S worth ·:;1.loting at lenath ta ill.ustrate 1:.1103 '::llan':J'~S' 

in the World Bank's perspective on basic education: 

( 

A decade or two aqo, there was a widespread 
view that trained people were the key to 
development. Universal literacy was a political 
objective in many countries, but money spent on 
primary education was often regarded as diverted 
fram activities that wauld have contributed more 
to economic growth. Planners favoured the kinds 
of secondary and hiqher education that directly 
met the manpower requirements of the modern era. 
People who worked with their hands were not 
thought to have much need of formai education. 
Over the past decade. views have chancred 
dramatically. But the value of general education 
at the primary level is now more and more widelv 
recognised" (World Bank, 1980b. p.436) 

In the 1980s. sustaining the proqress that has neen 

made and assisting with the process of ad5ustment have Decom~ 

priorities. At the end or the decade. however. the BanK has 

not strayed far from its roots. 

ln 1988. Barber Conable, the president of the World Bank. 

stated that "first and foremost we must have growth. Growth 

provides the poor with access to better markets and 

opportunities. lt provides the resources for private and 

public programs vital to the poor. lt helps sustain the 

broad-based political support the anti-poverty effort needs" 

<World Bank, 1988b, p.3>. Conable's identification of the 

pillars of this drive for growth - combattlnq hunqer. C 1.lrl.HW..r 

excessive population growth. investina in education and 

protecting the poor durinq the process oi economlC adius~m~nt 

and 18 distinct trom the earlier davs of the bank. wnen 
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1 ~rowth was thou~ht to be secured through meqdProiect~ tor 

....... , 

industrialisation and lnfrastructure. projects Wnlcn DtOVt~~d 

substantial benefits for western corporations and 

governments. The justification for qiving priority to human 

needs projects is still framed in terms of potential benetit 

to economic growth and stated in the metaphors at human 

capital: "The productivity of an educated workforce is: the 

most reliable engine of growth Modest investment in 

education, wisely and steadily made, will pay qreat dividends 

in fostering growth and reducing poverty" (World Bank, 198db. 

p .4) . 

~ Palicy-based lending 

Another new dimension to Bank lending in the late 19~Us and 

early 199ùs is a concentration on policy-based lendina, The 

Bank has historically been involved \O'l,:h PI"I:.J]eç1: l03n.:1,lrl''': --

the provision of funds for specific dev~lopment prQ)ect~, 

Recently. however. the Bank has been placinq more emphasls on 

work in the area of policy formation. An emphasis on 

strengthening policy implies an emphasis on ins1:itutlon 

building in order to sustain improvements in pollCy and 

programmes. This "sustainability imperative" (l..1ow and Morss. 

1988, p.1403) means that the focus is on "institutiona1 

learning and capacity building, rather than on 

the attainment of temporary targ-ets", 

~i The shiit to policy basad l~ndlnq \ofl1.!. have ran1l11';d.tl.·Jn~ tut 

the education sector, due to the BanK'z ~tronq research 
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C cap~lclt~e:; ~11 that ser.tcr, and may be one contr~.bl.ltln'::l t"l<::tor 

in the Bank's preference for qualitative over quantltativ~ 

(~ 

improvements in basic education. In the area of education, 

policy lending is connected with adjustment programmes -

Verspoor (1990, p.13) notes that "programs to reduce the 

public deficit have, in many cases, disproportionately 

affected education, not only curtailing qrowth but hurt~nq 

the operation of the system". Although the Bank has not 

issued a sector paper on education since 198U. its major 

research-based publications, especially Eduç...s.L!:_Q!! l:...t] ~.!.-!fl.:: 

Saharan Africa and Education for development: ~~ ~~~~na 

Q1?.t.~.Q.r.!~ qive indications of the policy direct~(.ms the BallK 

will expect national ~overnments to undertaKe with lts lQan~. 

f) New directions for the Bank 

Fiscal 1989 is the "beginning of a new era" at the Bank ~n 

which "the strategic priorit~es ... set for the l.nstitution 

truly began to be embodied" (World Bank ~. July 1989 p.2> . 

ac~ording to the preliminary synopsis of the 1989 development 

reporj;.. These priorities are identified as "investment areas 

that are targeted at the very poor and make a direct 

difference in their lives" (p.3) as opposed to strictly 

growth-oriented investments. According to Moeen Qureshi. 

Senior Vice President Operations of the Bank, fl.scal year 

1989 "initiates a major expansion in proqrarnmf::!S that l .... i11 

directl." invest in hurnan capital - in er.:1ucatlr:m. l1~altb. 

tlutrition and in more '...:oncl?rteu '::It"rorcs to aad.r~:::.:: lS3ue::: (J! 
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l population planning and the role of IHomen ln devel,:>omellt 
iti# 

programmes" (p,2), It remains to be seen just how this 

reported new era will ease the eeonomic stagnatlon and 

increasing poverty of sorne parts of the third world, 

The Bank's lending choie es of the 1980s orovide bath th~ 

backdrop and the launching pad for this naw direetl0n: 

analysis of the Bank's lending choie es in the area of 

education in the 1980s reveals that the Bank still has sorne 

distance to go to give education its proper place at the lead 

of the Bank' s new commitment to "people foeused" developmenL, 

particularly in terms of the quantity of financlno dvailaole, 

"" ... 
2, HISTORY OF WORLD BANK LENDING FOR EDUCATION 

The World Bank has been making loans for education for 26 

years. The Bank is the largest sinqle provider of loans for 

education. providing approximately 15% of world oiiiclal 

development assistance (ODA) for education (VersPoot, 1':390, 

p,v) .The priorities of the Bank's operations have chanqed 

over time in response to chan~in~ conditions in the third 

world: sorne themes. however. have remained constant and 

continue to be stressed in the current era of economie 

pressures. 

~ Education lendinq in the 1960s 

~ Bank lending for education began in 1'::1t:>3, ln that V9é:1.r, th>? 
~ 

President of the Bank issued a memorandum wnicn ~eflnea ~ne 
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that decade. The memorandum stated that "the BanK ana iII;". 

{ 

c 

should consider financing part of the capital requirernents of 

priority education projects designed to produce or to serve 

as a necessary step in producing trained manpower of the 

kinds and in the numbers needed to forward economic 

development in the member country concerne~ ... in the fields 

of a) vocational and technical education and traininq at 

various levels: b) general secondary education (cited in 

World Bank. 1971, p.13). Physical infrastructure was a major 

priority (Verspoor. 1990, P,V). This was in keepin~ with the 

then popular idea that the function of human resource 

development was to enable Western capital ana tecnnOLO~V t~ 

be more adequately absorbed. 

Between 1963 and 1971. secondary education receivecl ~2~ oi 

the Bank's education loans and tertiary education receivea 

23%. Primary education. crucial to the successful attainment 

of basic education goals. received only slightly more than 1% 

of the total volume of loahs. while 1~adult training". I,o/hich 

would take in adult nonformal programmes that cnntt"ibl.ltl?d to 

the development of literacy, received 4%. The great majority 

of loans were for the capital costs of providing buildings 

and equipment (World Bank. 1971. 'P.16) . 

LOclns tended to be very small bv t':;1day's :;tc1wJ.ardz. ev~n 

t.akin.:t intcl COtls.l.':teratlOtl the o;lff8CtS ·:,)r lnt.i.aJ;.lon. l'ho:! 
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average value of an education loan in the 196Ùs was $7.6 

million and the largest was $20 million. in contrast to the 

1980s when loan sizes from the hundreds of thousands to the 

hundreds of millions are commonplace. From 1963 ta 1971. the 

Bank made 57 loans ta 42 countries. worth a total of $431 

million (a lower volume that was often made in one year 1n 

the late 1980s). From 1963 t 0 1967. 9ü% 0 f loans were Lo l.DA-

eligible countries - that is. countries with a per capita 

income of less than $200. In 1967. however. a decision was 

made to concentrate on a wider range of countrJ.es. and the 

extension of educational financinq to wealthier countr1es led 

ta greater emphasis on linkage with the rnodernJ.sed labour 

market . ...... 

In the 1960s. the Bank did not have the research capacity 

which it enjoys taday. The majority of the research utilised 

by Bank planners originated with Unesco. indicatinq that 

education was not an intellectual preoccupation of the Bank. 

In the 1971 paper. several areas of concern for the u?coml.n'~ 

years were identif1ed: a) nonfarmal education and trainlna: 

bl educational radio and television: CI proqrammed learninq: 

d> the creation of appropriate locally produced teachinq 

materials and equipment: e) training in business 

administration and management: and f) the management of 

education (World Bank. 197U Some of these objectiv'3s. such 

....,...... as Cbl and Cc) are no lonqer evident as concerns of tnl:! oanl-' •. 

Obj ec ti ve ln. identi f ied in 1971 as "perna.ps t he mo~ 1. 
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C pgrora::dv", 1,/eakl1o?ss (Ji tri';? educa.tion s'Jst~m" (D • ..::..;) 1Z ;Hu . .!. 

one of the most important puroose for which loans are maae. 

< 

and will probably continue to be SOt particularly as 

education cornes to be viewed more and more as a sector which 

needs to be adjusted. 

