/A

[AELL

International Institute -1 A
for Capacity Building in Africa

Vol.5 No.1

March, 2003

EDUCATION AND ECONOMIC DEVELOPMENT

hat is the relationship between
education and economic develop-
ment!? Is there any causality between
them? Does the expansion of education lead to
economic development? To take a look at such
issues is the main theme of this issue.

Although it must be recognized, first and fore-
most, that education is a basic human right and
an end itself, education can also be an instrument
for economic development which improves pro-
ductivity by developing important values and atti-
tudes, and by providing people with knowledge,
skills, and relevant experience.

Industrialization has been driven by technological
advancement. Technological advancement was
brought about by “science-based” technology
rather than “empirically-based” technology after
“the Industrial Revolution” in the eighteenth cen-
tury, which resulted in enhancing the significance
of education for economic development.

Lack of highly skilled human resources is known
to inhibit industrial development. For instance,
many African countries made concerted attempts
to nurture such personnel immediately after their
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independence. It is also true nowadays that the
advancement of Information, Communication and
Technologies (ICTs) and globalization enhance
the demand for educated human resources who are
flexible and able to learn new skills to adapt to a
rapidly changing world. As advocated in the New
Partnership for Africa’s Development (NEPAD),
human resource development and ICTs are some
of the highest priorities for African countries to
achieve economic development.

However, investing in education may not directly
lead to economic development. There are a num-
ber of examples of countries which were highly
successful in developing their education systems,
such as Sri Lanka, and in Africa, Ghana, Zambia
and Zimbabwe. All these have been stars in educa-
tion, but have not been able to make commensurate
advances in economic industrialization. Instead,

what should be
noted is that mere edu-
cational expansion will
not automatically lead to
economic development.
For instance, even if a
country trains highly edu-
cated people, unless there
is infrastructure, systems,
institutions, regulations
and incentives  which
provide them with an
environment conducive
to utilizing their ability,
they would usually go
abroad, becoming part



the brain-drain, or may become part of
the highly educated underemployed or
unemployed if they choose to remain
at home. Therefore it is important to set
up the environment for the educated and
highly skilled to work and utilize their
abilities.

A recent economic research has revealed
that the rapid progress in technology in
the last few centuries is augmented by
incentives. Although technical progress
such as inventions and innovations took
place even long before, they were spo-
radic and were not sustained, because
continuous incentives for the inventors
and innovators did not exist. In most
cases those inventions and innovations
were brought about by the curiosity of
scientists and/or rewards offered by the
statesmen. However, since the inven-
tion of the intellectual property right as
well as technology-based industrializa-
tion, those individuals or enterprises

who invent a new technology would
be rewarded by pecuniary advantages,
which give them continuous incentives.
Therefore it is critically important for
states to set up incentive systems which
induce the educated people to utilize the
skills and knowledge, by launching a
national project for a specific area, offer-
ing them a working environment condu-
cive to starting a new business, etc.
Another important finding of recent eco-
nomic research has been the importance
of institutions for economic develop-
ment. These institutions include the
banking system, the legal system par-
ticularly regarding property ownership,
research and marketing systems, and an
efficient and streamlined bureaucracy.
Government’s role in strengthening these
institutions can be critical.

In conclusion, investing in education
must be accompanied with incentives
such as regulations and economic poli-

cies that encourage their participation
in economic activities. Therefore, edu-
cation plan must be carefully designed
so that it will be well coordinated with
other sector’s policy, in particular, with
economic policy. Education policy mak-
ers and planners need to have a multi-
sectoral viewpoint which allows them
to position the education planning in the
national development plan.

This issue deals with two articles. One
article provides an overview of the
historical change in perspectives of the
role of education in economic develop-
ment: this provides a brief summary of
this topic. The other article presents a
case study that analyzes the situation of
economy and education in Madagascar
and designed educational plan, which, I
believe, will provide an insight on how
education plans could be designed in
coordination with the economic sector. J

L Although they are sometimes used interchangeably, the meanings of the terms “economic development” and “economic growth” are different. Economic
development includes more complicated and more diverse aspects. Simply defining, while “economic grouth” can be represented by the increase in GDP per capita,
“economic development” means “economic growth” and qualitative changes. For example, economic development comes with the transformation of production
system, change in the structure of industry (decrease in the agricultural production in the total production, etc.).
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Introduction

Economists of education argue that
investment in education is rewarding
since it contributes to individual produc-
tivity and national production. The faith
in this nexus was an important factor in
encouraging nations to investment in
education. Public investment in educa-
tion continued due to the faith, not only
in its role in production, but also due
to its role in distribution. It is believed,
and rightly so, that education is a potent
instrument in promoting equity. The
recent approaches to education indicate
that education is an essential compo-
nent of human development and hence
the investments in education need not
directly to be based on the rate of returns

tables. This note briefly introduces the
changing perceptions on the role of edu-
cation in development.

The residual factor in economic
growth

Development theories of the 1950s con-
sidered that capital was the missing link
in development and they emphasized the
role of capital in promoting economic
growth. The economic growth models of
this period did not recognize the contri-
bution of education to economic growth.
By the early 1960s it was clear from the
empirical studies that growth in national
income cannot be fully explained in terms
of growth in capital and labour inputs. The
unexplained part was later interpreted as
‘residual factor’ in economic growth.
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The research efforts of some of the
economists such as Denison (1962) and
Griliches (1963) attempted to explain
the computed residual by focusing on
adjustments to the measurement of
various input and output components.
Denison writes that the residual factor
was due to the ‘advances in knowledge’,
caused mainly through improvements
in labour quality inputs. Many studies
have attempted to compute labour qual-
ity under the assumption that: i) earning
differentials reflect marginal contribution
resulting from enhanced productivity; ii)
the productivity differentials are due to
differences in the levels of schooling
of the labour force. All these studies
provided empirical evidence supporting
the productivity-adding role of schooling
and its contribution to economic growth
and national income.

Human capital

Studies on variations on personal income
distribution showed that the source of
variation is more due to earnings from
professions than from land and wealth.
Qualifications are a determining factor in
deciding one’s own choice and entry into
professions. Furthermore, empirical evi-
dence on earning differentials has high-
lighted education as an important factor
influencing differences in earnings.

Jacob Mincer (1958) developed a frame-
work for measuring private returns to
schooling and in the subsequent research
studies this framework was relied on
to estimate returns to different levels
of education. The studies on rate of
returns to education (Psacharopoulos,
1994) indicate that earnings vary accord-
ing to levels of education received by
individuals. Decomposition of sources of
inequality in income indicates that dif-
ferences in education account for from
10 to more than 20 per cent of observed
inequality (Fishlow, 1996).

T.W. Schultz (1961 and 1962) connected
the evidence related to the role of educa-
tion in explaining personal income dis-
tribution with the puzzle of the residual
factor. He developed the theory of human
capital and argued that expenditure on

education is an investment. Furthermore,
returns to investment in education are at
times higher than that to physical capital.
He postulated on the possible contri-
bution of human capital to economic
growth and estimated that human capital
accounted for nearly 20 percent of the
growth in output of the United States.
Further research indicated the growth in
national output to human capital accu-
mulation, R & D and their spillovers.

The human capital approach focused
on the productivity-augmenting role
of education and on the estimation of
costs and benefits of education and their
sharing between individuals and nations.
Emergence of education as a statistically
significant variable in empirical studies
on growth and distribution of income
gives education a crucial policy role.

Capital, technology and skill
complementarities

In the 1970s, the growth of the residual
declined significantly but the premium
of education in the market remained,
which is attributable to the technical
changes in the information technology
which are difficult to measure (Griliches,
2000). Recent evidence also indicates
widening educational wage differentials.
Despite the large number of highly edu-
cated people entering the labour market,
the wages did not come down. This
seemingly contradictory trend is attrib-
uted to two explanations — capital-skill
complementarity and technology-skil
interaction.
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of development. There is a positive
association between education and life
expectancy. Educated people have easy
access to medical facilities and they tend
to live longer. The level of education is
negatively associated with fertility rates
(Cochrane, 1988). The literacy-fertil-
ity hypothesis postulates that education
influences fertility rates. World Fertility
surveys show that women with at least
compulsory levels of education have
fewer children than their less educated
counterparts. Similarly, infant mortal-
ity also tends to be low in countries
where the educational level, especially
of women, is higher. More importantly,
educated parents seem to have healthier
children. These are benefits from educa-
tion, irrespective of its direct contribu-
tion to improving productivity.

