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The Planning of Education:
Where Do We Stand?

GEORGE PSACHAROPOULOS

Educational planning is a relatively recent phenomenon in the history of
education. It has been practiced, malpracticed, or simply paid lip service
to in most countries, especially in developing ones, since the late 1950s.
On the basis of this experience, Section I of this paper discusses what in
my opinion is a series of educational planning mishaps. Section II attempts
a taxonomic clearing of the jargon used in this field and proposes a shift
from macroplanning issues to the consideration of the effects of more
specific educational policies.

I. Educational Planning Mishaps

Over 25 years of experience with educational planning (of the "macro"
or of any other variety) should provide some lessons to contemporary
policvmakers in education. In my opinion, educational planning in the
past has niot fared well, and the best witness in this respect may be a series
of planning mistakes if not outright disasters. What I mean by a planning
mistake, or disaster, is that a policy solution was adopted that was dia-
metrically opposed to the one that should have been adopted for the
educational system to have served the very purpose intended by the planner
in the first place.

International Comparis(ons

In the early days of educational planning, and in the absence of data
for more sophisticated applications, the model of "international compar-
isons" was used externsively. Its logic rested on the strong positive correlation
between a country's level of economic development and the enrollment
rates in different levels of schooling. Two influential human resource
consultants in those early days even developed a simple "index of educational
development" (I), which equals the weighted sum of the enrollment ratios
at the secondary (S) and the university (U) levels, I = S + 5U.' The
weight of 5 attached to higher education was based on the assumption
that, for the purpose of educational development, every university student

The views expressed here are those of the author and should not be attributed to the World
Bank.

'See F. Harbison and C. A. Myvers, Education, lIanpower and Economic Growth (New York:
McGraw-Hill, 1964).
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PLANNING OF EDUCATION

is worth 5 relative to a secondary school student. Thus, if a poor country
like Nigeria wanted to reach the level of per capita income of, say, Italy,
it should boost the value of its index of educational development. Since
higher education carries a heavier weight than does secondary education
in the construction of this index, the resulting educational policy from
this model has been a heavy emphasis on university expansion. Many
countries, especially in Africa, have followed this model and have expanded
their university system.

The reason I classify this as a planning mishap is that, in those days,
priority should have been given instead to the development of primary
education in Africa. But note that, by constructioni, the index implicitly
assumes a zero weight to prima:v school enrollments (i.e., I = OP +
1S + 5U). In other words, primary education was not considered to be
a limiting factor or a contributor either to the level of educational de-
velopment of a country or, according to the model, to the country's level
of economic development. But had the relative costs and benefits of higher
and primary education been considered, the opposite policy advice would
have followed that in my opinion wouldl have better contributed to the
long-term development effort of African and other countries.

Manpower Forecastinzg

A similar although more sophisticated model used in the early davs
was based on a more direct relation between the economy and education.
According to what is known as the "manpower forecasting model," the
educational plannier should provide the number of skills "required" by
the various economic sectors for the economy to be able to produce the
anticipated level of output.2 For example, in its simpler form, the model
arrives at the future demand for university-trained agronomists in agri-
culture by the following formula. Agronomists = 5 (agricultural output),
where 5 is an observed past relation between agricultural output and the
number of agronomists (e.g., it has been observed that five agronomists
are used or are required per 100,000 tons of agricultuial output).

Again this formula has led to recommendatioins for the expansion of
the higher levels of education in developing countries, whereas the relative
priority might have been at the lower levels. The main reason for the
diametrically opposed policy advice of this model relative to other models
is that it completelv disregards the cost of creating differeint tvpes of skilled
labor, let alone the degree of substitution between differentlv trained
labor to produce the same level of output.3 In spite of the now widely

2 See If. S. Parnes, FPretcasting Edwattnnal .\eed for Economti and Social D)eveloplent (Paris. Or-
ganhizationi for Exonornic (;ooperation and I)evelopmnent, I 962).

F For a ciitique of this mo(del, see (. Psacharopoulos. "Assessing IriaininiSg Priorities in Developing
Countries: Current Practice and Possibk Alternatives," hiternational Labor Review 123 (Septemberi
October 1984): 569-83.
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acknowledged deficiencies of the manpower forecasting model, it is still
being used today in actual planning exercises.