QL Educational lendinq in the earlv 1970s 

The sector working paper which followed in 1974 reflected the 

trend towards emphasis on satisfying basic needs which 

affected the Bank in the 1970s, although the paper stressed 

that Itmass education will be an economic as weIl as a social 

necessity" (World Bank, 1974. p.14). This trena. accordinq 

to the authors of the working paper, was fuelled bv tne 

greater demand for education generated by the qreat 

educational expansion of the 1960s as weIl as bv the 

realisation that the satisfaction of the educat10nal neeas ot 

the poor was not an automatic corollary of growth. 

In the 1974 working paper. an ernphasis on basic education was 

proposed as a policy alternative to both the increasin~ 

number of illiterates and primary school noncompleters, and 

to elitism and inappropriateness in the formaI school system. 

It was conceived of as a number of "basic learninq needs". 

including "literacy. nurneracy, knowledge and skills for 

productive activity, family planning and healtn. child caret 

nutrition, sanltatlon and knowledae reaUlred for C1V1C 

Oar1:.iC1Pation' ,WfJrici od.nk, l':i;:~. p,:\I)\. The ::ar·:ret :1!'.JI.tPS 
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for programmes delivering this type of education were not 

e~clusively school-age children. but could aiso 1nclude older 

children and adults. In order to give more emphasis to 

education as a basic need, the paper recommended. for the 

years 1974-1978, an allocation of $1.075 million for 80 

educational projects and an increase of up to 27% of total 

educational lending for basic and primary aducation wlth a 

corresponding decrease for secondary education and bevond 

(World Bank, 1974. p.8). 

The Bank's "new and dramatic" <p.47) concern with the 

situation of the poorest meant that educatienal POil(';V b~':;·!lme 

more differentiated. For the poorest countrles. the 

development of low-cost programmes of basic education was te 

be pursued, while for the higher income countries the 

development of skills tied to manpower requirement 

projections at the secondary and tertiary levals woulct be th~ 

priority. These two tracks of the Bank's lending proqramme 

were eKpected to diverge more and more in the late 1970s. 

The major issues envisioned for the remainder oi the 1971J~ 

vere equity, efficiency, and the development of the capacltv 

for management and planning. The Bank called tor the use ot 

disaggregated analysis of regions. economic sector ana ZOC1~l 

classes which wou:d enable the qovernment or th8 plannin~ 

*~ aqency to taraet its efforts on the POOlest, ~ tvue 01 

analysis is even more urqently needed tOdav. 
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l'he fl.nanClnq ot educatl.on ',/as not pr~s"?n':~.:t -l'3 -::1. Torun:!.l" 

problem. lnstead. i t was seen as an ar ea where or ea ter 

efficiency would be desirable or as an arena tor Dotentlal 

future problems. The notion of user costs was advanced as d 

possl.ble means for both cost recoverv and tor control ot Ule 

demand for education. althouqh lt was noted that the l.mpact 

of these measures on the educational system. particularlv on 

equality of cpportunlty had not been thoroughly researched. 

In keepinq wlth its stated commitment to ralsino the standard 

of livinq of the poor. the Bank's proJected lendl.nq for l~~~-

1978 invQlved an l.ncrease for baSl';: and orl.marv ;~,jllC3.-:'l.')n T_" 

27% of tata l educa t l.ona.L spendl.nq. up tram an a veraoe ot 11\, 

in the years since 1971. Spendino on aorlcultural educatlon 

increased to 24 96 from an averaoe ot 17°b l.n the vedr s .1. ';', 1-

197<1:: and health education l.ncreasea ta lu'~ô <Jt t.h>2 tr .... t_d>-. 

Corresponding decll.nes in percentaqe allotment were absorb8d 

by the fields of general and comprehenslve educatlon. Whlle 

these percentaqes did not conform ta the Bank's Vlew of th~ 

importance of basl.c educatl.on relatl.ve to secondarv and 

higher education. it was lloted that the 1974-1978 perl.od was 

to be a time of "tooling- ulJ" for a "substantlally oreater 

at tack on worldwide educa t l. anal nceds aft er ~ 97 8" ( Wor ld 

Bank. 1974. p.St!>. Thl.s toolino up was to have oaved tnF> ',/d" 

for a mal0r and OnOOlnq expanSlon or the 3an~'s bd~l~ 

o:!ducatl.on prooramme ln the l ':Jr;lJs, 
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The Bank's next officlal pronouncement on its strateq~es ln 

education was issued in 1980. Looking back over its history 

of involvement in educat':"on. the Bank was generally satisfied 

with the results of its \oIork. especially ln terms of meetinq 

BE obiectlves. "[1ost educcitional instltuLlons tlnanced a::: 

part of World Bank/IDA projects have achieved or exceedec1 

their enrolrnent targets: rate of repetltion and dropout lta?e 

tended to decrease: and female enrolment has increased. Tne 

f ew complet ed studi es tha t lnc l uded s OClo-ec onomlC survevz 

have shown an lmprovement ln educational eqUlt'l." l,MaDt.::. 

1~tJ3. p .~.:!). The BanK reattlrmed lts commltment ':JJ ::.ne ".'r,) 

tracks" of 10101 cost baslC educatlon for the poorest countrles 

and skills development for those with hloher lncomes: and to 

the development of mana~ement capacity, partlcularlv Hl the 

mlddle lncome countrles. 

In this report, however, the concept of bas ic educatlon 

underwent sorne changes. Basic educatlon was presented less as 

a human riqht or need and more as "the mlnimum foundatlon ln 

which countries should build hloher levels of a comprenen:nve 

network of educatlon and traininçr" (p.24J. Consequent lv, 

"aSslstance by the Bank to provlde opporlunit18s tor basle 

educatlon ta the school aoe populatlon will be d.evotea malnl., 

(0.":'*' wlth no rnentlon or noniorrna ... orOCtlamm"". -?~(:e::'~ 
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quality and effl.ciency of basic education and l.ncrease ëlCC'::'SS 

to it to qroups which are not equl.tably served" (p.2t!l 

another stated prior i ty of the Bank. The report' s author:::: 

also state that "the recent concern of the Bank fur eXOêlnOltlî.T 

basl.c education does not imply any dlminutl.on ln l.ts lntere":" 

in developing manpower to meet critical needs" (Habte. l';H:n, 

p. 25) . 

The maj or conc ern in this paper i s the lmprOV€men t ot the 

internai efficiency of the school system. Imorovl.nq lnterndl 

efflclency means lmprOVlnq the qualitv ot suen thlnqS dS 

currlculum, textbook.s and teachers, and re-evaluat lnq the 

efficlency of contlnued injections of capital as oppos€d to 

such effl.Clency r..easures as class rotatl.on alld. staooer-='_t 

schedules. ThJ..s concern for educational manaGement 1:: 

apparent in the lendinc;:r patterns of the late 198Ûs. 

Psacharopoulos. in hi s commentarv on the 1960 Pëlper. not_ e~ 

several important chanqes WhlCh f oreshadow t he Bank' s 

spending choices ln the 1980s. First, the concern w!th the 

internal effl.ciency of school systems may be the result of ci 

more sophlsticated capacity to analyse educatl.on. lo1ned \"nth 

the need to rational i se expendl. t ures brouî.Tht on bv per lods of 

'.:!conoml.c crlsis and resultl.nq ln the emJ:'naSl.3 'Jn l,.,dw. i' t 

manaaement and plann i na pr eval ent lrl ':. he .i. ':;1.3 Us 
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(F'sacharooou!os. 1':J81. 0,142), Second, the l~o'jU pa.oer 

exol~c~tl'l endorses the controvers~al or~nc~pl.e or or~vate 

fund1tlg- and increased user costs 1n education. themes wh~ch 

are taken up ln lat.er Bank reports and recommendat~ons, The 

utility of th~s recommendation during- times of adjustment is 

obvious: however the potent~al soc~al and pOl.~tical 

consequences of impos~nÇf such measures were of concern ta the 

authors: of the 1980 report, 

3, V/ORLD BANK LENDING FOR EDUCATION IN THE 1960::; 

S~nce 1963. the Bank has lent $8 b~lllon rOI educat~on ana 

tra~n~nq, about 4,4% of total Bank lend~nq lVerspoor, lj':;·u, 

0,24>. The Bank has net issueci a oOllCy pap8r tor ':rle .!..:l~~ 

1981Js, wh~ch would take into account chanqes 1n the world 

economy, including deeoening recess~on, debt buraen and 

adJustment wh~ch forces the oubl~c sector expencl1ture on 

educat~on ta decrease and Wh1Ch has increased the need for 

more ag-g-reSS1ve measures ta protect the sat~sfact~on of the 

bas1c needs of the poor, In the absence of such a paper. l 

w~ll refer to two studies publlshed in the late 1980s a.nd ta 

the Bank' s record in lendinCl" for educat10n projects t.o obta~n 

an idea of the Bank' s major concerns enter~nq the 1990s, Th~s 

forms the backdrop tor the maJor chanqes at the Bank heralded 

by Quresh i and i nd~ca tes the steps the Ba.nk i s besn nn~nq t 0 

take to pur sue 1tS ob.lect~ve ot "oeoole-çentr-=d devel'.Jprnent", 
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1 published in 1988. wh~ch deais w~th the problems or Da~lç 

educatIon ln dlfflcult economlC tImes ln the ar8d or tne 

world where they dre most pressinq. Thls studv tdKes uu 

themes advanced in the 1985 Bank publlcatlon FIn~C~pq 

education in developinq countrles. co-written by Georqe 

Psacharopoulos. the p~oneer of the rate ot return 

caiculat~ons wh~ch convlnced the Bank to adopt numdn caPltdl 

theory to ~uide its educational plannina ln the l~bOs and 

1970s. 

al Financing education in develop~na countrles 

This authors of thlS report found that educatlonal 

expendi t ures were be ~ na skewed awa y trom the a.r8as t tla t: l1d';: 

the greatest social return and ~nto those areas that were 

most coveted by individuals for reasons of both personal 

economlc gain and soc~al orestlae. part~cularly tertlarv 

educatlon. This amounted ta an unfau transter ot P'-L;) 1 1'_ 

funds to the rlch. Charging hlçrher fees and offerlnr.:r lüal1z 

instead of bursaries would cut down on the burden to th8 

public. accordlng to the authors of thl::: report, ana wouh.: 

not result ln underutillsat~on of educatlonciL re~ourçes 

because of the great excess demand for hlaher ~ducatllJn wt"ll':n 

already exists. 