Education and inequalities

The development experience in the
sixties showed that economic growth
has taken place but inequalities persist.
The trickle-down effects of even high
rates of growth have been slow in many
countries. Subsequently, development
concerns in the seventies shifted from
growth to growth with redistribution
(Chenery et. al. 1974). Consequently,
emphasis on both growth and inequal-
ity was replaced by concerns of poverty
reduction in the 1980s.

In general,
lower at higher income per capita. Since

income inequalities are

“ncome per capita is higher in developed
“=s, it implies that income inequali-
ss in developed countries. A rela-
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cation among the population. Educational
inequalities, measured in terms of enrol-
ment ratios, indicate substantial gap
between developed and developing coun-
tries at all levels of education, especially
in sub-Saharan Africa. It is stated that for
countries in Africa and Latin America, the
1980s “was not only a ‘lost decade’ but
also a ‘lost generation’ deprived of skills
and capacity to acquire them” (Fishlow,
1996).

Close scrutiny of these two pieces of
empirical evidence on income and educa-
tional inequalities may indicate that there
is some association between these two
forms of inequalities (Varghese, 2001).
The emerging picture seems to be that
both income and education inequalities
are smaller at higher levels of income and
educational development. In other words,
equity in provision of education may be
an assurance for reducing inequalities in
the future.

Education and human develop-
ment

One thing common in all of the above
perspectives is that they all treat educa-
tion as an important factor in production
and distribution. Human Development
approach, on the other hand, focuses
on people and places them at the centre
of development activities. It shifts the
objective of development from growth in
income as an end in itself to people and
their freedom of choice to make their lives
valuable. The objective of development is
to promote freedom and expand choices

of people (Sen, 1999). It recognizes that
human capabilities has an intrinsic and an
instrumental value - education is intrinsi-
cally valuable as an end in itself and basic
skills provided through education - literacy
and numeracy - are valuable themselves to
change the life chances of individuals and
societies (UNESCO, 2002). The Human
Development Reports of the UNDP are
based on this approach to development.

Concluding observations

It becomes evident from the above dis-
cussions that education has an important
positive role in development — it contrib-
utes to economic growth, social develop-
ment, equity in income distribution and to
human development. However, although
this role is more obvious in theory than in
empirical evidence, the empirical evidence
is certainly not conclusive — especially in
developing countries. In fact, some studies
(Lopez, et. al 1998) have shown a nega-
tive or an insignificant effect of education
on economic growth and productivity
increase.

In other words, the positive relationship
between education and economic growth
is not automatic. The contribution of
education to development also depends
on who gets education and what type of
education is being imparted. The greater
disparities are in the distribution of edu-
cation, the more uneven are their effects
on growth and development. Similarly, it
seems that quality of education is reward-
ing and it matters in many instances to
realize the effects of education.

The benefits of education can be maxi-
mised when the development context is
conducive. Not only a mere availability of
educated labour force but also its appro-
priate deployment and effective utilization
are important to realize benefits of educa-
tion. For example, it is becoming evident
that rate of return is falling where demand
for labour is stagnant. In most of the
developing countries, a very high share of
the highly educated is employed in public
services. Some of these sectors operate at
a lower level of efficiency. At times there
are no reliable measures of real output
from theses sectors in the national income
and product accounts of various countries.
What fails in these contexts is not educa-
tion but an overall context to realize the
benefits of education.
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Education and Training in Madagascar:
Towards a Policy Agenda for Economic Growth and Poverty Reduction

World Bank

This summary was made in March 2001, based on a 210-page report with the same
title. A product of close collaboration between the World Bank, the Government of
Madagascar and other partners, the report has benefited from inputs from many
colleagues and friends who have generously shared with the authors their time
and intimate knowledge of education in Madagascar.

Introduction

The prospects for educational devel-
opment are excellent in Madagascar
today in light of the increasingly favor-
able policy environment for the sector.
During the first half of the 1990s, public
spending on education relative to the
GDP declined by more than 40 percent,
coinciding with a five-fold rise in the
country’s external debt interest payment.
As the debt service burden began to ease
after 1995, public spending on education
began to recover, reaching in 2000 the
same level of spending as at the start of
the 1990s, around 3.0 percent of GDP.
In the context of the government’s strat-
egy for poverty reduction, the sector’s
claim on public spending is expected to
grow bigger still, rising to a projected
4.1 percent of GDP in 2003. At the
same time, following the debt reduction
agreement recently concluded with the
International Monetary Fund and the
World Bank under the Highly Indebted
Poor Countries (HIPC) Initiative, an
estimated savings of $50 million in inter-
est payment are expected to materialize
annually for at least the next ten years.
About 25 percent of the savings is being
earmarked for spending on education,
further boosting public spending on
education to a projected 4.3 percent of
GDP in 2003, a level of spending that is
comparable to the average among low-
income countries benefiting from debt
reduction under the HIPC Initiative.

Given the large investment of resources
involved, the education sector is rightly
expected to make a significant contribu-
tion to the government’s poverty reduc-

tion agenda. For policy makers and
managers in the sector a key challenge
is to identify sound directions for sector
development in the medium- and long-
term, and to align spending priorities
and intra-sectoral policies accordingly.
What then are the strategic options in
this regard? Beyond fixing broad sec-
toral directions, policy makers also face
the more immediate task of organizing
and structuring the system to improve
service delivery. What obstacles stand in
the way of better performance, particu-
larly in terms of educational access and
outcomes among the poorest segments
of the population? How can the govern-
ment mount an effective policy response
to overcome these constraints?

This note is intended as a contribution
to the national dialogue on these ques-
tions. It summarizes the main find-
ings of an education sector study that
was recently completed by the World
Bank in collaboration with the govern-
ment of Madagascar and other partners.
The results pertain only to the formal
education system and are more appro-
priately viewed as a diagnosis of the
main problems that hamper the system’s
performance, than as an evaluation of its
achievements. Further, to the extent that
the analysis relies on data that are only
as recent as the late 1990s, the findings
obviously do not take full account of the
impact of the latest reforms implemented
as part of PNAE2, the government’s edu-
cation sector development plan launched
in 1997. Nonetheless, the picture that
emerges is that substantial scope remains
for improvement throughout the system.
Policy makers are in the enviable posi-

tion of being faced with choices that
can truly propel the education system’s
expansion along an efficient and equi-
table path, thereby contributing to the
country’s medium-term objective of
achieving rapid economic growth and
sustained reduction in poverty.

A medium-term strategy for
educational development

An overall medium-term strategy for the
sector can be articulated by considering
broad efficiency and equity goals. The
former refers to the consistency between
the relative priority across education sub-
sectors, and the country’s current eco-
nomic conditions and their likely evolu-
tion in the coming years; the latter refers
to disparities in the access to schooling
across population groups as well as the
distribution of public spending among
them. The findings of the education sec-
tor study suggests that efficiency as well
as equity goals in education would be
served by a medium term strategy with
the following orientation:

. Universalize basic education of rea-

sonable quality while closely linking

expansion of other levels and types

of

education and training to labor

market demand.
This strategy accords well with the gov-
ernment’s vision for poverty reduction
which relies on two broad pillars: (a)
maximizing overall economic growth;
and (b) ensuring inclusion of the poor
in the process by enlarging their capacity
both to contribute to growth and to take
advantage of the opportunities to escape
from poverty as the economy expands.
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The economic development context and
efficiency concerns. Madagascar has the
typical dualistic economy that is charac-
teristic of most low-income countries:
a dominant agricultural and informal
sector employing the vast majority of
the workforce, and a tiny modern sector.
While this dualistic structure is likely
to persist for some time, the economy’s
growth path will probably conform to the
following common pattern: (a) a slowly
growing modern sector as reflected in its
share of the GDP and employment; and
(b) rising labor productivity in the tradi-
tional sector which then frees up labor
for work in the modern sector.

Investments in human capital play an
important role in responding to and
facilitating the foregoing processes of
economic transformation, addressing
skills needs in both the modern as well

as traditional sectors:

* For the modern sector, investments
in technical and vocational educa-
tion, and in post-secondary education
are essential, but must be calibrated
to the labor market’s absorptive
capacity. International experience
shows beyond doubt that the growth
and development of the modern
economy depend primarily on sound
Thus,

even though a shortage of educated

macro-economic policies.

labor, whether in quantity or quality,
can often constrain economic growth,
a surplus would almost certainly not
accelerate growth but would instead
lead to unemployment and under-
employment among the educated,
and by implication, result in a wast-
age of public resources and produce
frustration among those affected. To
minimize these adverse outcomes,
it would make sense to allow labor
market signals to drive the expansion

of vocational and technical education
and post basic levels of education.