The Vocational School Fallacy

Another intuitively appealing planning formula over the last 25 years
has been that the school system should be made more "relevant" to the
world of work, which largely meant an emphasis on vocational-technical
education. At the secondary level in particular it was thought that the
traditional academic curriculum was "dysfunctional" in the sense of pro-
ducing graduates who would avoid manual labor and aspire to white-
collarjobs and university entry. A more "practical" curriculum, combining
academic and technical-vocational subjects, would be more relevant to
the country's economic needs for "middle-level technicians" and would
restore the balance between education and the world of work. It would
also stop the "one-way street" from the secondary school to the university
by changing students' aspirations and by shaping favorable attitudes toward
manual labor. Such a move gave rise to the so-called diversified secondary
schools in developing countries, which are somewhat equivalent to the
comprehensive schools in Europe.

The experience that now exists with diversified schools shows that
such noble expectations were not realized. A thorough evaluation of such
school systems in two countries has shown that graduates of these schools
are not less prone than are their academic counterparts to continue to
tertiary education, and, moreover, they do not strictly enter occupations
or further training that rielates to their technical-vocational specialization
in secondary school.4 Furthermore, the unit cost of a diversified school
student is about douable that of an academic student at the same level of
education. Again a policy was followed that might have run against the
grain of the real investment priorities in a given country.

The same logic (and fallacy) has also been applied to the primary and
tertiary levels. At the former it was thought that combining education
with production would be more attuned to the country's agricultural
environment. Yet experience with such models has been that countries
as diverse as India and China have recently reversed their policies in this
respect even to the extent of abandoning it.5 Similarly, at the university
level it was thought that agronomy should be the faculty par excellence
to promote for economic development because of its link to the country's
economy. Yet what we observe is that trained agronomists are not always
absorbed by the farm sector in the first place, and, when they are, their

I For a review of the literature on diversified schools in developing countries and detailed
evaluations in Colombia and Tanzania, see G. Psacharopoulos and W. Loxley, Diversified Secondary
Education and Development: Evlidencefrom Colombia and Tanzania (Baltimore: Johns Hopkins University
Press, 1985).

5 See M. Zachariah and A. Hoffman, "Gandhi and Mao on Manual Labor in the School: A
Retrospective Analysis," International Review of Education 31 (1985): 265-82.
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earnings (productivity) are not as high as are their social science counterparts.
In addition, the unit cost of an agronomy student is significantly higher
than is that of other "softer" faculties such as those of the social sciences.6

Government Intervention

Historically, governments have been heavily involved in education.
Although the intention of such involx ement has been good, recent ex-
perience shows that the result may leave much to be desired.7 Following
are a few examples of government involvement in education and its adverse
socioeconomic effects.

The financing of education.-With very few exceptions, the government
is the main financier of education around the world. In many countries
private schools are prohibited, and the government exclusively finances
education. But because the finance capacity of public sources is limited
(e.g., from taxation), such government involvement leads in many cases
to severe underinvestment in education. Had private schools been allowed
or had household contributions for education been tapped, educational
expansion would have been higher. Thus government involvement in
the financing of education leads to social inefficiency regarding the amount
of total resources devoted to education.

Public provision of education.-In some instances, education is not only
financed but also provided by the state in schools that are run and controlled
by the government. As with any other public enterprise where incentives
are lacking and accountability is difficult to establish, such involvement
leads to further inefficiencies in education. Note that a separation of the
financing from the actual provision of education would at least eliminate
one degree of inefficiency. In this case, students would have directly
received the resources allocated by the government for education and
would be free to spend them on the school of their choice. Schools would
compete among one another for students, who would pay schools according
to the quality of the services they provide.

Educational subsidies.-Education has been traditionally subsidized on
grounds of equity. However, the present structure of education subsidies
in most countries is such that it actually leads to inequity and inefficiency.
The social inequity results from the fact that higher education is subsidized
more than is any other level of education, and yet it is the children of
the wealthier classes who attend universities that are financed by the
general taxpayer, including farmers and lower-paid workers.8 Education

6 For a documentation of this point, see G. Psacharopoulos, "The Economics of Higher Education
in Developing Countries," Comparative Education Review 26 (June 1982): 139-59.