The authors believed that the potentlal GalnS ln "'NUlt'l ''''!llf~n 

couid be made by dlvertlna publIc runds to orlma,'! dnrl ::·rl.'~l'_ 
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8aulty resultlna from more res~rlctlve access ta seC0n~arY 

and hlaher educatlon. lThlS appears to be a new World BanK 

"two track" policy developinc::r - thlS tlme ~,.nth respect ~o tn!." 

split between primary/basic and post-primary education. 

ra ther t han wi th respect t 0 the spl i t between the poores t 

countrles and the le~s poor countrles.) This equity tradeoff. 

however. would be deslrable on1y if lt could be posslble to 

guarantee that all the savings in higher edueatlon w1l1 be 

directed ta prlmary and baS1C educatlon - somethina whlen may 

be difficult to achieve, both because the taraet aroups f0r 

primary and baslc education are rarely Po1ltlcally poWetful 

and because aovernments WhlCh are cressured ta reduce 

spendina mdV be re1uctant to rea.uce 111 one at,",. and. ln';::-~;l::;~ 

in another. In order to see how these pollev trends trans~ate 

into praetlce. l will examlne a recent r~port on educatlon in 

a realon where lt lS most stronaly threatened. 

b) Edueatlon ln sub-Saharan ~frlca 

This report descrlbes the potentlal application of many of 

the general pOlnts ralsed ln Flnanclnq education ln 

deve10Plng countrles, and contalns several lmpllcations for 

pOllCy at the Bank: 

1. That Afrlean countrles could not aenerate the iunds neea.ed 

for their edueatlonal systems and that more lnternatl0nal 

maney was needed. as well as netter allocatlons or ':'!Xl'::~lnr.:r 

tunds. 

'::Tro?dt,=r ':"Jst-snarltl·.:r ::HI<:l r:-rl·'atl.:.d'_l.Cn 'Nere >':1_::":1 
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options for som8 forma of ~duç~tion but not t0r ar1marv Q[ 

basic educatl.on. 

3. That educatl.on ln Afrl.ca has deterlorated so far that th~ 

revitalisation of educatl.on must be achl.eved before dny 

expansion of educatl.on can be cantemplated - ln other words. 

that qua.litative improvements in educatlon must taKe 

precedence aver quantl.tatl.ve qrowth. 

4. That the above recommendatlons can only Ce implement~d 11 

educatlanal management capaCl.ty lS sl.qnlflGanLlv 

strengthened; and that therefore management shoulct be a 

priority for aid to Afrl.ca. 

The authors of the report l.ndlcate that the need tc, Dldll t'il 

contl.nuaus growth has b8en superceded by the need ta 

restructure to prevent the further decll.ne of Afrlcan 

education systems. a "new experlence" \Worl.a. cdn!:.. _')G'-1d. 

p.98l whlch wlll requlre more emphasls -:ln manaq8ment and 

pO~l.cy analysis. Restructurl.nq wlll requlre tne Bank ana 

other international agencies ta become more deeply l.nvolved 

ln Afrl.can education l.n arder to hait lhe erOSlon or 

educatlan. as well as regenerate lt: "Ail SavlnqS tt()n! 

adjustment measures wlll not be SUfrl.Clent. ~n most 

countries. ta cover the substantl.al resources needed ta 

reVl.tallse and rebulld African educatlon te tne ex~~nt 

essentl.al for future development. Internatlonal ~lQ WIll 

(p .10~) . 
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Three broad rehabllltatlve phases are proPQsed.: aÙlu.:::lInerlt 01 

educatlon. followed by revltallsatLon and flnall~ expanSlon. 

The adjustment of education is achieved by the contalnrnent or 

reduction of unlt costs and especlally by diversifYlng the 

financial base of the educational system. Thi<; means. 1n 

practlce. greater tolerance of prlvate educatlon and mor~ 

efforts to shift the burden of costs where posslble to 

students and th~lr famllles. ThlS plan would have reiatlvely 

I1ttle effect on baslc educatlon. because it lS assu.med that 

"the scape for further cost sharinq in primary educatlon 13 

negllqlble or nonexlstent:." (p.96). 

International lnstitutlons such as the BanK must taKe tne 

lead in changing the pattern of their aid-givlno to tlt th8 

need tor baslc and prlmary eauccition. l'he r<:loort s a'.ltnOI;:; 

note that ln recent years "only 7?6 of internat.lond.l. ald ':0 

Afrlcan education has been used for primary educatl0n. 

compared with 16% for general secondary education. 33% for 

vocatlonal and technlcal education and 34% for hloher 

educatlon" (p.103). As well as adJusting their loans ln terms 

of leveis of the education system supported. lnternatlonal 

agencles must curtali certain lnvestment choices WhlCh had 

prevlously been strongly advocated. but whlch are unlikely tn 

raise the qualltv of schools. such as reductlons ln clasE 

InnovatIons such as televlSlons cino. C'orn::-uters 'T-' • .1. 'JI. '. 
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Concurrent wlth adJustment are revitdllsatl0n measures 

ta improve the qua11ty of the educational system. rh~ 

write:::-s of the paper note that "the choice between expanSl0n 

and quality is no longer an elther-or cholce. W1thout sorne 

basic revitallsing inputs. particularlv textbooks and 

1nstructional mater1als. almost no ledrnlna can o~ eXP~~~~Q 

to take place" (p.99). The deterl0ratlon ot the uualltv ot 

primary educatlon means that many soc1al we1.13.ro::! oenerlt8 .J[" 

"external1tles" such as decreased ferti1.1t'l or lncr~ased 

polltical partlclpation mav no lonaer De expect~a ta ~dKe 

place. Attentlon t'J qUallty ilefore qUantltdtlve ""XDan~l']n 

can be undertaken lS therefore J..J.stlf1.ea bv tne rlt:!8'-:1 ,:.J !.-:11,,= 

the soc1al rate of return of educat10n and make 1t as 

profitable an investment as possible. Th1S recommendatlon 

builds on a large body of Bank research (summarlsed 1.n 

Fuller. 1986) which found that favour1ng lmPIovem~ncs ln 

school quality over school expanS10n twhen such a chOlce must 

be made) Ylelded results in terms of lncreased lnd1vldual 

incomQs and hlgher social rates of return. 

The "revitalis3.tion" of educat.ion has three comDonent~ - th'=? 

strengthenlng of the ~ :mal examlnatlon system (trie eXlstenc~ 

of which had been prev10usly regaraed as a wedkn~s~ 0L 

Afr1can educatl0n): an 1ncredse ln lnputs. Ddrt lCUJ.d.!_1/ 

textbooKS dnd inst.rl..lI.;t1ona ... rnat~rlal,,:: dnr:J. U!lDt"')"-=!rI':?n'; 111 

phY::;lcal plant (p.9ïl, 
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WhlCh could De eontemplated onlv after adlustmenc anu 

revltallSeitlon. rnlqnt lnclude distance euucatlon. a. ll8'''' ::.rl.·l~ 

towards unlversal prlmary educatlon. emphasls on trainlna and 

the building of qreater capac~ty ln research and post-

qrad~dte education. 

Verspoor ll~90. p.301 notes that Afrlc~ lS the iocus or 

educatlon sector adjustment pollcies. hav~ng recelved three 

education sector adJustment loans ln 1987 "and severai more 

are under consideratlon". There are sorne indlcatlons of the 

beglnnlngs of an economic recovery ln Africa (lntervleW wlth 

James Socknat. February 1990). If that is the Cise. ea.ucatl'Jn 

for the prlmary cohort now could payait ln about ~en y~dr~. 

when this cohort lS ready to enter an expandlng ~ob marKet 

which could absorb llterate. numerate prlmary senaal 

qraduates. Such a posslbll1~Y Justifies crl0rltlslna 

lnvestment ln basle educatlon ot the ne~ ':.f e ne rat 1 I.J n 0'./ .::! r C .1 '= 

current group of young adolescents and adults: however sucn ci 

scenarlo lQnoreS the human rights aspect oi educatlon as W~Ll 

as the soclal externalltles aenerated by basic educatl0n. 