* For agriculture and the informal sec-
tor, where the economic activities are
highly diverse, the available evidence
suggests that basic education is the
most effective form of human capital
investment. It improves the produc-
tivity of farmers and other workers in
the traditional economy, while also
contributing significantly to broader
social objectives, including better
health and greater social equity. For
countries at Madagascar’s current
level of economic development, basic
education yields far and away the
highest economic and social returns
across levels and types of education.

In relation to the foregoing assess-
ment, Madagascar’s current situation is
highly unbalanced, as table 1 suggests.

Table 1: Output of graduates and thier absorption on the labour market, Madagascar circa 1999

Output from the education system Annual flow of new jobs
Educational attainment Number in each cohort Sector/type of employment Number of jobs
(‘000) (‘000)
(<)
S No schooling 57 Agriculture ?
z 195
_E’ Incomplete primary 138 Informal sector ? 273.5
3
= Small firms ?
g Complete without CEPE 24
©
£ Complete with CEPE 31
e 89
¢ Incomplete lower sec. 17
] Large firms & the civil service:
g Complete without BEPC 17 Lower level jobs 18
9
Complete with BEPC 2.5
5
o Incomplete upper sec. 2.5
o 26.5
g’_ Baccalauréat 7.3
:°; Large firms & the civil service:
11
g Higher level jobs 6.5-6.0
.:’%’ Higher education 3.7 }8.5
Top-level jobs 2.0-2.5
Cohort size 300 - 300




The education system produces far too
many graduates at the highest levels: for
example, 3,700 post-secondary gradu-
ates currently exit the system annually to
compete for the 2,500 new jobs available
each year requiring this level of educa-
tion. At the same time, too few graduates
are produced at the lower levels of the
system: about two-thirds of each cohort
of young people enter the workforce with
either no schooling or with less than the
full five years of primary schooling.

A strategy for education sector develop-
ment must obviously take into account
the current imbalance and prioritize
accordingly in favor of basic educa-
tion. To ensure that post-basic educa-
tion develops in tandem with the labor
market’s absorptive capacity, it would
be appropriate to create and imple-
ment selection mechanisms to regulate
student flow through the system, par-
ticularly between cycles of schooling.
Such mechanisms would improve on the
current situation where selection occurs
by default through massive dropping out
within cycles of schooling throughout
the system.

Equity concerns. The performance of
the education system in this regard also
leaves much to be desired at present.
The share of public spending on educa-
tion benefiting children from the richest
20 percent of Malagasy households is
five times the share that benefits children
from the poorest 20 percent.
twelve other developing countries for
which similar data are available, only
Guinea has a higher ratio; and among the

Among

remaining countries, the corresponding
ratio ranges between 1.2 and 2.8. From
a longitudinal perspective, the current
structure of the education system is
such that the best educated 10 percent
in any birth cohort claim an estimated
64 percent of the public spending on
education accumulated by the cohort as
it passes through the education system.
Again, the result is much more inequi-
table in Madagascar than elsewhere in
the world. For low-income countries in
Latin America, the Middle East and Asia,

_/q strategy for education

sector development must take

into account the imbalance

and prioritize accordingly in

favor of basic education.

the corresponding share is, on average,
less than half as high. Simulations show
that the picture in Madagascar can be
improved dramatically by focussing on
improving basic education, particularly
survival rates at the primary level.

To summarize, the results of the educa-
tion sector study strongly suggests that a
sector development strategy that extends
basic education of adequate quality to all
children, while calibrating the expan-
sion of the other levels to the rhythm
of economic activity and trends in the
demand for qualified labor, would be
both efficient and equitable. In the sec-
tions below, this paper summarizes what
such a strategy might imply in terms of
policy challenges in each of the educa-
tion sub-sectors.

performance at this level remains very
weak. Survival rates are low, particu-
larly among children from poor families,
while grade repetition occurs much too
frequently and student learning remains
highly inadequate. Many of these prob-
lems reflect weak management of the
allocation of teachers across schools,
poor organization of time use, and inef-
fective oversight of the pedagogical pro-
Based
on the results of the sector study, the key
policy challenges in primary education
would appear to be the following:

cess in schools and classrooms.

. Improve survival rates to the end of
the primary cycle and reduce grade
repetition;

. Rationalize teacher allocation across
schools and improve the efficiency of
time utilization by teachers; and

. Enhance student learning by ensuring

adequate provision of teaching
materials, but especially by improving
management of the pedagogical
process in schools and classrooms.

Low survival rates to the end of the pri-
mary cycle. Figure 1 offers a graphic
illustration of the problem. While the
share children who enter first grade is
respectably high at 81 percent, only 33
percent of the entrants reach the end of
the cycle, implying that only 27 percent
of the children in each birth cohort attain
the full five years of primary schooling.
This poor outcome is clearly undesirable,
given that children generally require at
least 4 years of schooling of reasonable

Primary education

At the 2000 Dakar Education
For All Forum, basic education
was defined as including the
primary cycle as well as the first
cycle of secondary schooling. In

Emrcllmernt rate

Madagascar’s current context,
the primary cycle continues to
warrant top priority, however,
not least because the system’s

Figure 1: Profile of schooling in primary and secondary
education 1998
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quality to become permanently literate
and numerate as adults, skills that will
enhance their economic productivity as
well as their chances of escaping from
poverty.

Large disparities in survival patterns
across population groups. To Madagascar’s
credit, differences in schooling outcomes
between boys and girls are limited,
unlike the situation in many low-income
countries, and disparities across provinc-
es are also not as large as those observed
in elsewhere. Even so, the lagging
performance in two of the provinces is
noteworthy: in Toliara, the rate of entry
to grade 1 reaches only 58 percent, while
in Toliara and Fianarantsoa the survival
rate to the last grade in the primary cycle
reaches only 22 and 23 percent respec-
tively (table 2). As aresult, the full cycle
of primary schooling is attained by only
13 and 17 percent, respectively, of each
cohort of children in the two provinces.
In Madagascar, the most striking dispari-
ties are between urban and rural areas
Whereas
60 percent of urban children achieve a

and across income groups.

complete primary education, the corre-
sponding share is only 12 percent among
rural children. The gap by income group

is even wider, with 70 percent of the

alaildunen finnann tlan waialinnt VN meennnnt AL

Table 2: Entry and survival rates in primary education, 1997

(percent)

education, compared with only 6 per-
cent among children from the poorest 40
percent of the families. Differences in
entry rates are part of the reason for this
outcome: while nearly all the children

from the richest families enter grade 1,

Malagasy system one of the least effi-
cient in the world in terms of student
flow, with an index of student flow effi-
ciency that is less than one-third as high
as that in a system with no grade repeti-
tion and no dropping out (figure 2).

Hpwel: High doopout amd repetition rates sake
Madapasar's et ation srden very mnefh et
1o Tkt
- Pty s
os Tardkl akara l'r.u:fmh
E‘ -] [ tray  MErsl s
% HE e awayal FEUUR ST s oy = U
. et T s o
E L apy JARIL p""f-lm.-.~
Enrirs Jiﬂ? (=L
’g os Pl hh“::'.,“" mflu:l:‘m
—_— Hili-A "'"':_u_ Li
I‘u I-Iaurﬂi:" 'i'EIE“
§ o+ ] e i
o3 T T T T T
M om iom am {am oo
Per capitn. (TP ah 1993 {omment FPP E, log scale )

only two-thirds do so among those from
the bottom 40 percent. An even more
important reason is the disparities in sur-
vival rates: 70 percent among children
from the richest families, compared with
only 9 percent among children from the
bottom 40 nercent. These results suggest
'y reduction strat-
1l only if substan-
nent are directed

Grade 5
Entry rate Survival rate enrollement milies, especially
to grade 1 to gade 5 rate
Madagascar 81 33 27
By province 93 48 44

Antananarivo 86 43 37 ’emi(m‘. In-addi-
Fianarantsoa 77 22 17 wsurvival rates, — pjicies 0 improve the pattern of stu-
Mahajanga o a1 o :()Eig;}:sttegtezlz(; dent flow. In Madagas'car, such policies
: would need to focus simultaneously on
Toamasina 86 31 27 > world, averag- improving survival rates and lowering
Lol 58 23 L or the system as  yhe incidence of grade repetition, using
By locality rate is wasteful  jnerventions that address constraints
Urban 99 61 60 ers take longer to o the supply of services as well as the
Rural 75 16 12 nd therefore cost  qemand for them. Supply-side con-
By household also because the  gyraings are more feasible to change,
income nce suggests that oo ieylarly in the short-run, but some
Richest 20% 99 70 70 improves student options also exist to ease demand-side
Poorest 40% 66 9 6 courage dropping constraints. The government’s current
ctoflow survival  offorts to encourage greater participa-

dalll gl 1epeuuolIl 1aes is to make the
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tion by parents and other community
members in school activities through
the “contrat programme” arrangement
is a step in the right direction. Allowing
greater flexibility for local authorities
to adapt the school calendar and daily
schedule to local conditions would,
by minimizing the opportunity cost of
schooling, further lower the demand-side
constraints on schooling.

