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Introduction

The present compilation brings together background information about: educational
legislation and other basic regulations concerning education; governance, management
and administration of the education system; and the financing of education.

Data have been mainly drawn from the sixth edition of the database World Data
on Education (Geneva, UNESCO-IBE, 2007). A wide range of additional sources have
been consulted in order to complement, enrich, and update the dataset (see: Sources).

Information has been organized by UNESCO Education for All (EFA) regions.
The present document focuses on countries in South and West Asia. A total of 9 country
cases are included.
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AFGHANISTAN

Laws and other basic regulations concerning education

“In addition to affirming the right to education for all citizens, the 2004 Constitution of
Afghanistan obliges "the State to devise and implement effective programs for a balanced
expansion of education all over Afghanistan.” To fulfill this obligation and the long-term
commitment made in the Millennium Development Goals, the Ministry of Education, in
conjunction with its partners, has developed its first 5-year National Education Strategic
Plan and will lead the delivery of an holistic education, whose content is responsive,
relevant and representative, which is implemented in a sustainable, accountable and
transparent manner, and which is fair and equitable in distribution across the country. The
new Constitution states in Article 43 that free education is the "right of all citizens",
including women.” [Source: UNDP. Afghanistan Human Development Report 2007.]

Administration and management of the education system

“Despite marked progress in primary education, over half of school age children remain
out of school. The national average for attendance of children six to thirteen years of age
Is estimated at 37 %. Provinces in the South and South-east continue to exhibit
particularly low levels of enrollment for girls and boys. Zabul (1 %), Uruzgan (1%),
Helmand (6%) and Paktika (9%), in the South and South-east have the lowest levels of
enrollment. Insecurity has become an increasingly formidable challenge to accessing
education. The number of attacks on schools, teachers, and students rose considerably
into 2006. The quality of education in Afghanistan remains poor and also requires
concerted attention. Through its new National Education Strategy the Government is
committed to increase school enrollment with a focus on expanding the attendance rate of
girls, while increasing simultaneously both access to and the quality of education.”
[Source: UNDP. Afghanistan Human Development Report 2007.]

“Early childhood development (ECD) programs have a relatively short history in
Afghanistan. They were first introduced during the Soviet occupation with the
establishment in 1980 of 27 urban preschools, or kodakistan. The number of preschools
grew steadily during the 1980s, reaching a high of more than 270 by 1990, with 2,300
teachers caring for more than 21,000 children. These facilities were an urban
phenomenon, mostly in Kabul, and were attached to schools, government offices, or
factories. Based on the Soviet model, they provided nursery care, preschool, and
kindergarten for children from 3 months to 7 years of age under the direction of the
Department of Labor and Social Welfare. The vast majority of Afghan families were
never exposed to this system, and most of those who were never fully accepted it because
it diminished the central role of the family and inculcated children with Soviet values.
With the onset of civil war after the Soviet withdrawal, the number of kindergartens
dropped rapidly. By 1995, only 88 functioning facilities serving 2,110 children survived,



and the Taliban restrictions on female employment eliminated all of the remaining centers
in areas under their control. At present, no programs of any size exist, facilities have been
destroyed, and trained personnel are lacking. It is estimated that 2.5 million Afghan
children are less than 6 years of age.

At present, no policies deal with early childhood and no institutions have either
the responsibility or the capacity to provide such services. In the past, the Ministry of
Labor and Social Affairs was accountable for kindergartens, nurseries, and créches, while
orphanages fell within the purview of the Ministry of Education (MOE). At present, the
Ministries of Education, Labor and Social Affairs, and Women’s Affairs have expressed
an interest in overseeing the early childhood sector. As the Government continues to
define and restructure ministerial responsibilities, the strengths and limitations of various
options, including an interministerial coordination agency, should be carefully
considered. While formal structures do not exist, it is not clear whether any informal
childcare arrangements exist at the community level other than those provided by family
members. As women enter the work force, it is likely that a market for private preschool
services will emerge in urban areas.

Few data exist on the number and status of childcare providers formerly attached
to the Ministry of Labor and Social Affairs. These employees were high school graduates
who had completed a 6-month training course in early childhood development. If they can
be found and provided with refresher training, they represent a limited pool of skilled and
committed service providers. Several NGOs provide a range of services to groups of
mothers and young children, including Save the Children, the Aga Khan Foundation,
World Vision, the Swedish Committee for Children, CARE, and OXFAM.