Crltics of the report found both posItive and neqatlve 

aspects to it. Accordlng to Marlalne Lockheed llnterview 

February 19~U) thlrd world mlnlstries of educatlon have 

reacted neQatlvely to the Bank's emphaSlS on orlmeirV 

""ducaticn e"en at :ne e:·;o.;ltl,se ot 111.'..rner e'::.uca.ë.l'Jn, J.n~·1 

pereelve that ..:hancre of empna:;;lS c'~uld De ·:HlaCner ta.(.:',=-·_,~ 



widenina tne teC!1nO.!.OG1Ca.l Gcl.P between the J:lr';;t dnJ t.tL ... rrJ 

worlds. ';alllods sees the INorld BanK' s aDDroacn t'J • .:!.luç~tl)n 

ln poor and debt-burdened countrles as lndlcat1ve ot ci new 

approach to human needs l.n t1mes of receSSl.on WhlCh re 1 ects 

the laissez-faire, free m,:l.rket approach of the IMF: "lt (the 

report) constl.tutes a genuine attempt by the INorid Bcl.nK tr) 

"adjust" the ad':lUstment pollcles advocated by the HIF' 

<Caillods. 1989, p.12bJ. On the other hana. Eznlwa.nl ,1')0'-)1 

believes tha t the Wox"ld Bank has not crone rar enouo:m 81 ':tH~r 

in rejectlng the orescriptlons oi the HIF 0r HI :1n011'/:;;1.n,; 

properly the exo~enous causes ai receSSlon .... 'h1Ch tnr-aatell3 

Atrlcan educatlOn. Taklno these t'AO GommenT.:.:> 111 t r_, 

conslderatlon. thls report shows the Bank .ln trcir.'=:ltl'_111 -

movlng to ..... ards cl. goal ot prlorl.tislncr human needs Whll>2 :o:t1.i.~ 

remaining- relatlvely uncrl.tlcal of the lnternatlonal status 

quo of WhlCh lt lS a product. 

çl World Bank ln~tiatives fa;: baS1C education ln the 1':1908_-,

One initlative which 18 likely to shape Bank lendlnq tor 

basic education is a proposed "World Conference on Educatlon 

for All: Meet ing Bas le Learn1no Needs" t. 0 De held ln BaWJlf.':'K 

from Mareh 5 to 9. 1990. The World Bank, Wl.th co-sponsors tn8 

United Natl.ons Development Program. IJrllcet and Unesco, f.Jld.nS 

to use the conference to t1x deflnl.te educatlonal 00<:11:;;; 

re,:rardl.nq a) a common basl.c level of prunar'l e rlI.1Gatl')11a.', 
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new~_, February ';J, 1';l8';1 0.3). 

lt remalns to be seen what the effec:ts ot thlS conterence 

will be on the Bank' S educatlonal \oIork. It could be ver" 

S1cmlficant tor sevp.ral reasons: tlrst, lt wl11 be the =lrst 

opportunlty to evaluate comprehensive1y the Bank' s llt.erac;' 

and basic education programmes: second, it wl.ll mark the 

f1.rst tlme that speclflc country tar~ets \01111 De set aqalnst 

WhlCh progress call be measured. It may also be the tlrst 

opportunity for the Bank, in con]Unctlon \oIlth other 

orqanl.Satlons, ta develop global olans and pollcles ior 

meetlnq basi.c educatlonal needs ln a \oIorlct gro\olln? ooC'rer, 

Accord1.ng to MarIal.ne Lockheed (lntervlew, Februarv 1';l9UI 

the conference represents an opportunity tor consensus 

bUlldlng on the ls:.:ue ot baslc educatlon. ':::ne nopes t:> .:;~'? 

the Instltutl.On of spend1ng targets for DaSle e'.1U'.::a'-..lf)rl s'-:':.. 

by the Bank at this conference. \oIhlCh \01111 quide the BanK t':J 

increase l.ts expend1.tures on basic educatlon. 

0ther superflclally unrelated changes at the Bank aiso bode 

well f or the adopt i on of educa t 1. on pOllCl. es and target s WhlC h 

favour basl.c education. For the first tIme Slnce l';J~U. the 

Bank's annual World Development report will focus on povert~ 

ln 1989. In the same year. the Bank released !ts tlrst 

compendIum of statlst.1CS on ..... orld ..... lde soclal r::ondltlüns. 
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ancl ::t:·eC'~i~C'~t". 

pollCy and research, tne IDA recelved a reT.Jletl.L3nrn""nr:. rt':'lnl 

doner natlons equal to a record SUS 17 bIllIon. an ll~ 

i~crease over last year. 

The World Bank has alse committed ltself to ~ncrE'ase tl.lnd~n'::r 

for one very specific appllcatlon of baslc education: basIc 

education for women. According to the director of the oaril'.·~; 

new Women ln Development dIvisIon. "across cult"Laes anQ 

particularly in the earlier stages ot cievelopmen~. -:"!dI.lÇ·lt l.'Jrl 

for women may well be the sinqle most lmportant Int8r",,:,n r "- }II' 

educatlon ln the llves of women, t.t1e r.::reatlon C'! '.1"11:" 11":'" 

dlvision may mean qreater prominence for educatlon ln CGuntry 

lendlng. 

Ql Bank lendinq patterns ln educatlon trom l..'2.Q.:l.:-_b~~1.:~ 

The bank engages in pellcy advlslng and research. but lt 13 

the Bank's project loans whlch have the most immedlale Impact 

on education in the third world. The Bank's patterns ül 

lendlng- 1n the 1980s reveal severai trends ',/hlCh <:ide. '.lI) t,) ·:Hl 

arn.biguous plcture of the Bank' s comm1tment to baslC.':: educatlon 

as part of a a new orlentation towards poverty. 

aspects of the Bank' s lendlnq proqramme appear to heive D-='=rl 

developing in ways which are Gonsu:tent wItn t.he 'j[')t110'.1'.J:l ,)t 

basic educatlon ln tlmes oI economlC crl~l=: ütn~r ~~~":' . 
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be approprlate to the needs of the late 198ûs and the 19~Os, 

Examining the Bank's distribution of educat10nal projects and 

of funds lS a SlQnlficant but limlted way ta determine the 

Bank's policies and priorities for educat10n in the 199Us. 

since lt is difflcult ta dlSaQQreQate how much ot the 

observed lending is the result of Bank pr10rit~es and how 

much is due ta the expressed wants of recipient countrie~. 

Verspoor (1990, p.la> sug~ests that education is still 

regarded as an "investment in human capital" rather than a 

IO we lfare item", This may explain rnay explain sorne of the 

shortcomlngs of the Bank r~garding a model oi educat10n basea 

on the provisl0n of basic educatl0n to the paor regardless or 

produc~ive capability. as autlined in chapter 2. 

The positive aspects of the Bank's lendlna record for DaSle 

educatlon in dlfficult tlmes include: 

II concentration on the poorest countrles and reQl0nS ot tne 

world. 

2> emphasls on bU1ldinQ mana~ement and olannlna capacltv. 

3> a fairly even balance between large and small projects. 

4) sorne reduction ln the total amount allocated to secondary 

and tertiary education. 

The neaative aspects include: 

11 a relatlv'lv small share for educatlon ln the total Duaaet 

,_,t the Bank, 
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'::1 uneven increases ~n the funds allotted. tQr e':tu':""'-':1.')ll, 

3) a small share of education t:unds a11Qtted to ~<:l.uçatlon III 

rural areas, 

4) an ongoing need to concentrate more tunds in countries 

where the needs (measured in terms of basic education 

indicators) is greatest. 

Many of the indicators of World Bank lendinq for educat~on 

change very slowly. The trends that can be ~dent1f~ed are 

small ones, in only a fe ..... cases are they maJor or drdmatlC. 

Nonetheless. tney form the backqround aqalnst Yhlctl the 

Bank' s commitment to "people-focused" develooment rnu..::t !"J'2 

played out. Accord~n9" lo SocKnat ',int':r'!1.,=I" f<2D1U.,3.('" _"'.".1' 

sorne increases in the Bank's funds for educatlon are plann8<:l. 

for Africa. the focus of much of the BanK's anti-povertv 

IHork. He expects expend1tures on educatlon to ~ncrease troll! 

$624 million ~n 1985-1989 to Sl.558 bil110n ~n 1990-1~~4. 

The notes below discuss sorne of the conclusion dra ..... n tram the 

figures at the end of the chapter. 

i. Figu.re 1 

World Bank expenditure on education qrew, albe~t unevenly. ln 

the 1980s. In 1987, WhlCh appears to be an anomalous vear. 

possibly because ot the trans~tlon trom t~lausen trJ '>:manl.e. 

expenditures on educatlon clwnmeted Dut dCpear ta D~ 
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on educatlon qlVes substance to Flscher's and limmerman'3 

call for an ~ncrease ln fundlng for education, and provldes a 

clear starting pOlnt for change in the Bank's educational 

lendlng. 