With regard to obstacles on the supply-
side, the sector study estimates that about
19 percent of the children who start first
grade attend a school that offers fewer
than the five grades of instruction in the
primary cycle. Making it possible for
all schools to offer the full cycle—by
removing constraints in staffing or
facilities—would ensure that no child
who wished to continue to the end of
the cycle would be “pushed out” of the
system. The study also identified the
limited instructional time that children
receive as another important supply-
side constraint. There is much room for
improvement in this regard, given that
currently only 43 percent of all public
primary schools in the country offer
their pupils a full-day’s instruction (i.e.
between six to eight hours daily), with
the remaining schools offering no more
than four hours and some even offering
only two hours. Because instructional
time is the single most important influ-
ence on children’s progress in learn-
ing, the short instructional day for the
majority of Malagasy children is a key
factor behind the country’s high drop out

and repetition rates. Addressing these
supply-side constraints would require
concerted and sustained efforts to ratio-
nalize the deployment of teachers across
schools and to enhance the efficiency of

time utilization by teachers.

A more rational deployment of teach-
ers across schools. Teachers represent
the bulk of the resources that schools,
particularly at the lower levels, receive
to organize the delivery of education
services. The distribution across schools
therefore deserves close attention as a

figure 3 where each circle represents a
school). For example, among schools
with 150 pupils the number of teachers
could range as widely as between one
and seven; and among schools with four
teachers, the number of pupils enrolled
could lie anywhere between 50 and
500. A closer look at the problem sug-
gests that the inconsistencies in teacher
allocation affect rural schools more
adversely than those in urban areas.
Schools in the city of Antananarivo are
particularly favored in this regard, while
those in Antsiranana and Toamasina are

Hpwre I Edation haween nosmber of publichy- paid teaduer s amd
mmber of pupils acroess publ primary schools, 1998

o

Hmmber of teacters

Thamber & papik

key management issue. In a well-man-
aged system, one would expect that the
more pupils a school enrolls, the more
teachers it would receive; similarly one
would expect that schools of comparable
size would have more or less the same
number of teachers.

In  Madagascar,
however, the cur-
rent pattern of
teacher allocation
across schools
departs substantial-
ly from this objec-
tive standard, even
if, on average, a
positive  relation
exists between the
number of pupils
and the number

of teachers (see

generally less well-endowed relative to
schools in other provinces. Yet the bulk
of the global pattern of inconsistency in
teacher allocation arises from the poor
distribution of teachers across schools
within each province, rather than from
differences across provinces per se.

The freeze on teacher recruitment during
the 1990s did little to ease the situation.
For the system of public primary schools
as a whole, the pupil-teacher ratio rose
from less than 40:1, on average, at the
beginning of the decade, to about 53:1
at present, implying that schools were
generally becoming increasingly under-
staffed over the decade. However, the
large inconsistencies in teacher alloca-
tion across schools exacerbated what
was already a difficult situation, so that
across the system today some schools
enjoy a relatively favorable allocation
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relative to their student population while
many others experience severe shortages
that seriously compromise their capacity
for effective service delivery. With the
lifting of the hiring freeze since 1997-98
the situation has improved somewhat.
The significant increases in recruitment
currently underway—about 3,500 new
positions in 2001 (representing a 10
percent increase) and more planned for
future years—provide a golden opportu-
nity to make further gains in this regard.
Turning the potential for improvement
into reality would require two key
ingredients, however: (a) defining and
applying precise and transparent criteria
for teacher allocation centered on enroll-
ments and possibly other relevant fac-
tors; and (b) making systematic efforts,
including the use of appropriate financial
incentives for posting to rural schools
and other difficult-to-reach areas, to
ensure that new teacher recruits are allo-
cated to the under-endowed schools.

Better time utilization and arrange-
ments for multi-grade teaching. Besides
the poor allocation of teachers across
schools, the system also suffers from a
sub-optimal utilization of teachers’ and
pupils’ time, a problem that arises mainly
from inadequate arrangements for multi-
grade teaching. The geographic spread
of the population in Madagascar is such
that many public schools serve relatively
few pupils, with nearly half of them
enrolling fewer than 100 pupils each.
In such schools, the use of multi-grade
teaching—whereby one teacher takes
charge of pupils from several grades—is
appropriate both to manage costs and to
ensure effective teaching. On average,
about 62 percent of the country’s public
primary schools do indeed organize their
classes for multi-grade teaching; and the
share rises to 70 percent among schools
with fewer than 75 pupils.

Yet most of the schools implement multi-
grade teaching in a highly ineffective
manner. Instead of having all the chil-
dren in the same classroom grouped by
grade level for a combination of instruc-
tion and independent work over the

course of the entire day (as is the practice
in almost all other countries), teachers in
Madagascar tend to organize their pupils
for instruction one group at a time in the
classroom. More than half of the public

Weak link between funding and stu-
dent learning. That inadequate fund-
ing constrains educational quality is a

widely-held belief. There is of course

Table 3: Incomplete schools multi-grade teaching and time utilization in

public and private schools, 1998

First graders in a school with less than 5 grades (%)

Schools offering multi-grade instruction (%)
All schools

Schools with less than 75 pupils @

Schools with multigrade classes accordng to instructional time (%)

Full day
Half-day
Less than half-day

Public Private
18.8 -
61.5 73.8
69.9 91.0
435 75.8
18.5 12.9
37.5 11.2

a: Such schools make up 31.5 percent of all schools.

schools using multi-grade teaching offer
their pupils less than a full-day’s instruc-
tion (table 3). Given that instructional
time, including time that pupils spend
on independent work in the classroom, is
the single most important factor affecting
student learning, it is indeed a matter of
urgency to change the current arrange-
ments for multi-grade teaching so as to
ensure that all schools offer their pupils
full-day instruction. The fact that many
other developing countries, including
those at Madagascar’s level of develop-
ment (e.g. Burkina Faso) have success-
fully implemented multi-grade teaching
with good results, suggests that the
change is as desirable as it is feasible.

some validity to this view, since schools
cannot be expected to offer adequate
services in the absence of a minimum
package of schooling inputs. For policy
purposes, however, it is important to see
funding for education as a means toward
producing student learning, rather than as
an end in itself. In other words, the focus
should be on the process of transforming
the available resources into student learn-
ing. How well do schools in Madagascar
perform in this regard?

Figure 4 shows some pertinent results
based on a sample of 70 public primary
schools surveyed in 1999 in the PASEC
study sponsored by CONFEMEN. Each
circle in the figure represents a sample

AareTze vear end tect soore

Fipure 4. Fer- pupil spending amd test $000 e arnomg secomd
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school whose position is determined by
its level of public spending per pupil
(x-axis) and the average test score of
its pupils in French and mathematics
(y-axis), after controlling for the pupils’
level of learning at the start of the school
year and their socio-economic composi-
tion. The results show that while spend-
ing per pupil does correlate positively
with learning outcomes, the relationship
is very weak. Thus, schools with com-
parable levels of spending per pupil pro-
duce widely different levels of student
learning, and schools that achieve simi-
lar levels of student learning do so with
very different levels of funding. The
same weak relation between spending
and learning obtains when the analysis is
repeated using data for all public primary
schools in the system, with learning mea-
sured by pass rates on the CEPE exami-
nation at the end of fifth grade.