7 See. G. Psacharopoulos, "The Welfare Effects of Government Intervention in Education,"
Contemporary Policy Issues (in press).

' For a discussion and documentation of such inequities, see A. Mingat and J. P. Tan, "Who
Profits from the Public Funding of Education? A Comparison by World Regions," Comparative Education
Revieuw 30, no. 2 (May 1986): 260-70.
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subsidies are also inefficient to the extent that they create distortions
between private and social signals for educational investment. For example,
the heavy subsidization of higher education leads students and their families
to aspire to it, whereas the real priority for educational expansion may
lie in the lower levels of education. In other words, the government-
generated signal for a university education may lead to overinvestment
or unemployment among university graduates.

Guaranteed employment.-In view of situations such as the one outlined
above, governments of many countries have also stipulated guaranteed
employment to alk university graduates. Although this measure is politically
welcome and appears at first sight to be solving the problem of unem-
ployment, it can actually aggravate the situation, especially in the long
run, for aspiring university students get a further reason to seek university
entry, and thus such policy may lead to further inefficiency in the system,
In addition, and because of the financial implications of such a scheme,
many governments that pioneered its introduction are now withdrawing
it (e.g., Egypt, Sudan, and T anzania).

Pay policy.-Government-set pay scales reinforce the above inefficiencies
in education. At the upper end of the occupational hierarchy, public sector
pay may be in excess of the true scarcity value of those with university
degrees although giving a signal to individuals for university entry, that
is, the relatively most socially inefficient form among the three levels of
educational investment. At the lower end of the occupational scale, minimum
wages flatten earnings differentials between the least educated and the
primary school leavers, thus creating a disincentive for investment at the
most socially profitable form of educational investment (primary schooling).
Minimum wages are also notorious for creating unemployment among
the youth to the extent that the government-set wage is not matched by
their productivity. Hence employers hire older, more productive workers
at the minimum wage level instead of inexperienced, young school leavers.

II. From Planning Vagaries to Policy Specificities

Given the above dismal record, is there still some room for educational
planning, and, if yes. of what form should this planning be? In what
follows I delineate some points that the educational policymaker could
confidently take into account when making decisions affecting education.
But first let me clear some of the jargon used in this literature.

Is there really such a thing as the "macroplanning" of education that
dominated the literature one decade ago?9 Perhaps the use of the term
educational "policies" may be more realistic and may also have a higher

4 See the symposiurn and comments oni the mnacroplanniiig of education in Comparative Educationt
Reniew 19, no. 2 (June 1975): 187---i236.
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leverage for enacting improvements in the way that education is provided.
Although the two terms are sometimes used interchangeably, they are
quite different. "Planning" conveys an aggregate and holistic notion, hence
the "macro" prefix that is often added to it. It also involves an element
of compulsion or, at least, of implementation by a central authority. The
reason one may lose faith in educational planning is that it is difficult to
see it working in practice. Although there exist hundreds of "educational
plans" over the years, it is rare to come across one that has been implemented.
The reason may be an inherent contradiction between nice political in-
tentions and implementation feasibility. Hence what appears on paper
in the government gazette rarely translates into some form of action in
the classroom. A "policy," on the other hand, is a narrower concept and
has a more limited scope than does a "macroplan," and it may have a
greater effect on the objective that the planner (policymaker) is after than
would a grandiose educational plan.

Casting the discussion in terms of policies rather than of planning
automatically dismisses another awkward term used in the literature: the
macroplanning of education. It is difficult to grasp what this term really
means. Perhaps it intends to convey a global, or aggregate, notion, that
is, the fact that one is not dealing with an individual school or classroom
but rather with the whole school system or with one particular level of
education. As it is impossible to cite a single case in which a school system
or even a given level of education has been planned this way, one loses
faith in the term. Microplanning may be appropriate, but again it is difficult
to specify what the micro unit refers to. Hence it may be better to dispose
of such ambiguous terms.