“An estimated 80% of school buildings at all levels have been damaged or
destroyed, as well as all but two teacher training colleges, which are still partially
functioning. Most of the vocational-technical facilities have been damaged or destroyed.
A large number of qualified teachers fled the country, took jobs outside of education,
worked in refugee camps, or have been killed.

The school system consists of 6 years of primary education, serving children aged
7-13 years. There are several delivery channels for education, particularly at the primary
level, including government, community, homebased, and NGO schools. Mosque schools
provide basic religious and moral instruction for boys and some girls, and madrasahs
provide organized religious teaching for boys and young men. Radio instruction has been
extensively used for both children and adult learners, in particular through BBC
programs. Approximately one third of the estimated 3,600 primary schools are supported
by NGOs, covering about 10% of the estimated primary school population in rural areas
in the eastern and northern parts of the county. Only about 600 primary schools are
exclusively for girls.

The government primary education structure consists of a Primary Education
Directorate in the MOE, which is responsible for administrative management of the
system, while teacher training and curriculum development are the responsibility of
specialized directorates. A provincial education office (PEO) in each province is
responsible for carrying out national policies and administering finances allocated by the
central Government. The provincial education officers are historically accountable to both
the provincial governor and to the Minister of Education in Kabul. District education
offices (DEOs) existed in many administrative districts, although their present status is
unclear.

Various reports estimate the size of the primary school teaching force as ranging
from 15,000 to 50,000 teachers, excluding the large number of Afghan teachers in
Pakistan and Iran. Many former teachers, particularly women, are reregistering at the



MOE. Several hundred teachers are also working in home-based girls’ schools in
Afghanistan and in refugee areas. These teachers often have lower academic and
professional qualifications than teachers in regular schools, but demonstrate high
motivation and dedication.

Estimates of enrollment data for secondary education for 2001 range from
220,000 to 300,000 pupils, or roughly 5-11% of the school-age population. The most
recent estimate of survival rates through grade 12 is from 1993, when only three students
out of every 100 who enrolled in grade 1 completed the 12th grade. There is no reason to
believe that the completion rate has improved since that time. Access to secondary
education is constrained by a number of factors, particularly the number and location of
secondary schools. In the past many district centers had one boys’ and one girls’
secondary school, catering mostly to “urban”l students. Most secondary education
facilities are located in cities rather than in villages, which is a serious disadvantage for
those relatively few students in rural communities who successfully complete primary
school and wish to continue their education. Geographically, the ratio of schools to
school-age population is lower in the southern and western regions. For the past several
years, almost no girls were enrolled in secondary school. After the Taliban closed all
girls’ schools, the only secondary education available to girls was in the two northeastern
provinces outside Taliban control.

The common estimate of 3,600 primary and 1,100 secondary schools may be
misleading, because many schools designated as “high schools” combine primary and
secondary schools, grades 1-12 inclusive. Some middle schools combine primary and
lower secondary (grades 1-9). Available data do not clearly distinguish between these
comprehensive schools and “stand-alone” facilities that include only the higher grades.
Under the circumstances, a more useful measure of capacity might be classrooms used for
secondary education. Many of the identified schools exist only in name, as many have
been damaged or destroyed in the war. The exact number of usable secondary structures
is unknown, but estimates indicate that 40% of school buildings are completely destroyed
and another 15% are heavily damaged. Whereas several sources of textbooks and learning
materials are available for primary education (including the Afghan Basic Competency
learning materials and textbooks from the University of Nebraska at Omaha), little new
work has been done on textbooks for

secondary grades. These have roughly three sources: textbooks for science and
math subjects from the International Rescue Committee, geography and history from the
University of Nebraska at Omaha, and textbooks for languages from the Afghan
Government before 1978. These books are now being reprinted as a measure to respond
to the most urgent needs. Most of the school inventory, libraries, laboratory and science
equipment, and consumables are destroyed or outdated.

The institutional base supporting secondary education in MOE includes the
Department of Secondary Education, which has management responsibilities; Translation
and Compilation, which is responsible for textbooks and curriculum; and Teacher
Training. Some PEOs nominally include a department of science, which provides subject
matter and teaching specialists in math and science, although these positions are usually
unfilled. All of these offices are poorly equipped and in a state of disrepair. Outside
Kabul, where the supply of electricity is poor and unreliable, electricity is either sporadic
or nonexistent.