The lack of a strong relation between
funding and learning outcomes across
schools suggests that schools probably
differ widely in how they are run, for
example, in terms of how teachers use
their instructional time and manage their
classes and how their supervisors guide,
monitor and evaluate their work. These
pedagogical processes work more effec-
tively in some schools than in others,
and the result is reflected in the gaps in
learning outcomes even across compa-
rably-funded schools that serve similar
clienteles. That the disparities are large
is symptomatic of a system with weak
management and oversight of the pro-
cess of teaching and learning in schools.
These results imply that while lack of
funding may constrain performance in
some schools, particularly those where
minimum conditions for learning are not
met, an infusion of additional spending
would make sense only if accompanied
by concurrent measures to improve the
management of pedagogical processes
operating at the level of schools and
classrooms.

Secondary education

Over the course of the 1990s, enroll-
ments in lower secondary education rose

only modestly while those in upper sec-
ondary education declined. At the same
time, the distribution of enrollments
shifted in favor of the private sector,
with the number of students in the public
system shrinking by 12 percent between
1990 and 1998 in the first cycle, and
by 26 percent in the second cycle. By
the end of the decade, private schools
accounted for 45 and 49 percent, respec-
tively, of total enrollments in lower and
upper secondary education. The sector
study identified two issues which appear
particularly relevant to the future devel-
opment of secondary education: (a) how
to manage its expansion as a part of the
broader strategy for development of the
whole system; and (b) how to rationalize
service delivery in a system that will con-
tinue to include many small schools. As
a direct service provider, the government
faces the following key challenges:

. Expand lower secondary enrollments
at a moderate pace, while in the
upper
secondary cycle, focus more on
quality improvements than on
expansion; and

. Take advantage of scale economies
and increase the practice of
multi-subject teaching to manage the
high unit costs of service delivery.

The

upper secondary cycles.

balance between the lower and
The medium-
term direction for secondary education
development is less clear-cut than it
is for either primary education or for
vocational/technical  education and
post-secondary education. The problem
becomes clearer, however, when the
two cycles of secondary schooling are
put in perspective. In most developing
countries, lower secondary education
is increasingly and rightly viewed as a
natural continuation of primary school-
ing, and therefore a part of the basic edu-
cation to which a// children need access
in order to acquire the skills to function
productively as adults. In contrast, upper
secondary education is more appropriate-

ly viewed as a prelude to higher educa-

tion, implying that its expansion should
be driven by the same consideration of
labor market absorption as for higher
education itself.

Given the current and projected labor
market conditions in Madagascar, it
would appear prudent to keep enroll-
ments in upper secondary education,
particularly in the public sector, under
somewhat firm control, with student
selection based on merit and academic
potential. At the same time, the restraint
in terms of quantitative expansion could
be matched with greater support for
quality enhancements—through, for
example, spending on pedagogical mate-
rials, libraries, laboratories, computers,
and so on—geared toward producing
graduates equipped with the skills to fill
jobs in the modern economy. Because
upper secondary education, like higher
education, is largely a private good; its
expansion through Madagascar’s mostly
self-financing private sector would make
sense as a way to satisfy excess demand
without over-burdening the state. To
address equity concerns, however, the
sector development strategy for second-
ary education could include provisions
for financial support to bright students
from poor families, whether in the form
of scholarships to attend private schools,
or bursaries to defray personal schooling
costs in the public sector.

With regard to lower secondary educa-
tion, it would be wise to proceed slowly,
even if the intention is eventually to
universalize this cycle of schooling as
an integral part of basic education. The
speed of expansion will, in any event, be
constrained by the fact that currently only
33 percent of the country’s first grade
entrants reach the end of the primary
cycle and that among the completers, 65
percent are already making the transition
to lower secondary school. Furthermore,
given that public resources for education
will remain limited even after allowing
for a reorientation of government spend-
ing in favor of the sector consistent with
the country’s poverty reduction efforts,
overly rapid expansion of lower second-
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ary education will mean adverse trad-
eoffs against the demonstrably higher
priority of investing to improve primary
education. Here again, the government
could adopt a two-pronged strategy. One
prong would be geared toward support-
ing service delivery through the private
sector under various arrangements for
student finance, including subsidies
to private schools under contractual
arrangements for incremental expan-
sion of enrollments, direct subsidies to
deserving students from poor families
to defray the cost of schooling whether
they are enrolled in a public or private
school, and so on. The other prong of
the strategy would involve selective
expansion of the public system to serve
populations in difficult-to-reach locali-
ties where the private sector is unlikely
to provide services.

Economies of scale in service delivery
and cost management in small schools.
In both lower and upper secondary edu-
cation, most schools in the system enroll
relatively few students. On average,
about 60 percent of the public lower
secondary schools have fewer than 125
students (figure 5); the corresponding
share among upper secondary schools is
47 percent. Given that unit costs decline
sharply with enrollments, the predomi-
nance of small schools implies that the
public system is relatively expensive as
a whole. Figure 5 shows that unit costs
average about FMG 300,000 per student
in lower secondary schools with more
than 400 students, compared with about
FMG 600,000 in schools with 75 or fewer
students. In upper secondary education,
the unit cost differences are equally wide
between large and small schools. In
view of the strong economies of scale, it
would be wise to minimize creating new
schools for small catchment areas, and to
consolidate existing small schools where

Lower Upper
Public Private  Public Private
Weekly teaching workload per teacher (hours) 15 19 13 18
Teachers teaching 2 subjects or more (%) 33 45 4 30

less be the only way to ensure that ser-

Table 4: Time utilisation of teachers in secondary schools, 1998

vices are accessible
in some localities.
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while the size distribution of enrollments
is comparable across the two sectors,
teaching loads are significantly lighter
for teachers in public schools: in the
lower secondary cycle they average 15
hours weekly compared with 19 hours
for teachers in private schools; while
in the upper secondary cycle, the cor-
responding loads are 18 and 12 hours
weekly (table 4). The difference between
the two sectors reflects the combined
advantage of two arrangements in the
private sector: (a) more of their teach-
ers teach more than one subject; and (b)
more of the schools combine lower and
upper secondary education under one
roof, making it possible to make fuller
use of the specialist teachers on staff.
Given that neither of these arrangements
has compromised schooling outcomes,
particularly student learning, it would
seem reasonable to consider adapting
these promising arrangements to contain
the high cost of the public system.
Vocational and technical edu-
cation and training

Major reforms, mostly relating to the
overall management structure of the
system, have been implemented recently,

but more remains to be

service delivery and its responsiveness to
the demand for skilled labor. The sector
study identifies the following as a key
challenge in managing the public train-
ing system:

. Rationalize the supply of training

services so as to reduce their high
unit
costs and align them more closely to
labor market needs.

The need for training. Vocational and
technical training occupies a relatively
modest place in Madagascar’s education
system at present, accounting for less
than 6 percent of the students enrolled at
the secondary level. Given the macroeco-
nomic context, its share of enrollments is
likely to remain modest over the medium
term. The training system can nonethe-
less contribute to addressing the growing
skills deficit among young workers, a
problem that has emerged and will persist
as a legacy of the weak performance of
primary education over the years (figure
6). Given the diversity of training needs
in this population, it would make sense
to rely on flexible training arrangements,
including competitive funding of public
as well as private providers combined
with transparent criteria and mechanisms
to assess funding eligibility. At the same
time, as flexibility is expanded, periodic
evaluation of results and other appropri-
ate measures to encourage accountability
would be needed to ensure that funds
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Figure 6: Educational qualification of the workforce, 1999

the small number of
successful gradu-

ates, except for those

enrolled in service

sector programs.

About 85 percent of
the latter exit the edu-
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are indeed directed toward the desired
outcomes.