The literature is littered with educational planning models, whether
of the macro or of the micro kind, and is sometimes further characterized
by sophisticated adjectives like "mathematical," "econometric," "comput-
able," or "linear programming." However, these are merely fancy techniques
that do not necessarily lead to better educational policies (or planning,
for those who may inisist on using this term). My own preference has
shifted toward using the term "approach," which is a wider notion nlot
limited to a certain computational or expositional format. Sophisticated
mathematical modeling may be fine at the graduate level for thie student
to acquire discipline, rigorous thinking, and mastering the mechanics of
certain techniques, but when one moves to actual applications, the situation
is very different. The development of an educational svstem has never
been guided by mathematical programming.

The country's setting where educational planning or policies take
place is a crucial parameter for the scope and tvpe of such planning.
There is more room for some form of planning in developing countries
rather than in advanced ones. Educational developmnent in the latter

Comparative Education Review 565



PSACHAROPOULOS

group of countries is guided largely by what is known in the literature as
the "social demand" for education.' 0 In a poor country, however, there
may be more room for policy action, as explained below.

A country's political regime may also have something to do with the
scope and the type of planning. For example, socialist countries may be
more prone to macroplanning and to effective implementation relative
to more decentralized, free-market systems. Yet recent history has doc-
umented a drastic reversal of educational policies in socialist countries."

Why Do We Need Planning in the First Place?

Educational systems have historically evolved to the present cern.t .ry
without much planning and certainly not of the macro or of the math-
ematical variety. Educational planning was formally introduced in the late
1950s as a late spin-off of Keynesian interventionist economics and the
concern of the era with economic planning in general. The human capital
revolution of the same epoch also boosted the desire for some form of
planning in education. A more pragmatic reason why educational planning
was introduced had to do with the historical provision and financing of
education by the state. A concerted action (if not a formal plan) on how
to best spend the public resources on education was called for. However,
a major split developed between engineering, input-output planners and
those who payed some attention to prices and the workings of the market.
The former dominated the practice in the field and led to the educational
planning mishaps discussed above.

Let me distinguish two levels of argument foi tackling issues of ed-
ucational policy (or planning). First, at the abstract level, the planner
attempts, by intervening in education, to improve a set of socioeconomic
indicators, for example, to raise the level of well-being in a given society
relative to what it would have been without the planning action. In the
economists' jargon, the planner is trying to maximize a social welfare
function that contains arguments such as those for a higher level of per
capita income and its more equitable distribution. Which educational
policies could serve such desirable social goals? Second, at the problem-
specific level, the planner may face some more tangible and direct edu-
cational problems or crises, like a high dropout rate among primary school
students, not enough schools in the countryside, or secondary school
graduates experiencing high rates of open unemployment. Which policies
could be enacted to solve such problems?

My preferred definition of planning is the examination of many feasible
alternatives, then making a choice among them according to an objective.

1 "Social" demand is reallv the sum of the private demand for education by students and their
families.

" For instance, the Cultural Revolution in China. See also Zachariah and Hoffman.
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This definition separates the positive element in planning (i.e., what is
feasible) from the normative element (i.e., what the policymaker eventually
chooses to adopt). I believe that educational planners should gear their
activities on the positive aspect and leave the eventual choice to the pol-
iticians. The latter should be presented with a menu of feasible options
to choose from, stated as follows: if policy A, then outcome Z; if policy
B, then outcome Y; and so on.

The outcomes (also known as criteria, or objectives) of educational
policies have not changed over the years: efficiency (of the internal or
external type) and equity capture most of the socioeconomic effects of
planning of any kind, and especially so in education. For example, the
issue may be how to increase the cognitive achievement of pupils (internal
efficiency), how to increase the employment of graduates (external effi-
ciency), or how to achieve a more equal distribution of educational op-
portunities. Every policy action affects these outcomes in different degrees,
and there also exists trade-offs between alternative policies on given out-
comes. For example, educational subsidies may be equitable but may lead
to a loss in efficiency. Only the politician can weigh the pros and cons of
adopting one policy rather than another. The role of the educational
analyst should be to document the extent of the trade-off involved.