The low percenlage of funds allotted for educa~~on is 

representatlve of a a generally lukewarm Bank response ta the 

need ta increase funds for fightinq povertv. ~andford (1989, 

examined the Bank's lendinq patterns from 1968 ta 1~do in 

terms of percentaqe of funds allotted to key sectors w~lh an 

orientation ta poverty alleviation trural development. ~mall 

scale aqrlcullure. primary and nonformal educatlon. smali 

scale lndustry, urbanlsatlon, water supply and sewaqe) as a 

total of World Bank lending ta all sectors. He found that 

this share had grown slxfold since 1968, and in 1986 was 

29.2% of total Bank lending, the highest rate since the 

MacNamara years. (Sandford does not note that world poverty. 

as measured by virtually any index. is higher in the late 

1980s than it was in the MacNamara years. sa that if any 

lndex showinq the ratlo of world poverty ta Bank expenditur~ 

on poverty were constructed. the Bank's performance WOUla De 

seen to be steadily declininq) . 

ii. Figure 2 

The majority ot educatlon projects are channeled throuah the 

IDA - ln other words. are dlrected ta the poore3t countrLes. 
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the most lenient poss1ble terms . .Lhe per'::9n-:aQe ·jt edU';.lë. ~'::I 

projects channeled tnrough IDA lS areater ttlan ttH:' oerr:':lntd:r .... 

of total Bank projects channeled throuqh lDA. 1ndlcat UN tllat 

in the realm of education at least. the Bank has a qood baS1S 

for its claim that it is strenqtheninq human resources to 

fiqht poverty. Education received an averaqe of 8% of ail IDA 

funds from 1981-1987 (Sandford. 1989. p.iS8). 

It is possible that within these poor countries the bulk of 

funds received go to benefit elite groups. It is dlfflcult ta 

assess this as the Bank does not make its proJect evaluatl0ns 

public. Only since 1983 has the Bank reaU1red ilz 3t~tfer3 :0 

monitor the 1mpact on poverty of pro.,ects and proqramnl',.'~· ,·/ .... '.ll 

which they are associated clnd. as Sandtord POUlts out. n0 

uniform methodoloqy exists at the Bank for calculat1na the 

dlstributl0n of oroJect beneflts amona reC1Plent ln·.11Vl,1U.:l:'.~. 

Sandford's f1qUreS on World Bank educatl0n pro]ects ex~ecl~c 

to directly benefit the poor as a percentaqe of all educat10n 

proj ects (SO% in fiscal 1984. 51% in 1985. 63% in 1 ':186) 

indicate that the percentage i8 higher ln the educatl0n 

sector than 1n other human resou.rce sect ors. such as 

population. hea1th and nutrition. and water and sewage. 

iii. Figu.re 3 

The distribution of Bank projects bv value has rama1na~ 

re1ativ~ly constant throuah the 19aO~. The qrea~ ma.10rl~V ~_ 
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somewhat smaller than the avera~e project value for the Bank 

as a whole. Th~s ~s cons~stent w1th the part1cular needs of 

the education sector. which is markedly less cap~tal-

intensive than other sectors funded by the Bank. especially 

with the Bank's new emphasis on primary-level projects. 

However. there has been no trend in the late 1980 towarùs 

smaller projects. which may be lnconslstent w~th the BanK's 

stated desire to scale down its proJect lend1no and taroet 

its proJects more s?ecifically. 

i V • Fig u.re " 

None of the countr1es except ?ak~stan reCelV~nq proJeç~s 

valued at more than S100 ml1l1on are amono countrle~ 

i .. reporting greater than 60% illiteracy. accordinq to the most 

racent Unesco Statistical yearbook. AIl are larqe 

industr~al~s~nq countrles. and the nature ot the loans 

disbursed to them reflects the Banks' traditional empha31s on 

modernisatlon and higher leveis of educatlon. lThe exception 

is Pakistan's primary educatlon pollCy reform in 1987). While 

the Slze of these loans reilects ~n part the capital-

intensive nature of the projects concerned. lt also reflect~ 

the Bank's priorlties. as one such huqe loans could represent 

up ta a quarter of the total value of the Bank' s educational 

commitments for that year. 

v. F l.gure 5 
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req~ons of the world and chose w~th the leas1: extenSl'/':.' 

formaI school systems. Sub-Saharan Atr~ca has ('"..fenerai_'· J:.>e~n 

allotted the most projects. eclipsed by As~a for several 

years in mid-decade. However. if the total for sub-~ahardn 

Africa is added to the total for the somewhat more prosoerou~ 

reSTions of north Africa and the middle east. the total fQr 

that continental area is qreater than that for any other part 

of the world. The preference for Afr~ca lS even more strlklnQ 

when considered in light of the size of Afrlca's population 

relative tJ that of the rest of the third world. However. 

Bank fig-ures (World Bank. 1990. p.1~) ~nd~cate thd.t Air.H'd 

r ec ei ved onl y 16% 0 i t at a l educ a t 1 on tlJ!!çt~. .L n,ne::1. t HI'..f ':. ri olt 

projects there are on a much smaller scale than ln th~ re3t 

of the third world. Within the context or total Bank l~ndln~ 

te Africa. education proJects wl11 account fOL 7,3~ ot totd. 

funds channeled to Africa trom 19'-Ju-19':14 (l.nter'f1~',1 '.Jl':t\ 

James Socknat. February 1990) - a percentaqe WhlCh has be<:rl 

growing but which is still low relatlve to the imuortance ·)t 

education in development. 

1988 saw the highest nurnber of proJects approved ~n suo

Saharan Africa since 1982. This trend should be malntalned or 

increased. as bath the Bank's own reports and resedrcn fram 

other source' .. reveal an OnQOlnq need for ~nfuslons 01 

orovlSlon of edUCd.tl0n. 
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valued at more than S10 m~lllon have been in th1S reOlon. 

vi. F Jgure 6 

There have been sorne significant changes in the number of 

projects allotted ta certain aspects of education through the 

1980s. The number of projects allotted ta rural educdtion 

(edueational provision in rural areas. not the tralnlnq of 

agrieultural teehnlcians) has fluetuated from 30.8% in 1~8U 

ta 5.3% in 1985, but appears to be on an upswinq. It lS st1ll 

tao early ta tell whether this trend will be more stable. but 

an lncrease in the number of projeets foeused in rural areas 

is a necessary concomltant of any serlOUS attempt ~o aQare~s 

the basle edueational needs of the poorest. The same 18 true 

of proJects foeused on prlmary and basic educatlon. whlle >:he 

proportion of these proJects focused on these areas is 

greater now than it was at the time of the Bank's first drlve 

towards baslc needs satisfaetlon, lt lS lmportant that thlS 

trend continue ta climb. 

Bath secondary and tertiary education experienced a decrease 

in the number of projects funded. This 18 conslstent wlth the 

Bank's posltion that user costs and resource re-allocat~on 

are the best ways to support hiqher levels of education. 

rather thdn continued inJectlons of tunds. rhis Chanoe ~n 

Bank lendlng, if it proves to be a permanent chanqe. 12 

esoeclëillv nQteworthy because t.ne lnlOQSltlQn ':H '..l.ser. ':;:'.0:1:.:. 'Jr 

loallS rather than bursd.r~es pr·.)qrdrnmeS 1:or oost-prUndl"V 
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1 countrles. a o::Iroup r)n who~e ':tOOdWl.l.,l the B"uü-. l.~ \:1.ep~n':1.ellr:. ln 

order ta lmplement lts proJects. AccQrdlnq ta ,3ocKllcit. 

tintervlew. February l'.:1'.:1Û). lendlng tor prlmary educdtl')rl 

accounted for approxlmately 20.5% of funds expended on 

education in Africa from 1980-1984: lncreased to 3~.~% trom 

1985-1989. and is expected to continue ta lncrease to up tü 

40% in the 199Ûs. 

The most striklnq change in proJect focu~ has occurred ln tne 

number of projects devoted to or havin~ a substantlal 

component of management and plannlng - usually to make do 

wlth less money: to chanae ~nherlted sYstem~ of educatlond~ 

admlnistratlon: or ta adapt educatlonal systems ~o m0~~rn 

planning technlques. As the Bank devotes more anù more of ltz 

resources to adjustment measures and as educat10nal 

management lS agaln and aqain ldentlfled bv the Ba ru", a:.: \_:1<':· 

pr1mary concern of thlrd world educatlon. chanGes ~0 

management and plann1ng processes will becorne an Ubl.qUlt,)U.s 

feature of educatlon projects. As a poss1ble result or the 

same forces which make manaqement such a preSS1na cancern. 

the nurnber of proJects tocuSlna on research and curr lCU1UlIl 

development have declined. Thls may be be=ause the economlC 

climate of educatlon ln the third world 15 such that 

innovatlon and experlmentatlon have become secondary to Ui'"::! 

rehabllitation and malntenance of existinq systems. 
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'l'!'~~~h~ ~8l'H~ ~~'(?ENDITU_RE3 ~Lt{ ~Q.hI\~~_~~d.t! 
A'::; ~ uF TOT A~ EXPEND l TU!,::.1;; 

'fEAR EDUCATIONAL TOTAL EDUCA'î l(jN A:' 
EXPENDITURES EXPENDITURES % OF TOTAL 

1980 440.1 11 4&".7 J • :l.:' 

1 ~81 735.3 12 291.Ü :) . ;~c· 

1'3J:j2 526.4 13 Ü1S.9 -l: • )<i 

1983 547.9 14 477.U ~ • '7 c. 