The weak demand for public sector train-
ing and the system'’s mediocre internal
efficiency.  Despite the skills deficits
implied by the foregoing profile of the
workforce, public training institutions
attract a weak demand. New entrants
to the centres formation profesionnel
(CFPs)—institutions that offer lower
level vocational training—have been
falling for several years now, and the
current annual intake hardly exceeds
500 new students; moreover, half of
the entrants drop out of their courses by
the end of the first year (table 5). The
demand for places in the [ycées tech-
nique et professionel (LTPs)—institu-
tions offering vocational training at the
upper secondary level—is stronger, with
about 15 percent of the BEPC-holders or
around 2,700 students annually choos-
ing this option after completing of their
lower secondary education. However,
fewer than 40 percent of the LTP students
obtain the
tion at the end of the course. Even so, the

formal Baccalauréat certifica-

labor market is currently unable to absorb

Table 5: Students in public vocational and technical education,

1998-99

Public sector share of enrollments (%)
Entry rate (%) @

Number of new entrants

Total number of students

Dropout rate at the end of the 1st year (%)
Survival rate to the end of the cycle (%)
Transition rate to higher education (%)

3/ New entrants as a percentage of holders of pre-requisite qualification.

programs, 70 percent
go on to higher education where most
pursue programs
totally unrelated
to their special-

than 150 students each. Besides being
fragmented, the supply of services,
particularly in the CFPs, is also poorly
diversified: 75 percent of the CFPs
offer courses in only one or two special-
ties, while 50 percent of the LTPs offer
fewer than four specialties. Moreover,
none of the institutions appears to have
a comparative advantage in any particu-
lar specialty. The lack of specialization
and diversification across institutions is
inevitably costly and inefficient: it results
in duplication of course offerings in mul-
tiple locations each enrolling very few
students, and in the absence of courses,
such as agriculture in the CFPs, that

Table 6: Supply characteristics of public vocational and technical

education, 1999

ization in the CEP LTP
LTPs No. of schools 34 26
’ Average no. of students per school 49 326
An overly frag No. of school by size of enroliments
An - overty Jrag- Less than 25 students 12 -
mented  “map”’ 25 to 49 10 1
of training insti- 50 to 99 9 6
tutions. Relative 100 to 149 - 5
to the demand, 150 or more 3 14
there is an over- % of capacity utilized (%) 56 80
. No. of school by no. of programs offered
supply of public d 1 ey 10 1
institutions offer- 2 15 5
ing technical 3 7 8
and vocational 4 or more 2 12
education. As a . Index of specialization @ 17 11
result, most of Student to staff ratios .
the institutions Teaching staiff ° 10
u Non-teaching staff 8
serve too few 14
students to be [ Linit cact (in millions of FMG) 10 10

able to deliver
their services at a
reasonable cost.
The average CFP
enrolls fewer than 50 students and oper-
ates at only 60 percent of full capacity

(table 6). The

occupancy rate
CFP LTP in the LTPs
25 51 is generally
0.6 14.6 higher, but their
08 AfEr enrollments
1,674 8,477 .
52 4 remain on the
39 35 low side, with

- 30 nearly half of
the institutions

serving fewer

a: Average of the indices of individuals schools ; the index ranges from 0,
denoting an unspecialized school, to 100, denoting a school that is highly

might be more relevant to the needs of
Madagascar’s predominantly agricultural
economy.

Because the system is overly fragmented
and individual institutions are under-
utilized due to weak demand, operating
costs are high everywhere, and exor-
bitantly so in the CFPs.
student in the latter institutions is on
the order of FMG 2,000,000, about five
times the unit cost of lower secondary

The cost per

education. Cross-country data suggest

that vocational and technical educa-
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tion is twice as costly in Madagascar
as in other low-income countries, the
unfavorable comparison reflecting an
excess of administrative and techni-
cal support personnel who clearly are
not central to service delivery. Absent
a deep restructuring of the network of
institutions offering vocational and tech-
nical training (particularly the CFPs), it
would be difficult to reduce the high unit
costs of the system. Such a restructuring
could perhaps be centered around a few
promising institutions, especially some
of the LTPs.
help to reduce costs and allow for greater

The consolidation would

specialization across institutions, while
also facilitating greater diversification in
course offerings.

A top-heavy and hence costly structure
for system management. Aside from the
high administrative costs at the level of
individual institutions, such costs are
also high for the system as a whole.
Administrative personnel at the central
and regional levels absorbs nearly one
third of the total public budget for voca-
tional and technical education; and the
cost of these administrative expenses
averages around FMG 550,000 per stu-
dent, which is about ten times the cor-
responding cost in primary education,
and three times that in general second-
ary education and in higher education.
Administrative costs at the level of the
institutions themselves are also high,
accounting for more than 20 percent of
the public spending on vocational and
technical education. In total, administra-
tive expenses at all levels absorb nearly 50
percent of the sector’s budget, far more
than in the other sub-sectors (figure 7).

Higher education

Significant reforms were implemented
during the 1990s in this sub-sector.
They led to a profound shift in the dis-
tribution of public spending on educa-
tion, with the share of higher education
falling from 32 percent at the start of the
decade, to around 13 percent by 2000.
As a result of the reforms, the institu-
tional composition of the sub-sector has
been diversified—a major benefit in and
of itself—and the overall size of enroll-

Figure T: Administratire expenses as a share of total
current spending, 1998
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ments in higher education and public
spending on student welfare have been
brought under control. These gains not-
withstanding, further reforms are needed
to improve the internal as well as exter-
nal efficiency of the system. As a direct
service provider, the government faces
the following key challenges:

Rationalize the system’s structure

to improve the quality of services

as well as its responsiveness to the

demand for skills on the labor mar-
" ket; and

Improve personnel management,

particularly the system for compen-

sating overtime teaching, and the

use of administrative and technical
" staff (PATy).

The system's lagging internal and exter-
nal efficiency. Of the 30,000 students in
higher education, 58 percent are enrolled
in the public universities, 11 percent are
in the specialized schools and institutes
attached to the universities, 24 percent are
in distance education, and the remaining
7 percent are in private institutions. In

the public sector, a system of pre-selec-
tion for entry into almost all programs
was put in place at the start of the 1990s,
contributing to the substantial improve-
ment in the internal operations of the
system. Despite these gains, however,
repetition and dropout rates remain high
in certain institutions. In the university
faculties, more than a third of the stu-
dents in a class are repeaters, and barely
30 percent of the entrants, on average,
reach the end of the second cycle (i.e.
fourth year of their studies; see table 7).
The performance of distance education is
particularly weak, with nearly 80 percent
of the students dropping out after only
the first year of study, and fewer than 5
percent surviving long enough to obtain
their diplomas.

The public sector currently produces
around 3,700 graduates a year, far too
many relative to the labor market’s
absorptive capacity of at most between
2,000 and 2,500 new workers annually
with university-level training. As there
are no obvious signs that the pace of job
creation would pick up significantly in

Table 7: Enrollments in higher education, 1998-99 2

No. of

students
University faculties 17,409
Ecoles & Instituts 2,914
IST 373
CNTEMAD(Distance) 7,279
Private institutions 2,086

Repetition Dropout Survival
rate rateinthe  rate
first year
22 38 28
8 16 53
2 8 92
16 78 5

1 - -

a: The rates are expressed in percentages.
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the coming years, it would be prudent
to manage the expansion of higher
education closely while allowing labor
market needs to dictate the composition
To the extent that the
internal efficiency of higher education

of enrollments.

improves, which is in itself a desirable
outcome, the expansion of higher educa-
tion would need to be even more tightly
managed to avoid exacerbating the cur-
rent over-production of graduates. In
designing course offerings, it is particu-
larly important to take explicit account of
the nature of the economy’s demand for
skilled workers. In this context, the lack
of success with the “professionalized”
courses that were recently launched
by the university faculties, suppos-
edly geared toward specific labor market
needs, suggests that in fact these institu-
tions have great difficulty in rationalizing
their new course offerings.

An overly-fragmented and under-special-
ized “‘university map”. The public sup-
ply of higher education, especially in the
university faculty sector, is highly unbal-
With nearly 12,000

students, the University of Antananarivo

anced at present.

alone accounts for nearly 70 percent of
the students enrolled in the faculties,
while the University of Antsiranana
enrolls only 400 students; enrollments
at the remaining universities lie between
these extremes, but all of them serve far
too few students to benefit from econo-
mies of scale in service delivery (table
8). Thus, in some of the university fac-
ulties, annual unit costs can go up as high
as FMG 2,000,000 per student (nearly 7
times the starting monthly pay of a pri-
mary school teacher in salary grade II).
In the specialized schools and institutes
attached to the universities where enroll-
ments are generally smaller still, the costs
can exceed FMG 7,000,000 per student.
The provincial universities not only
enroll very few students in a small num-
ber of programs, they also appear to have
a comparative advantage in no particular
field. The lack of specialization inevita-
bly raises unit costs, since it means that
identical programs are offered in several
universities, with each program catering

Table 8: Supply characteristics of the university faculty sector,
1998-99

Number of No. of
studentsq programs
Antananarivo 11,699
585 32
Antsiranana 400 2
174
Fianarantsoa 1,483 4
63
Mahajanga 1,171 3
49
Toamasina 1,706 6

to a limited number of students.