Elementary Economics: The Missing Element

There is a common thread in all educational planning disasters listed
above. In all cases elementary economic considerations have been abstracted
from, such as the relative cost of producing different types of graduates,
the relative benefits these graduates would bring to society, the distortion
between private and social signals for educational investment, and who
would eventually pay for the expansion of schools.

The following case may illustrate the point. In 1960 there was a famous
education ministers' conference in Addis Ababa, convened by Unesco.
The ministers' proclamation was for universal primary education (UPE)
by the vear 1980. Yet this target had not been achieved by 1985, and
projections show that it is unlikely to be reached before the end of the
first quarter of the next century.1 2 The constraint toward UPE is not only
demographic but also has to do with the limits of the public budget to
finance education.

It may be, as it has been argued, that education should be provided
for its own sake and irrespective of economic considerations. Yet the
experience has shown that financial and economic elements cannot be
disregarded in educational planning. If they are, the "plans" (of the macro
or of any other variety) may be simple wishes (as in the case of UPE), or

2 See Kiong Hock Lee, "Universal Primarx Education: An African Dilemma," Education De-
partment, Research Uinit (%Vash1in11gt(1i, D.C.: World Bank, 1984, mimeographed).
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they may indeed lead to the wrong kind of investments relative to a
country's priorities as documented above.

If state budgets and resources were unlimited, one could of course
provide as much education as, and of the kind, every student and family
wants. However, when resources are limited, as is indeed the case, then
priorities have to be set according to some objectives.
Some General Principles

The foregoing discussion leads to some general principles that the
educational planner could confidently consider in shaping future policies:
(a) gradually reduce government involvement in education; (b) pay increased
attention to the private (social) demand for education; (c) be less concerned
with macroplanning mnodels; and (d) focus attention on narrower policies
to address particular issues.

The suggestion for reduced government involvement in education
comes from the fact that public interventiorn has in fact created distortions
in education that moved the system away from efficiency and equity.
Actually, what the role of government in education should be is to remove
distortions between private and social signals rather than reinforcing them.

The suggestion for increased attention to the private demand for
education stems from the fact that it links to cost recovery in the sector
and hence to an increased amount of resources to be used for educational
expansion. This proposition is especially applicable in the poorest countries,
where the public budget has reached its limits to finance additional ed-
ucational investment and where the social profitability of such investment
is at its highest.

The third suggestion stems from the fact that macromodels of the
past have led nowhere in terms of shaping educational policies conducive
to development. On the contrary, attention to elaborate engineering models
has resulted in policy suggestions that are diametrically opposed to the
ones coming from more partial planning approaches. For example, when
attention is paid to the economics of educational expansion, it has been
repeatedly documented that primary education is the number-one in-
vestment priority in developing countries. Yet most macromodels would
invariably set the emphasis on higher education or on vocational schools
at the secondary level.

The last suggestion for focusing on particular policies to address specific
issues stems from pragmatic considerations. Perhaps narrow policies on
specific issues might be more powerful and more likely to be implemented
than would a grandiose "plan" looking 20 years into the future and en-
compassing all levels and types of education. What follows is an illustration
of issues and partial policies to address them. At the same time I shall
elaborate on the instruments to be used to implement the particular
policies.
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On Issues, Policies, and Instruments

There are two main clusters of educational issues, or even "crises,"
often cited in the world literature. Such issues are very common in a large
number of countries, especially in those of the Third World. The first
cluster refers to events happening within the school system, such as high
wastage and repetition and a low level of cognitive achievement. The
second cluster refers to events following schooling, such as the unem-
ployment of graduates or the "relevance" of the curriculum. Such events
link with the labor market and the economy in general, and the issue is
sometimes referred to as the contribution of education to economic growth
and development in general. What is the range of available instruments
at the disposal of the policymaker to address such issues? Let us start with
the latter.