1984 693.8 15 524.2 ~ .4:'7 

1985 927.8 14 386.3 b.45 

l~8b 82';j . .2 ":'6 318. ';' .' . ',' ': 

1~e7 43~.8 17 674.CJ _ . -t ':' 

1988 864.0 19 220.7 4.49 

NOTE: 
Ali f1gures except percentaqes are 8:-:pr8SS8<:1 Hl rnl.~~:,)n: CH j.~. 

dollars. 

Soure e: Wor id Bank Annua 1 Report s 1981-198,3 

World l::Iank lendinc:r tor educat10n lS e:-:pected to ':;Qtal .:.~ ::~1~~'~'1l 
ln tne period 1990-1994: 6~ of tolal pro18cted BanK _~n~~n~ 
dUr1nq thac time CVerspoor. l':J9U. p . .2'-tJ • 

. '" __ ..J 



r 

YEAR NUMBER OF "? \!E f rt~;ij~~-::':'I'.:? :_~:!6;~_'-_;;~: 
EDUCATION PROJECTS ItiRUUGH J DA 

1980 13 ::'0. '7 

1981 19 52.0 

1982 1':1 

1983 21 ')7 . _ 

:'384 20 <: 
.; J • J 

1985 19 

.... 900 -J.I 

1987 14 ':l''l: • l, 

1988 1';) 

NOTE: 
IDA ~s the Internat.~ona.L .üev~lopment HSS()C~3.·_l')tI 

Source: World Bank Annual Reports 1980-19::36 

Educatl.on lendl.ng' has com'Pr~sec1 7.1°0 at total llJA ... 8nljlWJ '_Iv~r 

the last decade. It comprl.sed j .1% of total Bani'.-· .. ·nd'2 _'":'nd.~W~ 

during that time {Verspoor. 199U. p.25). 
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DISTRIBUT!ÙN OF EDUCATIONAL ?R0JECTS ~y VALU~ 
(IN sus 11ILLION) 

VALUE NUMBER OF PROJECTS PER YEAR 

80 81 -32 ~3 3 84 :3S j6 ",' - , j .7; 

--------------------------------------------
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Source: World Bank Annual Feports 19§O-1~9§ 
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84 

dS 

8b 

87 

88 

South Korea: upqract~nq !aClll~les [Jr 

higher tecnnlcal ectLlcatlol1 

China: terti2ry educatlon ::tllo::l. r-=s'=,,1l',,11 ~Il 

selence and engineerlno 

IndoneSla: statr tr3.Ulll1'::l :',r -:l'~ .'1"'_ 
of PubllC Worlr.s 

South r\<)rea: oraù.uat.'::l ':.l'~l.tl::"lI'.l "trl"-:. 
research ln selenee 

\.:; h ~ na: t. e r t l cl. l '1 en.; ::. :'1 "=' .~ ~. ;, :, ,: ..1 : ••• _ _ ..1 , ., -

educatlotl: lndolle;.}la: :_,:,3' ..rr'i,::I • ..,',"=, • t.· 

tor unlverslty ~edcn~r~ 

China: management of !l1g-ner ec.u.ca: l'JII 

programmes: Malaysla: tr~lnlnq Jr ~~l~_~U 

technicl.ans and inctustrla ... wort'.er;;: "1')1 "~l: 

teaeher tralnlno, fOrel':lll le_ ... ·J'·U;:lLLl...; oUI'. 

research 

Pak~stan: pr~mary ectucatlon POL1:y r~rJrm 

Indonesia: eff~cl.encv lmprovement:.::: ln :11'..1'1'=1 
educatlon: lndones~a: müc.ernlSd':::"'Jn -,t 

accountants' educatlon: lUrY.ev: technl.':d~ 'j 1:" 

teacher tra~nlnq 
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Afrl.ca 

Algerl.a 
Benin 
Burklna Faso 
Cape Verde 
~8ntral Atrlcan 2ecuDllc 
E9ypt 
Ghana 
(jUl nea - Bl s sau 
~lberld 

Mall 
11a ur l ta. n la 
Moro.:::co 
f10zamb H:rU9 

Rwanda 
':>Uddn 

r <) CU.J 

Haltl 

Atc<nanl."tan 
i3anQlddesn 
Nepcll 
Pakl.stan 

Democratlc Yemen 
Iran 
Syrlan ArdD Recubllc 

Papua New l";Ul.nea 

tn~ 

1. (\' 

ll! S ,.lHl .... f. cl 2 to2_ "' • • !~ ni ~" _ '-: i.. _ ... _~ 
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REGION !~UMBER QE PRI)..J ];;1-':1'",- p.~J.i L __ ~~~~ 

80 81 82 83 84 85 db S7 '--'1:' 

Sub-Sa.haran Africa 6 :3 4 6 ~ 

North Arrica! 1 2 6 5 4 -' <± -' -
r'hddle East 

Latln Ar.\erlca l .2 -, ) 
,j \ ' '" .J - -' 

Carlbbean Ij l l J.. 

p,::: la :, ;, -, Ij 

Europe l 0 U U ) 

1 '.' -

I-'C ean la. u 1. 1. ' : -

Source: World Bank Annual Reports l ':JtiÛ-l'J80 
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~:~"E.:.~~lnl\,j~ :dL bDlXAJ lUi~AL ,ER ().."I.J:~)': ~_~ ~J:-'i-! ..i(~I:_=-~~~; 
FOCl BY 'fEAR 

Y E A R 
-------------------

80 81 82 83 84 85 86 i;ï fjé 

RURAL 30.8 26.3 10.5 28.6 15.0 5.3 5.~ ... Ii:.:- '..1 

PRIt1ARY 31.6 21.0 3tl.1 38.1 35. Ù 32 . tl '::'j.~ . ~ " 
.J.J.I :. "J • IJ 

IBASIC ED. 

SECONDAR'f 23.1 21.0 21.0 19.0 15.0 '::1.1 '::'j.~ 1 ~ IJ • 'j 

TERTIARY 38.5 21.0 0.0 14.3 20.0 21.1 17.6 0.0 ':':;.0 

VOCATIONAL 23.1 26.3 57.8 38.0 55.0 3b.8 41.1 2,j.5 ~ tJ • 3 

PLANNING 7.7 26.3 10.5 52.4 25.0 47.3 52.3 71.<:1: l- , , • "!: 

Il1ANAGEMENT 

RESEARCH 7.7 21.0 15.8 9.5 10.0 15 . .-3 5.-i ~ . . - . . -
ICURRICULUM 

TEACHER 23,1 26.3 47.4 28.6 15.0 26.3 17 . \) 14. ,) 11) . '5 
TRAINING 

T(;TAL 
** 

l)f -------------------------------------------------.----
PROJECTS 13 19 19 

., 
.:. ... 2l.J 19 .... .!.-:: 

NOTES: 
A "rural" focus does not include trainln?, a.9r~cultur3.1 
technicians 

.. 

TQtal percentaqes for eaCl1 year are ·:rr8ater tnan lu(fo De.:::J.US-= 

most proJects have multiple fOG~. 

Source: \IIor Id Bank Ànnua l Report s 1980-198~: c las sir i,:,a tl onz 
based on br~ef descriptions g1ven in the annual summary 0= 
projects. 



After examining the evidence on the plight of basic educatl on 

in the third world, l am able to affer several conclus~ons 

based on the research q~estions ldentifled in my 

introduction. These conclusions reaffirm the centrallty of 

education in a model of development based on human needs a.nd 

human rights: and offer cautlous aptimlsm a.bout the 

possibility that Bank "!fforts could help to realise such an 

ideal. 

Basic education has been shown ta be valudble ln many 

different ways. both as an end in ltself and as a means 1.0 

other deve l opment goal s. The r elat ~ onshi p oet1oJ,=en il >::LiC" 

and numeracy and such deslred goals as lower pOPUl.iit~ùn 

growth and agricultural productivity has been proven: and 

possible relationships between basic education and oLher 

desirable practices such as environmentally sound farmlna and. 

gender parity provide scope for further research. The baslc 

needs model of development. which identifies the quallty ct 

1 i f e of the poor as the main obj ect of na t i onal devel op men t . 

is the model which maxlmises the relatlanshllJS between 

education and other aspects of the QUalltv oi ~ii~. 
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development. it becomes clear how seriousness of the decllne 

in educatlona.l indicators and in resources for ed_ucat~on 

becomes clear. The roots of this problem. such as qrowinq 

population and shrinking budgets, are eKacerbated by 

adjustment programmes designed ta help countries reduce the~r 

deficits and pay back their international loans. but wh1,:;n 

can have a negat ive impac t on expenài tures t or ea.uca t ~ on d.na. 

on the abilities of the poor to absorb educat10nal 

investments. l bel ieve it is pointless ta 3.ttr~buto: nlame l,:or 

the poor performance of adjusting countries eitner solelv to 

the adJ ustment proc ess or sol e ly t a the pr e-eXl s t incr ec ("onom~ c 

crisis, but it is clear that adJustment oollcles based. <Jll 

qovernment restraint do not favour the bas ~c educatlona.l. 

needs of the poor. It is therefore somewhat heartening- ta see 

that the World Bank is. albeit belatedly, considering the 

human impact of its adjustment measur8S and prioritlsing 

human development. 