In the past, secondary school teachers were educated in teacher training colleges
or pedagogical institutes. Most of the 14 teacher training colleges are no longer functional
and no new teachers have been trained in years. In 1994, UNESCO estimated the number
of teachers for secondary schools at 17,548.



Higher education in Afghanistan has deteriorated dramatically over the past 2
decades. From 68 colleges with well-equipped campuses in all major cities, the higher
education system has been reduced to empty campuses with no faculty, students, or
equipment. Although higher education may be seen as elitist and serving only a small
minority of the population, reestablishing higher education will be a crucial element in the
effort to rebuild Afghanistan. Decades of war and refugees have almost destroyed
Afghanistan’s professional and technical base of educated people, including teachers,
administrators, managers, engineers, doctors, and other technocrats and professionals.

The Ministry of Higher Education (MOHE) has begun to receive assistance to
revitalize the system. Kabul University is receiving support from UNESCO to develop its
College of Journalism, and 10 short-term fellowships in Germany have been awarded to
update the knowledge and skills of its faculty. In addition, a global appeal for books is
underway to benefit the College’s library. Purdue University, financed by USAID and
independent sources, will provide assistance to Kabul University by reconstructing the
School of Engineering and Agriculture. It will also establish a technical center and a
management department.

Higher education is administered by MOHE. It comprises 12 institutions spread
around the country, led by Kabul University. The universities and institutes are composed
of 68 colleges, specializing in agriculture, economics, education, engineering, fine arts,
geology, journalism, law, literature, medicine, natural sciences, pharmacy, social
sciences, theology, and veterinary medicine. However, as a result of the restrictions
imposed by the Taliban, very little installed capacity still exists in areas other than Islamic
studies.

The prewar teacher education system in Afghanistan was based on a network of
14 2-year teacher training colleges in 11 provinces. With the Soviet invasion, six of these
colleges were transferred to the MOHE and converted to pedagogical institutes with 4-
year programs of study, and the remaining colleges were not supported. By 1984, only
three teacher training colleges were functioning; and after 6 years of the Taliban, two of
these institutions still functioned—nbut only partly: they have suffered physical destruction
and neither has active staff, although several have applied to accept students in 2002 from
among those who take the higher education entrance examination.

The central MOE is organized into 22 departments, including a General
Secretariat. These are coordinated by two deputy ministers, one for operations and one for
program. At present, the deputy minister for operations is performing both functions. All
22 departments are on the same organizational level and all report directly to the minister.
They are grouped into five categories: Coordination and control: deputy ministers,
General Secretariat, audit and inspection; Planning, international relations, and
construction; Management structures: personnel and administration; Subsector structures:
primary education, secondary education, vocational education, literacy, health, religious
education, sciences education, sports, scouts, and orphanages; and Pedagogic structures:
teacher training, translation and compilation (curriculum and textbooks), printing and
publication, and distance education.

In addition, a Kabul City department is attached to the ministry, which administers
the schools of Kabul. The other districts of Kabul are attached to the Provincial
Directorate of Education under the governor of Kabul Province. The distribution of roles
and responsibilities among the central departments is fragmented by functions. The
subsector departments, such as primary and secondary education, have only
administrative responsibilities, and have no role in the issues of curriculum, teacher
training, or planning related to their subsectors; these are responsibilities of the technical
departments, which handle them without consultation with sector departments.



Realignment of these roles and the promotion of coordination between departments are
needed.

The PEOs are responsible for supervising primary and secondary education, as
well as literacy. The activities of central departments, such as vocational and technical,
are not channeled through PEOs or DEOs, which number about 535. The detailed
organization of PEOs may differ from one province to the next, but the general structure
remains the same. A quick survey of the 10 provinces in the central region indicates that,
generally, the provincial offices have two or three deputies (administration, technical
affairs, and religious affairs), an inspection and supervision department, a student affairs
department, a literacy department, and operational departments such as planning,
personnel, administration and finance, accounting, services, and supplies. Only one out of
the 10 provinces has a construction department. For these provinces, PEOs have about 50
staff. MOE’s overall organizational model is a centralized system, although historically
provinces have had an important role. PEOs have had substantive responsibilities over the
years, including the assignment of teachers, financial management, student assignment
and management, and even some purchases of materials. Because of the lack of
communication with provincial and local levels over the past 10 years, the PEOS’
functional autonomy has increased.” [Source: Asian Development Bank. A new start for
Afghanistan’s Education Sector. Manila, 2003.]