1. The allocation of the state budget.-Given the governments' heavy
involvement in education, this is perhaps the most potent instrument for
serving educational purposes. There are several steps in the budgetary
allocation in order of increasing specificity.

a) Between education and other sectors.-Given the current state of un-
derinvestment in education in most Third World countries, a general
proposition is that policvmakers could increase the allocation of resources
devoted to education as a whole. Note that the increased resources would
not have to come from the state budget; the state could act as a catalyst
in mobilizing private resources for education.

b) Between different levels of education.-For a given state budget, a policy
that is conducive to development would increase allocation to primary
schooling, especially in countries where the net enrollment ratio at this
level is well below 1(00 percent. This does not mean that the absolute
amount of resources devoted to higher or secondary education would
decrease; simply, the relative share of primary to the other levels could
rise over time.

c) Betwveen different tapes of curricula.-For any given level, such as sec-
ondarv education, the policymaker could redress the share of general
curricula versus specialized ones. This policy would in the first place
release resources (because of the lower unit cost of general education)
and at the same time result in a more flexible cohort of graduates to be
absorbed by further education, specialized-training institutions, or direct
employment and training on the job.

2. The allocation of subsidies.-A large share of the state education budget
is allocated to student subsidies in the form of scholarships for tuition
payments or even for housing accommodations, food, and laundry. The
way in which such subsidies are distributed can make a great difference
in the efficiency with which scarce resources are used. Also, the allocation
of subsidies gives the signal to individuals which levels and types of education
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to acquire. A confident policy move that would be an improvement over
the present situation would be a reallocation of subsidies from higher
toward the lower levels of education. As has been extensively documented,
such a reshuffle would serve social efficiency and equity goals.

3. Tolerance of private schools.-This is again a budgetary instrument
since encouragement of private schooling would augment the total amount
of national resources (i.e., public and private) that is devoted to education,
thus leading to educational expansion.

4. Reliance on the social demand.-Actually, the combination of a social
demand approach toward schooling and private contributions would relieve
the educational policymaker from many tasks of previous "macroplanning"
activities; namely, people will get the amount and the type of education
they wish as long as they are willing to pay for it. In this case the role of
the government could be restricted to a few areas where externalities are
present (such as primary education) or where the flow of information
and the poverty level is such that, for equity purposes, subsidization may
be advisable (e.g., primary education in rural areas).

5. Length ofschooling.-Primary schooling has in the past lasted 6 years
and recently has been augmented in many countries to 9 years. In instances
where demographic pressures and costs are such that only a small portion
of the primary-school-age children are enrolled, one may consider a policy
of reducing the length of first-level education to, say, 5 years for the sake
of releasing resources to cover more of the unschooled. Of course the
issue here is a potential trade-off between increased provision of schooling
and loss of quality. For example, do those with only 5 years of schooling
attain and retain literacy throughout their lifetime? This is an empirical
question that has only recently been tackled, and as yet there are no firm
answers to it.

6. Providing incentives.-A common criticism of educational systems in
developing countries is that they are badly managed and inefficient in
using the resources at hand. Examples cited are the high wastage and
repetition rates, underutilization of the most cost-effective educational
inputs, and not enough attention being paid to improving educational
quality. What is seldom acknowledged is the inherent lack of incentives
in a public school system to manage resources in an efficient manner.
Greater reliance in the social demand for education advocated above cum
private contributions would automatically ensure accountability in the use
of resources. But even in countries where private schools are constitutionally
prohibited, incentives can be introduced into the system by at least separating
the provision from the financing of education. This can be done by chan-
neling the public funds to schools via the student rather than by direct
allocation to schools. In such an instance, students and their families

570 November 1986



PLANNING OF EDUCATION

would choose the schools that better serve their needs and their perceived

notion of educational quality and relevance.
7. Educational credit rnarkets.-Education, like any other form of in-

vestment, is boosted by the availability of credit. But unlike other, more

tangible forms of capital, the lack of collateral in the case of education

has led to the relative underdevelopment of such a market. To the extent

that investment in education is socially profitable and that important

externalities are associated with it, there is no reason why the government

should not take the initiative of instituting loan schemes for education.

Beyond the efficiency aspect, loans would also be a more equitable source

of finance, especially in higher education, because the eventual beneficiaries

of education would themselves bear the cost of such education.
8. Congruent peripheral policies.-It should be remembered that the

healthy educational development of a nation not only depends on the

policies pursued in education but also relates to policies in other areas,

for example, the labor market. Assume that a public pay-scale structure

flattens the differential rewards between levels of education. In such a

case the piivate incentive for human capital accumulation will be dampened

in spite of the fact that education may be a socially profitable investment.