How far will the Bank go in promoting basic education in the 

1990s? Many fact ors make the 1990s ao ideal t ime for t.:.tH! 

Bank ta prioritise bas~c eàucation. while other factors .Lim~,,: 

the Bank's ability ta respond ta the challenge of basic 

educa tian ln a meaninqful way. 

The fate of baslc education at the Ban t'. ma'! depend ,)n nlan" 

,.~ 

11:5 mordl Siqnll:J.cance is Hldisputable. cinCl a '.tr-=ùr; deaJ. 'jt 
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rhetoric has been BX'pencled on the value oi -:-G 1 lCa'.l..:·n, 

examination ai the Bank's loans tor eaucatlon dS ~ 

percentaqe of its total loans reveals that t~l1S rnord._ va.!..l_l~ 

does not always translate into commltrnent. 

It will be di fficul t for the Bank to make a ma'; or impact on 

basic education in the 1990s. First, there is the lmm~nse 

size of the problems facing basic education. It would be 

naive to think that a budget for education of $864 m11110n. 

of which 37% appears ta be targeted for basic educatlon could 

significantly alter the situation described l.n chapter t:11re1L 

It l.S also naive to think that the expendltures or th!::! BanK. 

or indeed of all multilateral ald or':ranlsatlons ar,,= cl 

significant balance to the $50 bllllon d.nnual. net outll.'...JW 

from third world countrl.es to their creditors. The banK 

itself acknowledqes that the maqnltude uf th~se ororHerr>" 

precludes rnakina proqress in the dlreçtlon oi S0C1.3.1 :in.1 

economl.C goals. Woods (1987, p.93-94:) and the banK's :;'-}fJ'::' 

report on education in sub-Saharan Africa acknowledoe that 

adjustment, rehabilitation and maintenance. rdtner ,:han 

expansion, will continue to colour the Bank' S operaU'Jns l.n 

the foreseeable future. Woods refers ta poverty-orlented 

programmes in general. whi le the Bank report descrl.bes 

education in particular. The Bank's main contribut.ion tu 

bas ic educati on may ui t ima tely be i t s lnf l uenC8. measur 9Ô 111 

terms of intellectual influences ltnrQUqn DUDJ.l·.;a":l'Jns. 
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~"en if one accepts that the BanK' s efforts w~ll be srna.l.l

scale compared ta the magnitude of the problem. factors 

w~thin the Bank may prevent ~t trom contribut~ng to the 

advancement of basic education ctS effect~vely as it might. 

It has been noted in chapter five that certain aspects of tne 

Bank's lend~ng pro<:framme ~n education are not completely 

appropr~ate to a model of education based on bas~c edUCdt1on. 

In addition. there are a number of factors in the Bank as a 

whole. not limited ta the education department. which mus~ ~e 

considered. 

1. V8rspoor '1990. U.3':'l s~ates that the Bank 8':!.uca,::!.')n 

d~visJ.on lS weak ln terms ai ~ts own human resouro::es. iVlan" 

staff members are not informed of the most recent research 

and "have not been able ta adapt to the demands of a chanqJ.nq 

operating environment". 

2. The Bank is constrained by its prioritisation of th~rd 

world debt and adjustment. As has been demonstrated in 

chapter four. debt reduction and the satisfact~on of basle 

needs are not necessar~ly complementary qoals. Allev~atJ.nq 

debts and balance of payments problems is not necessar~lv a 

shortcut to poverty reduction. because even li all debt was 

cleared tomorrow, third world countries would st111 be :aced 

wlth problems stemminq f!om env~ronmental cr.l.se~. O·JùU.!.d.':.l,jt1 
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basic needs, the Bank's support for the ChC'l<:'E' ,_,t D~l::;l'::" n~8(t2 

is not assured. 

3. The Bank must compete in the fleld of third worla dld Wl:n 

the aid priorities and orqanisations of the industr1dlised 

countrles, particularly the United States and Jaoan. ~ world 

Bank study (Gulhati and Nallalr. 19881 descrlbed tha dld 

patterns of these donors as "less developmental" than aver-iCl'e 

in a groups of eight Western nations, i.e .. these donors 

based their aid-giving more on thelr share ln the lmports ot 

the recipient and their political interest in the rec1p1ent. 

in terms of "colonial association. Dase ri'::rhts. arms Sdl.8S. 

etc." (p.1173) and less on poverty-orienled criter1d .-;ucn d_ 

population, per capita lncome and deficit talthouqh lt mav De 

sa id that these criteria do not describe povertv as well as 

criteria based on basiC needs satlsfact)rJfl WOU.l.r:l.i. ',:Jl'r':'fl ':.1>0 

influence WhlCh the United States has exerclsed on ln8 W0r~~ 

Bank. it is reasonable to assume that their "non-

developmenta1" priorities wou1d influence declsions at the 

Bank. 

4. It may a1so be difficu1t for the Bank to bring lts 

emphasis on private enterprise and the private sector lnto 

1ine with the needs of basic education. Because basic 

education lS free. it does not qenerate a profit and ~hu~ 

education 13 bv lts nature mure appr,jpriate ~'::Jr ci q'-'·!'""!l.nrrt~n·_ 
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( to undertake Slnce 1t tendS to oe plannea ana 1mo:emenled on 

a large seale 1nvolv1nQ nat10ns or reqions. ana 18 irequent!v 

conceived of as a means of nation-bul1ding or as a 

consol1dation of the political ties between the state and 1ts 

citizens. 

Sorne observers te.g. Svendsen. 1987) have expressed cancern 

that the Bank's increasing emphasis on private enterprise 

could be detrimental ta poverty oriented proararnmes. tne 

maJority of which are not of interest to prlvate en~erprlse, 

In the educat10n sector. this danqer does not apoear to 08 

particularly acute. because of the Banlr..'s n<:<_' P'J_1o:;" '_': 

recommendlng that where maJor economlC pressures 8X1Z~, 

primary and basic education programmes should be puoliclv 

suppor t ed t 0 a qrea t er degree th'!n higher educa. t i on. in WlllC h 

user tees would become a ma10r source of fundina. however. ln 

a Bank which is general'y nct oriented ta strenqthen1na the 

public sector, the education and training department may be 

somewhat anomalous. This may put them in a position of 

relative weakness at the Bank, 

Despite the constraints inherent in the World Bank'~ 

sltuation, there are indicators that sorne condltions ar~ 

favourable for basic education to receive the lnJectlons or 

d1d whleh it needs. 

( 
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and soc1al development, Methodoloqies have be~n aeve~up~~ 

which link education to indicators ranqina irom Qrawtn ln 

individual income to increased agricultural productlvily ta 

modernisation of outlook. The amount of research on the 

significance of literacy and education 1::: much qreater. and 

the methods of analysls and much more Soph1st1 1;ateCl. '_lldtl 

those employed in the early and mld-1970s. when tne Bank'::; 

initial drive aqainst povertv was launched. 

particularly noticeable within the Bank. Wh1Ch has qone frorn 

bein~ very dependent on the United Nations for ltS research 

to being able to ~roduce a great deal of research ltself, 

This lS shown by the greater number of references to t':H;edrcn 

in the 1980 policy paper compared wlth the two earlier 

d1Scussion pd.pers \Psacharopoulos 1981i: and 1::> e'len Jrl'-'t'~ 

apparent in the World Bank's recent bibllograpnv o[ l' . 

publications on human resources development. Tne 'Wor l':1 nany. 

produced 47 publications on educat10n. the maior1ty ut them 

research-based. Wh1Ch ranqed ln format iram Journal ar~L~_~~ 

to discusslon papers in 1987. This number has cee" 

increasinq throughout the decade. and compares favouraDlv 

with 17 in 1982, 15 in 1983 and 8 in 1984. Th1::> accumuldt~d 

body of research can provide the 1ntellectual fuel for dn 

increase in support for basic educat~on. 
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a.IsrJ concl.'~C1.ve ta the expanSl.·.)n of support r'Jr Da.~ .. C 

educat~on. Because baS1C educatl.on has a 10W unl.t cast ana 

because lts tar~et group is the poor. who are the lar~est 

sector of the population, it tends to take the form oi 

national or re~ional systems and policies, rather than bein~ 

concentrated in specific institutions and narrowly defined 

programmes. In addition. because basic education is not 

assured of the support of the wealthier or more poll.tl.callv 

influenlial groups, it is in need of stronq l.nstitutions and 

structures to sustain it. 

Thu; o:mohasls on strenqthenlnq pol1.'.:''' and. 1.nct,:,:u '::,':on:: 

espec1ally d.pprOprlcite in countr1.es where. due t:.:; -"-cier •. :.: 

resources or socl.al and political instanil1.t'1. tne ,=~:pan81.011 

of education is not feasible. Examples of natlons ln wnlcn 

the Bank is currently encouraq1.nq 1.nstltut1.0n-DU1.~Ulnq az a 

means of rehab1.1itation include Uganda eWorld Bcin4 n_g' .... :<:. 