“Afghanistan was devastated by three decades of conflict which destroyed physical and
institutional structures and tore the social fabric of the nation. The education and training
infrastructure in the country was at the frontline of this devastation in terms of physical
infrastructure, ideology and trained/qualified human resources. The situation reached its
lowest point under the Taliban regime. Since the ousting of the Taliban in 2002, the
Government of Afghanistan (GoA) has begun to formulate new policies and has taken
major steps towards the rebuilding of these institutions.

A comprehensive policy on education and skills is currently being drafted as the
education sector strategy. Specifically, for TVET the GOA does not yet have a clear
framework or strategy, and it is expected that both will be developed as part of the
proposed project. However, several major initiatives have already been taken in this
regard over the last several years including the launch of the National Skills Development
Program (NSDP) in 2004 as one of four key National Priority Programs to provide
training to build the capacity of the labor force. The NSDP is a program under the overall
leadership of the Ministry of Labor, Social Affairs, Martyrs and Disabled (MOLSAMD),
but functions relatively autonomously within this framework. Two further developments
include the Afghanistan Compact benchmarks emerging out of the London Conference
(January 2006) which identified benchmarks related specifically to vocational education
and training.

Currently, provision of vocational education and training happens through the
Ministry of Education (MOE) and MOLSAMD. The MOE has roughly 12000 students
under training at the postbasic level and admits students into their programs upon the
completion of Grade 9. These programs are offered through 44 institutions around the
country of which nearly half are in Kabul. The training provided by MOLSAMD, and
facilitated by NSDP, has about 15000 trainees in nearly all the provinces of the country.
These trainees are formatively monitored and assessed by the NSDP. However, most the
programs currently being offered suffer in terms of quality and relevance, with most
programs having little or nothing to do with the needs of the market. The programs tend
to be very supply driven. Furthermore, the fragmentation of the sector across a wide range



of providers, public and private, makes it develop coherence across various levels of
education and training, and thus making it difficult for training to provide the right signals
to potential employers.” [Source: World Bank. Project Information Document.
Afghanistan Skills Development Project. Report No.: AB3373, November 2007.]

“There are 34 provinces in Afghanistan. MoE has established one provincial education
office for each of the 34 provinces and one provincial education office for Kabul city due
to the large number of students in Kabul city.

Nationwide, there are a total of 9,476 schools. General Education has 9,062
schools: 5,024 Primary (grades 1-6), 2,506 Lower Secondary (grades 7-9) and 1,532
Higher Secondary (grades 10-12) schools. There are 336 Islamic Schools, 34 Teacher
Training Centres and 44 Technical Vocational schools (of the latter, 17 are in Kabul City
alone). Of the 9,062 General Education schools, 1,530 (16.88%) are found in urban areas
and 7,532 (83.12%) in rural areas. These schools support total student populations of
2,002,341 (35.28%) in urban areas and 3,673,610 (64.72%) in rural areas respectively.

Within General Education the vast majority of students are in Primary school —
4,669,110 (82.26% of the total student population). Among Primary students, 2,930,784
are male and 1,738,326 are female. In terms of Lower Secondary, the total student
population is 735,697 (12.96% of the total student population). Of these students, 533,834
are male and 201,863 are female. Kabul City has the largest number of Lower Secondary
students at 147,040. In Higher Secondary there is a total student population of 271,144, of
which 203,244 are male and 67,900 are female. Once again, Kabul City has by far the
largest number of Higher Secondary students — 77,042.

The total number of employees working in the education sector is 199,948—
191,603 staff are paid by the MoE and 8,345 are paid by the community, NGOs or work
voluntarily. Of those paid by MoE, a total of 12,598 employees were not included in the
survey - 6,801 did not fill in survey forms (had not been recruited at the time of the
survey) and 5,797 staff working in literacy department. Of the 8,345 staff not paid by
MoE, 5,000 teachers are working in the CBE programme and 3,345 are working in
General Education or Islamic Education. Of the 182,350 staff who were surveyed,
168,791 are employed in General Education (92.56%), 4,488 in Islamic Education, 658 in
Teacher Training, 1,445 in Vocational and Technical, and the remaining 6,968 are
employed in the MoE Central Office, provincial and district departments. In total, 81.94%
of MoE staff who were surveyed are teaching staff and,18.06% are non-teaching staff
(5.81% are administrative staff and 12.25% are ajirs (ajirs are service support staff
comprising cleaners, office boys and drivers).