Analytical Work

Although some general directions of policy have been indicated above

that may be valid in most countries, such policies must eventually be

tailored to the specific conditions of the country where a policy is to be

applied. Such fine tuning to increase the effectiveness of educational

policies requires research or some form of analytical work. Attempting

to assess the effect of a particular educational policy on a series of socio-

economic indicators may have more value tha i does the elaboration of

another macroplan. What are the frontiers of policy-oriented educational
research?

Traditionally, educational research has been classified into internal

efficiency, that is, on what happens inside the school, and external efficiency,

that is, on the links between education and the economy. Another major

research cluster that could be added is government policies within which

schools and the economy operate (see fig. 1). It may be that the potential

payoff from the third type of research is greater than the one stemming

from others. The most pressing concerns under the three areas are discussed

below.
Cost-effectiveness of alternative educational inputs.-There exist many studies

on student achievement in developing countries. But how many have

estimated the regression coefficients of the independent variables? Such

knowledge would achieve a more efficient use of school resources since
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a given dollar would be spent on the inputs that are most effective in
raising achievement.

Length of primary schooling.-Should the length of the primary school
cycle be 4, 5, 6, 7, 8, or 9 years? Can 5 years, for example, build a literacy
level that would be retained thereafter? Any freed resources could be
used to expand coverage of those children who at present have no chance
of even entering the school system. What are the quality-quantity trade-
offs involved? How can they be quantified to guide educational policy?

Type of curriculum.-Is a vocationally oriented secondary school system
"more relevant" to the world of work than is an academic one? Most
casual observers would say yes, yet the scant empirical evidence we have
accumulated says no. Given the double unit cost of vocational education,
research can guide the desired degree of the vocationalization of the
curriculum in a particular country.

The nonmodern sector.-Traditionally, the links between education and
the economy have been investigated on the basis of modern sector labor
statistics. Yet the majority of the population in developing countries is
employed in agriculture, or the so-called informal sector of the economy.
Does education help them to be more productive in such sectors? The
evidence on this matter is scant, and further studies are advocated.

Peripheral policies.-As discussed above, government involvement in
education and the economy may in fact do a disservice to the very causes
it tries bona fide to promote. Research is needed on the effects of government
policies on various socioeconomic indicators acting through education.
Some relevant questions follow.
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(1) Has the political slogan and policy of "free education" actually
resulted in underinvestment in education?

(2) Has the prohibition of private schools in some countries resulted
in an undue strain on the public budget to provide education for those
who want it?

(3) Does the de facto rationing of school places (because of the limits
of the state budget) actually hurt the poor and those in the countryside?

(4) Do civil service pay scales and, in some instances, guaranteed
employment give the wrong signal to individuals on what level and type
of education to acquire?

(5) Does the differential subsidization of education (university high,
primary low) run against the social priorities for educational investment?

(6) Are countries that follow liberal or expansionary educational policies
better off (in terms of specific socioeconomic indicators) relative to countries
where the school system is financed and provided by the state?

(7) Has the obsession with manpower forecasting for meeting economic
growth targets actually resulted in the wrong mix of educational investment
(e.g., too much higher and vocational relative to basic and general)?

In my opinion these are some of the priority research questions in
the field, the answers to which would lead to an enhanced contribution
of education to economic and social development.

Concluding Remarks
Education has contributed significantly to the development effort of

many countries. It can contribute further in this respect, although the
degree of such contribution will depend on the nature of policies followed
by the government. In this essay I have advocated less reliance on the
vague and nonimplementable notion of macroplanning, more emphasis
on specific policies to address particular educational issues, and more
country-specific analytical work to back these policies. Although some of
the advocated policies, such as less government involvement in the first
place, may themselves be difficult to implement, the eventual outcome
will depend on the will of the electorate. Abstracting from short-run
myopic concerns, a healthy, development-conducive educational system
requires a longer-term view that is not easily adopted by governments
preoccupied with day-to-day problems. Passing the baton from the mac-
roplanner to the student and his family, first, as deciders of what education
to acquire and, second, as financiers at large of education is a strategic
move that would enhance the contribution of education to social and
economic development in developing countries.
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