Under the circumstances, a reconfigura-
tion of the “university map” would seem
appropriate in order to rationalize pro-
gram offerings across institutions, and to
ensure that new programs are carefully
evaluated before they are introduced,
taking into account the current supply
as well as the demand for them. To be
efficient, these measures should be con-
sidered as part of a national rather than
regional plan, along with a redefinition of
student aid policy to address equity con-
cerns. At present, the student aid policy
is in fact highly inequitable, with most of
the students coming from the better off
income groups. Over the course of the
1990s, the average size of the grants has
declined, but the share of students who
receive a grant—already high to begin
with at the start of the decade—rose by

Index of
specialization @

No of students per
program
Average Minimum

20 100
53 200
91 371
84 390
75 284

between 13 and 52 percent depending
on field of study. A student aid policy
that is so unselective, with widespread
coverage even for fields of study whose
graduates have great difficulty landing
suitable jobs, is hardly compatible with
attempts to increase the system’s external
efficiency.

Weak management of over-time teach-
ing and non-teaching personnel (PATs).
Following the policies implemented in
the early 1990s to manage enrollments
in higher education, the student-faculty
ratio in the public sector become consid-
erably more favorable, falling from 38:1
in 1990, to 22:1 by 1998. However, the
official work load of teachers make up
only a small part—about 20 percent on
average—of the total number of hours
that teachers actually teach, the differ-
ence being paid for as overtime work

Table 9: Volume of overtime teaching, 1997-98

Number of hours of overtime teaching (in thousands) 325
Change in no. of hours of overtime teaching since 1992 (%)
Antananarivo +21
Antsiranana +53
Fianarntsoa -27
Mahajanga $99
Toamasina +1
Toliara -10
All universities +18
Increase since 1992 (in %) in:
Rate of compensation for overtime teaching 162
Base salary of higher education teachers 1
Number of permanent teaching staff 953
Overtime teaching hours in terms of permanent teaching posts 3,500
Student-faculty ratios
Relative to no. of permanent teachers 22
After adjusting for overtime teaching 5
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under the system of “heures complé-
Between 1992 and 1998,
the rate of compensation for overtime

mentaires.”

teaching rose substantially (by about 160
percent in real terms) while base salaries
stagnated. These trends led to a signifi-
cant increase in the volume of overtime
teaching—almost a doubling in some
universities—even though enrollments
Converted
into regular teaching loads, the volume

did not increase (table 9).

of overtime teaching is equivalent to
about 3,500 permanent teaching posi-
tions, which implies an effective stu-
dent-faculty ratio of about 5 students
per teacher. The system clearly faces a
serious problem in the management of
overtime remuneration, and a tighten-
ing of the arrangements, including the
imposition of a ceiling on the amount
of overtime teaching that individual staff
may deliver, would appear appropriate
to minimize the adverse effects on the
system’s future development.

Aside from the foregoing problem, high-
er education in Madagascar is also over-
burdened with a chronic excess of admin-
istrative and technical staff (personnel
administratives et techniques, PATS).
Currently, 3,600 PATs are on the payroll
of the public universities, accounting for
nearlv R0 nercent of all staff (table 10)

education system

Throughout this paper, reference was
made to various management weak-
nesses in the education system. The
problems include: (a) inadequate person-
nel administration and management, as
reflected in the inconsistencies in teacher
allocation across schools (particularly
primary schools, and the chronic sur-
plus of PATs and lack of discipline in
the arrangements for overtime teach-
ing in higher education; (b) poor time
management by teachers and students
arising from inefficient implementa-
tion of multi-grade teaching in primary
schools and the prevalence of single-
subject teaching in secondary schools;
(¢) loose management of teaching and
learning processes, at both the primary
and secondary levels, as suggested by
the weak relation between funding for
schools and learning outcomes; and (d)
inefficient organization of the systems
for delivering vocational and technical
training and higher education, as reflect-
ed in the duplication of programs across
institutions where consolidation and spe-
cialization would help lower unit costs
and allow the systems to achieve greater
diversification in course offerings.

Paradoxically, in a system characterized
by obvious signs of being poorly man-

-esources are in fact
Table 10: Administrative and technical support staff (PATs)
itive staff and system

Number
Number of PATS in 1998
By university
Antananarivo 2,486
Antsiranana 216
Fianarantsoa 239
Mahajanga 154
Toamasina 288
Toliara 191
All universities 3,574
IST 70
CNTEMAD 93
Trend in the universities:
1990 4,146
1996 3,493
1997 3,607
1998 3,574

Ratio of
students to PATs

egating the expenses
level as well as at the
institutions, the share
osts in total spending
rimary education, 41
ry education, 53 per-
and technical educa-
t in higher education,
> of 33 percent for the
s a whole. The latter
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rompared to the range
ound in a group of 12
es for which compa-
it

f substantial spending
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against the obvious
system’s functioning

suggests that significant strengthening of
management effectiveness needs to be
made a top priority in the overall sector
development strategy. The idea is not so
much to seek an immediate reduction in
the amount of spent on administration,
though that may well be an appropriate
objective for the longer—term, but to
identify better ways of using the cur-
rently available resources and personnel
to improve the way the system functions
and delivers services.

Mobilizing an effective
response to the challenges

The prospects for educational develop-
ment are as promising as they are fragile
in Madagascar today. With public spend-
ing on education as a percentage of the
GDP anticipated to rise by 40 percent
between 2000 and 2003, it is entirely
feasible to achieve substantial and tangi-
ble progress in education, particularly in
terms of service delivery to the poor. Yet
the risk of wastage cannot be ignored,
given the speed of the projected rise in
spending. The challenge therefore is for
policy makers to seize the opportunity
created by the favorable budgetary con-
text to put in place a solid foundation for
efficient and equitable expansion of the
system over the medium- and long-term.
We can expect the right policy choices
to yield an enduring win-win situation,
enabling Madagascar to re-establish
itself as a leader in education among
low-income countries. The main policy
challenges that emerge from the educa-
tion sector study are summarized in table
11 below. How can the government
mobilize an effective response to these
challenges?

Building a broadly-shared consensus on
the nature of the challenges in education
as well as possible solutions to address
them will obviously be a key ingredient.
The process is not new, and has indeed
been used in the course of elaborating the
government’s ongoing PNAE2. Because
the sector study brings to light additional
information that can help to refine and
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medium- to long-term sector develop-
ment strategy, a fresh round of con-
sultation on the new findings and their
policy implications can help to clarify
the way forward. Further, because the
education sector figures so prominently
in the country’s poverty reduction strat-
egy, the relevant circle of consultation
has necessarily grown to include a larger
public. The process of consultation has
already begun, with dissemination of the
study’s findings among staff in the three
ministries at the central and other levels,
among the directors of various establish-
ments, as well as among donors and other
partners in education. It is a process that
could continue with benefit, particularly
to inform the design of a concrete, realis-
tic and coherent plan of action for sector
development as part of the process of
developing the government’s strategy for
poverty reduction.

Because resources will remain limited
even in the current favorable budgetary
climate for education, trade-offs among
alternative policy options will inevitably
present themselves, and must therefore
be clarified and managed carefully. The
fact that education is organized under
three separate ministries, and that related
services such as non-formal and pre-
school education belong to yet two other
ministries means that tradeoffs across
the various sub-sectors will necessarily
require arbitration beyond the ministe-
rial level. Yet within each of the three
education ministries, important tradeoffs
also exist. Aside from considerations
of cost and benefits, those of timing
and sequencing will also be pertinent in
weighing the choices. For example, even
though basic education should ideally
comprise primary and lower secondary
education, the current very low survival
rates in the first cycle leave no doubt as
to the priority in the immediate future
between the two cycles of schooling. In
assessing the options, lessons from poli-
cy innovations in other countries are an
important source of ideas, but the inno-

vations must obviously be adapted to the
reality of Madagascar’s current level of
development as well as the capacity of its
social and institutional infrastructure.

Finally, creating a system of continuous
monitoring and evaluation will be essen-
tial in mobilizing an effective response
to the challenges. Many of the measures
needed to address the key challenges
will require consistent and persistent
effort over time. Moreover, their impact
are often difficult, if not impossible,
to anticipate fully. An arrangement
to track policy implementation and its
outcome is thus critical to ensure that
faulty assumptions in policy design and
unexpected problems during implemen-
tation are rectified in the process. Such a
system would also help to create greater
accountability for results, by setting
explicit benchmarks and agreed targets
against which progress can be tracked.