November 17, 1988) and Chad t Wor ld Bank [lews. l1ay 4. 1986) 

Decreasing conflict in many parts of southern Africa may make 

it possible for more reh~bilitation of educatlon systems to 

be undertaken in the 1990s. 

In the 1980s. certain development priorities have emerqed 

which are complemented by the expansion of DaSle educatlon 

and whlCh coula contrlbute ta renewea suppor: t0! ~a~lC 

f' 
1 eJuCd.tlon. 
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The 1980s brou':fht the belated. reco'::lllltion that nd::l'-:JrH~ 

development was 1nextr1cably linKed ta tne aav~n~em~nt 0: 

women: not ooly because women represented more than hdlf Lhe 

population, but also because wornen. by v1rtue of the~r r '_).le 

in the reproduction and maintenance of the family, were able 

to effect chang-es which resona.te throuah many aspec'l:S ü:' 

development. As noted in chapter 2, the eaucat ion ,jr I,./':"Plo.:'tl 1_ 

linked to the containment of populat1on orowtn. relluctl')tl ln 

child 11lnesses and mortality. and 1ncreased ram11v ioud 

production in those areas where women ar e the maln sur.oprJrr: '.'r 

the rural family. Despite this, the gap be1:ween w()men S dr1'.1 

men' s educat10nal levels rema1ns wide (IHSTF'A'I'i. 1':10'; " .'1an': 

major development agencies, inciudinsr the 'l'I'orld !:'dnr" .. tld.V,:, 

begun making sorne institutional changes as a result oi tn~lr 

di sc overy of the importanc e of women. These chanqes incluu~ 

women' s programmes and dir ec t ora t es. and rer:rUl remen t: S L'.' r 

project proposaIs to incorporates women into pro.!'::!·.::t. '.l':'!';l':m_ 

or to include statements on impact on women. With sucn 

institutional changes in place, the qround lS la1d for 

advocates for women to press the demana ff.Jr e:-:pa(((1~O:l bd::: l': 

education. as the W..,rld Bank Women' s Dlrectorate dooears v' 

be doing. 

A second concern WhlCh has emerqed more recentl', 13 r.;unr.::ern 

f or the environment and for deve l ooinq rneanz ': f.J or ~venr. 

d.esert:ification. reS'Jur':e depl~t iun 3.na t:"J.!._'.lt l'~ll, 1 _;;. ;[I,....1.! 

have ~nterestlnq althouqh as 'let: unorCJv,=n >:r:80::':':: '..1'1 



educat.lon. The 'l'Iorld bclnk. ll.ke other orqanl.saCl.ons. ria,;; ct 

pol.lc:; on the enVlronment wtll.ch nas nonet.heless not C·r8"2n·:-~·.l 

it from sponsoring maior industrlal proJects with neaatlve 

enVl r onmen tal 1.mpact s. The ec oloqical imperat 1. 'le does not 

appear to have had the same impact on projects as the drive 

to incorporate women into projects. but this may change as 

the global effects of pollution become more and more stronalv 

felt in the donor countries. 

l am not aware of research linking envlronmentally sound 

practice practices ta basic education. but it 1S loql.cal tnat. 

HUGh a Ilnk does eX1st. Just dS iarm1nq nraCLl.CeS reiat~~ tn 

aqrlCl.ütural actl.vl.tv have been aifected Dy l.n..:'lO:d.S8'::' 

literacy, so lt is possible that farmi~g nractices affectl.na 

sail. water or trees would be affected as well. 

Basic educat10n has certain character1stics wn1ch cou~a mclKe 

it palatable to an essentially conservative inst1tutions ~ucn 

as the World Bank. In addition to the benefits to development 

outlines in chapter two. the basic needs model or educat1.on 

has the add1tional merit of being superfic1ally politically 

neutral. unl1.ke othet approaches in which literacy and basic 

learning are seen as means of conscient1sation or of 

cldvancinq SOC1cli chanqe. It thus manaqes to address the needs 

of the poor without belnq "tainted" w1.th rad1Cd.2..1sm or 

at unlversal DaS.le educatl'Jt1. on :nt2 otner nd.rl'..!. :"l.lC:l d~ '_n"", 



sectors to sectors w1th more impact on nurnan (l~ve_,)prnt'>nT .. 

raise more overtly pol1tical quest1ons. 

Because the direct benefit of basic educat10n to the 

industrialised countries is less than its moral value and 

political utillty. aqenCleS such as tne l'!'orl,..1 i:;.rH1i.r • '.Jl~. 

probably always underfund basic educatlon relatlve Lü lt~ 

value to national development. as is shuwn DV tne ::-~l3.tl"·:'!.'l 

small share allotted to education ln the BanK' S OUCl'-l8t, T:I'::' 

notion of education as a human right or neeG. 1l11J.S'. t.!'? 

supported by the notlon of educatlon as a md.10r ': 'Jn'.!:" l':.! .,' "1. 

to natlonal developrnent. DeCduse nUffidn rl<.ltlt.::: dt'::' '10"_ e1_'/d',", 

a highly valued currency. Research docurnentlno the utlllty of 

basic education ln national development lS necessary as a 

complEo.Clent to the qenerallv accepted ldea t.hat eduCclt.10tl 13 ct 

human rlght. 

As a glance at the volumes of literature on thlrd Wotld 

education will confirm, a vast amount has been wrlt.ten on 

educatlon, baslc education, development anu alO, 

Nevertheless, l believe there are certaln d.reas ot r esedr,::n 

which need to be pursueù. both to reaiiHTn f_he cenLlall:'! 'Jt 

basic educatlon in development and t.o d.er lne the t 0.1.'::' 'J: :n'= 

Bank and recornrnend nelN dlrections ror ,:he 3d.n}', .,; .:..'!'ru.·r,=,rr"~!l' 

wlth baslc educatlon, 
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to qlve more prlority to the needs of the poor, ~ucn aredS 

lnclude: studles of the way that the Bank's vaunted re

emphasis on the needs of the poorest chanqes the Bank's work 

at the proJect level. as well as the level of researcn dnd 

POllCY: seekln~ out more examples of countries wnlcn have 

undergone the adjustment process with minlmal damaae ta the 

satisfaction of the basic needs of the poor. ana determlnlncr 

whether they could be used as models for successful 

adjustment (the attention being- g-iven to Ghana'~ ?Al"lS\.:'AD aoS 

cin example of sl.lch researchl: and the lmr."llc;atl,)n;:; (Ji t.nl:::' 

early slqns that the sub-Sanaran econonllC re.;uv~r ' ;:'_'1-

educational proJec;ts, 

In order to more clearlv d.etlne tne roie r)r Da'::l': e'::iur:~t:.'-,n 

ln development, certain other researcn prloritle~ snQu~a De 

followed, These include 

1) studies deS1Qned to increase the efficlencv of eUuc;atlon. 

Most World Bank officials agree that research Inte tne 

quallty of education lS needed now. specltlcally into 

determinin~ the school inputs which have the qreatest impact 

on quallty (such as textbooksl as opposed to those that tlcive 

a lesser lmpact (sueh as lower student-teacher rd.tlos l , Sorne 

tesearch (e,cr, Fuller 1986) suqqests thal: the hUllldn d..s~~'ec'_s 

':'1-':Tci111Sdtl0I1 t1dV8 Deen '.lI1i:],I:::'rreS8dl':t1e':1 r'=_d.':l"e :,_, 
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educaf..10nal "hardware" such a.s new ed.ucat1,)nal t:8GtH1IJ.L·~,-:L·=::. 

In addition, research is needed to find ways of d3S-=~SUI(~ t.n-= 

output of schools in qualitative terms, of determlnlna 

exactly what information students have r8ceived dnd what 

cognitive skills have increased. Lockheed (intervlew, 

February 1990) sugqests that methods of analY~is of 

educational projects must Sh1ft away from andlys1s uf LllPut. 

such as number of student places created: to analysls or 

output, such as scores on standardised dchlevement tas~8. T0 

make this shift, research into evaluatlon lS needeu. 

2) r e s e arc h l n t 0 the rel a t l 0 n s n 1 poe t w~.: enD a S 11: o::! G. U.'.: a t l. .) fi :l. n '..1 

other deslrable soclal qoals ldeslraOl11tv O~lna aet~rmln~a 

by the satlsfaction of human needs). 11uch research nas beer: 

done into the relationship between educatlon and fert111tv: 

and between aeducatlon and aqrl.cultural product1vit,!. ln 

order to convince institutions such as the BanK to spend mure 

on basic education, research into other links 1S mer1ted. 

Such links could inclt...de the relationship bet:.ween educatIon 

and environmentallly sound pract1ces: the transqeneratlond~ 

effects of educat10n (i.e. the extent ta wnlch chl1dren ut 

mothers with basic education inherlt Posltlve soclal 

behaviours): and the impact of edù.catlon on the lnrormdl 

sector ot the economy. 
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chan~es ln the world. chanqes which are outs1de the scoue ur 

the World Bank to affect. ln the absence oi sucn chanaes. ~ne 

Bank must use every means possible to justiiy its support tor 

basic education, in the hopes that maintenance and 

rehabilitation may some day give way to progress and 

expansion and that bas1c educat10n may Oe allowea to flour1sh 

and to make d concrete contribut1on to the lives of the 

people of the world. 
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