The level of all staff members’ education was collected but was not disaggregated
between teaching and teaching/admin staff in schools. Of the total of 160,007 employed
in these two categories, 1,247 are classified as illiterate (mostly men, mostly within the
General Education programme—the largest number being in Badakhshan with 91 (Table
46)). Since these are both professional categories, the number classified as illiterate is
worrisome. In addition, 3,741 in these two categories have Primary education, 18,478
have Lower Secondary education, 74,418 have Grade 12, 24,843 have Grade 14, and
1,388 have completed university (typically, a bachelor’s degree).

Within the General Education programme, nationwide in 1386 [2007] there were
5,675,951 students in 157,537 classes. These students attended classes in 3,704 schools
with buildings and 4,956 schools without buildings (the status of a further 402 schools is
unknown). Nationwide, the number of classrooms available is 42,003, while the number
needed is 73,208. Nationally, for both General and Islamic Education, there are 22,080



classrooms with light damage requiring rehabilitation and 1,713 with heavy damage that
would need to be rebuilt. In addition, 1,100 schools nationwide have surrounding walls
that need rehabilitation and there are a further 935 girls’ schools which lack surrounding
walls. Within the General Education programme, 70 schools have televisions.
(nationwide, there are 96 functioning and 9 non-functioning televisions available). 432
schools have computers (nationwide, 1,599 functioning and 289 non-functioning
computers).

With regard to sanitation, nationally there are 22,728 toilets available at school
facilities. Of these, 3,374 require rehabilitation. There is also a need for 28,805 new
toilets. With regard to water, there are 4,441 schools nationwide that are without a well or
hand pump and another 1,371 schools with a well but without a hand pump.

Within the General Education programme, only 311 schools have electricity
generators (a total of 309 functioning and 66 non-functioning). Within the Islamic
Education programme, only 20 schools have generators (a total of 20 functioning and 5
non-functioning).” [Source: Ministry of Education. 2007 School Survey. Summary report
(Survey period: May to August 2007). EMIS Department and Department of Planning.
Produced for presentation at the first Education Development Forum. January 2008.]

The financing of education

“The most recent data from Afghanistan on education as a percentage of GNP, dating
from 1981, indicated a very low investment in education of 1.8% of gross national
income—well below the already poor regional average in South Asia of 3.1%.5 It is
reasonable to assume that education will be an important priority for Afghanistan and, as
such, will merit an investment of at least 3% of GNP. However, it is difficult to project a
meaningful GNP for Afghanistan, where virtually all productive assets have been
damaged. Some proportional estimates can be made. The last reasonably reliable estimate
of gross domestic product (GDP) in Afghanistan was $3.7 billion in 1979, when the
population was estimated at 15 million. Recurrent expenditures of $90 million in
education would represent 3% of a projected GDP of $2.9 billion for 23 million people,
or less than half of the equivalent per capita income of 1979, when Afghanistan was one
of the poorest countries in the world.

Recurrent costs will be the largest single expense of the education sector,
exceeding development and capital expenses by a considerable margin in any given year.
As in many developing countries, MOE is the largest civil service employer, so changes
in employment or salary levels in education significantly affect the level of government
spending. A budget planning exercise is currently underway by the Civil Service
Commission to estimate a sustainable recurrent budget level for Afghanistan. The two
major elements affecting the budget are salaries and the number of employees, both of
which are in flux.

The present system is a remnant of a prior salary structure in which salary was
supplemented by non-salary remuneration remuneration, such as allowances for food,
transportation, and other costs. Originally, salary represented the largest part of the
remuneration, but over the years, it has shrunk to a small fraction of the total. A current
teacher’s salary, which has not been paid for more than 6 months, averages about $41.00
per month, of which $2.46 is salary and $38.54 are for food and other allowances.
Professional personnel currently receive about $44.67 per month, while service workers



receive about $40.00 per month.” [Source: Asian Development Bank. A new start for
Afghanistan’s Education Sector. Manila, 2003.]

“Public expenditures are extraordinarily high. Total budgetary expenditures in 2004/05
were equivalent to 57% of GDP (excluding the drug economy from the denominator).
Most spending occurs outside Government channels. Around three-quarters of
expenditure in 2004/05 was donor-executed, in the external budget, with very limited
Government oversight. The security sector is a major driver of overall spending. Security
spending has been growing rapidly and accounts for 39% of total expenditure. A
disproportionate share of public spending occurs in Kabul. Most notably, only 30% of
non-wage O&M (Operation and Maintenance) expenditures are made outside Kabul.