Many of the ingredients for mobilizing
a successful response to the challenges
in education are in fact already in place.
Most importantly, the government has
made explicit its commitment to poverty
reduction, and each of the three minis-
tries have launched significant reforms in
recent years to improve service delivery.
Persisting with the best of these reforms,
and further clarifying other measures
needed to reinforce them will undoubt-
edly contribute to enhancing educational
outcomes in Madagascar, benefiting
young people everywhere in the country,
but especially those from poor families
in rural areas.

[ mprove personnel
management, particularly
the system for compen-
sating overtime teaching,

and the use of admin-

istrative and technical

staff (PATS).
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Table 11: Summary of the key challenges

Overall sector strategy

Universalize basic education of reasonable quality while closely linking expansion of other

levels and types of education and training to labor market demand

Improve survival rates to the end of the primary cycle and reduce grade repetition.

Rationalize teacher allocation across schools and enhance the efficiency of time utilization by

Primary education

teachers.

Enhance student learning by ensuring adequate provision of teaching materials, but especially

by improving management of the pedagogical process.

Expand lower secondary enrollments at a moderate pace, while in the upper secondary cycle,

Secondary education

focus more on quality improvements than on expansion.

Take advantage of scale economies and increase the practice of multi-subject teaching to

manage the high unit costs of service delivery.

Vocational/technical

education

align them more closely to labor market needs.

Rationalize the supply of training services so as to reduce their high unit costs and

Rationalize the system’s structure to improve its quality and responsiveness to the demand for

Francophone Workshop on
Educational Planning and Economic
Development, Dakar, 28 - 31 January
2003

A highly successful workshop was held
in Dakar, Senegal. The main objective
of the workshop was to test and further
develop the modules developed through
the previous two workshops with specif-
ic application to francophone countries.
20 experts drawn from Guinea, Mali,
Mauritania, Niger, Rwanda, Senegal
and Togo. Participating organizations
included the Institute for Economic
Development and Planning (IDEP, the
Association for the Development of
Education in Africa (ADEA), the Council
for the Development of Social Science
Research in Africa (CODESRIA), the
Economic Commission for Africa (ECA)
and the UESCO International Institute
for Educational Planning (IIEP).

One of the major findings was that the
proposed programme coincided to some
extent with the training programme of
the ADEA Working Group on Education
and Finance. Three of the partici-
pants were selected to join the IICBA
Technical Working Group. These were
Dr. Mohamed Cherif from CODESRIA,

NEWS IN BRIEF

Mr. Valdiodio Ndiaye from Universite
Chiekh Anta Diop and Ms. Khadij
Mohamed Salem from Mauritania.

Planning for IICBA’s Programmes in
Ghana, 3 - 7 February 2003

IICBA Director, Dr. Fay Chung, and
Senior Education Programme Officer,
Prof. Almaz Eshete, participated in a
planning visit to Ghana with a view
to expanding IICBA’s programmes in
Ethiopia. Agreement was reached with
both University of the Cape Coast and
with Winneba University to establish
two programmes. The first programme
was the Indira Gandhi National Open
University Postgraduate Diploma and
Master’s degree on distance education.
The two universities already had highly
developed and large scale distance edu-
cation programmes for teachers, but only
a few of their staff had received formal
training in distance education, so they
were very pleased with the prospect of
having the opportunity to enrol in these
two programmes. The second agreed
programme was the two week training
on how to make a CD ROM and a web-
site. It was agreed to do a course of each
of these universities. It was also agreed
that the Ghana Film Institute would be
approached to provide a short course for

the teacher educators from the two uni-
versities on how to make an educational
video.

Multigrade Textbook Writing
Workshops, Addis Ababa and
Nazareth, Ethiopia, February -
March 2003

The Multigrade Programme was initi-
ated by IICBA as a pilot programme in
Ethiopia in 1999. Up till now 5 schools
have been established in two regions
of Ethiopia, viz, Oromia and Ambhara
Regions, each of which has over 15
million inhabitants, with many children
in remote rural areas being deprived of
schooling because of the vast distances
they have to travel to school. The pro-
gramme is of particular importance for
the education of girls, as walking long
distances, often more than 20 kilometres
a day to and from school, has proved a
serious threat to adolescent girls, who
may be subjected not only to sexual
harassment, but also to abduction. The
Multigrade Programme, which has been
coordinated by Dr. Wana Leka, seeks
to provide small one teacher village
schools, where one teacher can teach
several grades within the same class-
room. Initially these schools catered
only for Grades 1 and 2. Major inputs
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coordinated by IICBA have included
school construction utilizing local
materials and with the help of the local
community; community control and
decision-making; improvement of the
textbooks to make them more amenable
to interactive pupil controlled learn-
ing; teacher training; and orientation
programmes for school administrators
at regional, zonal and district levels.
After the initiation of the programme
unfortunately funds originally promised
were, for various reasons, halted, this in
the face of mounting demands from the
communities which had been involved in
the initial pilot project. In addition com-
munities from all over Ethiopia began to
make demands for the establishment of
similar programmes in their areas.

Fortunately UNICEF has stepped in to
fund the two regions to continue the pro-
gramme, and IICBA has been assisting
in providing training on textbook writ-
ing. Training workshops were held inn
February and March 2003, and the two
regions are in the process of completing
the Grades 3 and 4 textbooks. These will
be published by UNICEF.

HIV/AIDS Workshops on Use of
IICBA Video and Print Materials,
Addis Ababa, March 2003

A two day workshop was held for edu-
cators and NGOs working on HIV/AIDS
to familiarize them with the educational
materials which can be used for the edu-
cation of young people both in a school
context and for youth groups outside of
school. IICBA, together with the BESO
USAID Programme, has developed a
teachers’ manual in Amhaeric. In addi-
tion four videos have been developed in
Ambhaeric with English sub-titles for use
in discussion groups.

CIEFFA and NEPAD Meetings,
Ouagadougou, Burkina Faso, 3 - 7

March 2003

The UNESCO sponsored Centre
International pour I’Education des Filles
et des Femmes en Afrique (CIEFFA)
held an important planning workshop
attended by representatives from almost
all francophone countries in West,
Central and East Africa, to discuss its
Plan of Action. Very useful consulta-
tions took place. A decision was taken
to ensure that the Plan of Action is
revised to include the suggestions of the
participants. It was also agreed that this
would be put before a meeting of inter-
ested Ministers of Education from Africa
during the next Executive Board and
General Conference of UNESCO so that
CIEFFA can be officially launched.

UNESCO held a meeting on the New
Partnership for Africa’s Development
(NEPAD) during the same week. This
was attended by Paris and Cluster and
Regional Office Directors from all over
Africa. One of the most important out-
comes was the decision by UNESCO
Directors regarding the areas of focus
in UNESCO’s work on NEPAD. These
were:

IICBA Planning Visit to South Africa,
17 - 21 March 2003

IICBA represented by IICBA Director,
Dr. Fay Chung, Deputy Director, Dr.
Joseph Ngu and Educational Planning
Coordinator, Mr. Atsushi Matachi, paid a
one week planning visit to South Africa.
They were also accompanied by Prof.
Habtamu Zewdie, IICBA consultant.
Achievements during this visit included:
o Interviews and selection of a head
for the IICBA Node to be located at
the Faculty of Education, University
of Pretoria. Dr. Thidziambi Pendla
was selected, and will take up her

duties shortly. The agreement is
that the Faculty of Education, under
Prof. Jonathan Jensen, will assist
IICBA in initiating and coordinating
programmes in key areas involving
educational institutions in the region,
with particular emphasis on S.
African institutions.

e Meetings with Witswatersrand

University staff regarding their
possible participation in [ICBA’s
planned Educational Planning and
Economic Development programme.
Useful exploratory meetings were
held.

Exploration of the possibility of
transplanting the University of
Pretoria M. Ed. degree programme
which is under Prof. Johannes
Cronje, to other African universities.
The programme is already in the
process of being transferred to the
Sudan University of Science and
Technology (SUST) with assistance
from I[ICBA. Prof. Habtamu Zewdie
is in the process of exploring on
behalf of TICBA possible extension
of this programme to three other
African universities.

Exploration of M. Ed. Assessment of
Learning of the University of
Pretoria. IICBA also began explo-
ration of utilization of the University
of Pretoria M. Ed. Assessment of
Learning programme under Prof.
Sarah Howie. This is in line with
IICBA’s present commitment to the
measurement of the learning of
science and mathematics at upper
primary and lower secondary school
levels in Africa.
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