Afghanistan’s municipalities constitute the only semi-autonomous level of
government and should play a very important role in urban service delivery. They have
their own budgets, but levels of municipal taxes and fees are determined by the central
Government, which also approves municipal budgets. Since municipalities are supposed
to live within their means (i.e. expenditures are constrained by resources), they do not
directly contribute to fiscal deficits. However, there are important issues related to future
municipal expenditure liabilities associated with public investments (which often are
decided on and executed by central ministries rather than by municipalities themselves).
Similar potential issues arise with respect to staffing, although there is no indication that
municipalities have gone on hiring sprees, probably due to their relatively hard budget
constraints. There are serious weaknesses in the basics of public financial management at
the municipal level — budget formulation, budget execution, accounting, and auditing.
And there are widespread perceptions of corruption in municipalities. Kabul Municipality
is much larger than all other cities in Afghanistan (accounting for something like 15% of
the total national population) and currently has a special status (more-or-less akin to that
of a ministry) in the overall structure of the Government.

Afghanistan’s budgetary expenditures can be classified along programmatic lines,
and divided into four broad pillars established by the Government in its strategy
documents (Figure 5.1): human capital development (25% of total spending in 2004/05),
physical infrastructure (27%), general administration (9%, including trade and investment
and public administration and economic management), and security (39%). Aside from
the fact that security is the dominant sector, with a rough balance between the human
capital and infrastructure pillars and much less going into the fourth pillar, it is not
possible to say much at this very aggregated level. However, the pattern of expenditures
differs significantly as between the Core Budget and the External Budget. Human capital
development is the largest pillar in the Core Budget, reflecting substantial spending in the
recurrent budget on teachers’ salaries and in the development budget on the National
Solidarity Program (NSP) and on basic health services (contracted out to non-government
providers).

The 2004 Constitution provides the legal authority for preparing, approving, and
executing the national budget. The Public Finance and Expenditure Management (PFEM)
Law, approved in June 2005, further specifies the processes and responsibilities. The
Government is responsible for preparing the budget (and executing it), with MoF leading
the process. The budget is then to be presented for approval to the bicameral legislature
no later than 45 days before the start of the fiscal year, and approval is required no later
than a month after the start of the fiscal year. In previous years, as the Parliament had not
yet been established, the Cabinet approved the national budget through a Presidential
Decree.



The “traditional” service delivery model in Afghanistan is that the State itself
provides services through its centralized bureaucracy (Figure 8.2). Ninety-seven percent
of Afghan students are enrolled in public schools operated by civil servants under the
management of the Ministry of Education (MoE). This model directly links the
Government with the population and thereby may enhance the former’s perceived
legitimacy; it facilitates propagation of nationwide service content (e.g. curriculum); and
it may be able to exploit economies of scale. Certainly Afghanistan has seen an
unprecedented expansion of elementary education since 2001, based on the application of
this centralized model. Both girls’ and boys’ enrollments have reached levels far higher
than at any time in Afghanistan’s history, including prior to the conflict.

The centralized service delivery model has major weaknesses, however.
Management of the primary education system, for example, is highly centralized. All
important decisions, and even relatively less important decisions like appointments of
teachers, are made by MoE in Kabul, often a very long distance and at least three
management layers away from the schools and the students they serve. Schools have very
little access to non-salary budget allocations, and many inputs are provided in-kind by
donors and NGOs-leading to disadvantages associated with the “outside government”
mode of service delivery discussed later. The distribution of expenditures, especially non-
salary expenditures, between Kabul and the provinces is skewed against the providers,
and there are major gaps in service delivery between urban and rural areas (which when
combined with gender and regional disparities become enormous). The needs of each
school are not effectively responded to by distant decision-makers. The efficiency of the
centralized system is reduced by management difficulties, in particular how to hold
teachers and principals accountable for their work from a distance. Another issue is the
role of donors, who may provide financing to the State for education (through ARTF or
project financing), but also may provide salary top-ups, direct payments, and in-kind
contributions directly to schools. The result of all of these shortcomings is poor quality of
education and serious geographical as well as gender disparities, reducing the returns to
the large investments being made in education.

Given its enormous needs and the high socio-economic returns to investments in
elementary education, this is being prioritized in terms of budgetary allocations (see
Chapter 5). But delivering quality higher education services leading to significant
numbers of well-qualified graduates will be essential for state-building and capacity
development in both public and private sectors. While charging fees for higher education
is not popular in any country, the private returns to higher education are substantial
enough that partial cost-recovery is well-justified, with scholarship or loan programs for
those unable to afford fees. Moreover, an astonishing 40% of the recurrent budget of the
Ministry of Higher Education is spent on running costs and food at university dormitories.
Since another 50% of the operating budget of the Ministry goes for salaries, very little is
left for indispensable pedagogical inputs such as internet access, textbooks, journals, lab
materials, etc. Even if charging fees for higher education is not possible in the short run,
expecting students to cover part of living costs — at least food — would be reasonable and
would free budgetary resources to improve the quality of higher education.” [Source:
World Bank. Afghanistan. Managing Public Finances for Development. Main Report.
Report No. 34582-AF, December 2005.]



BANGLADESH

Laws and other basic regulations concerning education

Article 17 of the Constitution of Bangladesh, which relates to education, reads as
follows: “The State shall adopt effective measures for the purpose of: (a) establishing a
uniform, mass-oriented and universal system of education and extending free and
compulsory education to all children to such stage as may be determined by law;
(b) relating education to the needs of society and producing properly trained and
motivated citizens to serve those needs; (c) removing illiteracy within such time as may
be determined by law.” The Constitution provides for establishing a uniform, mass-
oriented, universal system of education, and extending free and compulsory education to
all children. It also provides for relating education to the needs of society, producing
trained and motivated citizens to serve the needs of society and removing illiteracy.

The Non-Government Universities Act No. 34 of 1992 regulates the
establishment of private universities. The Open University was created under the Act No.
38 of 1992.

Primary education has been made compulsory for children aged 6-10 years by the
Compulsory Primary Education Act of 1990, which states that “unless there is a valid
ground, the guardian of each child living in an area where primary education has been
made compulsory shall [...] have his/her child admitted to the nearest primary education
institution located in that area.”

Administration and management of the education system

The principal management institutions in the education sector are: the Primary and Mass
Education Division under the Prime Minister; the Ministry of Education; the Directorate
of Primary Education; the Directorate of Secondary and Higher Education; the
Directorate of Technical Education; the Directorate of Inspection and Audit; the National
Curriculum and Textbook Board; the Boards of Intermediate and Secondary Education;
the Madrasah Education Board; the Technical Education Board, the National Academy
for Primary Education; the National Academy for Educational Management; the
Bangladesh Bureau of Educational Information and Statistics; the Facilities Department;
and the University Grants Commission.

The Ministry of Education (MOE) has overall responsibility for planning,
guiding and controlling the development of education. There is a growing feeling among
educators that, as the principal policy-making body in education, the MOE should focus
its efforts on developing policies and programmes rather than routine matters. While post-
primary and post-secondary education continue under the MOE, the Primary and Mass
Education Division was established in August 1992 and upgraded as a Ministry in 2003.
It is responsible for policy formulation, planning, evaluation and execution of plans and



initiating legislative measures relating to primary and mass education, as well as non-
formal education. Mass education in Bangladesh refers to non-formal education for out-
of-school children, youth and adults in basic literacy, simple numeracy and life skills.

At the central level, the Directorate of Primary Education (DPE), headed by a
director-general, executes the policy decisions and controls, co-ordinates and regulates
the field administration of primary education. Under the DPE there are five divisional
offices headed by deputy directors, sixty-four District Offices headed by district primary
education officers, and 481 Thana (Upazila) Education Offices headed by thana
(upazila) education officers. The Directorate of Non-Formal Education, headed by a
director-general, executes the programmes of non-formal education. It controls and
regulates the field level administration of non-formal education.

The Directorate of Secondary and Higher Education (DSHE) is the principal
agency for implementing government policies in secondary education. It has under its
control secondary schools (including junior high schools and colleges—intermediate,
degree and madrashas). In addition, there are ebtedayee or primary-level madrashas under
its administrative jurisdiction. In recent years, there has been a noticeable increase in the
number of educational institutions. The increasing number of institutions not only creates
pressure on the public exchequer but also brings in its wake administrative and
management problems and increased workload. In addition, problems have resulted from
the nationalization of a number of secondary schools and colleges in the recent years. The
DSHE is headed by a Director General who is assisted by four Directors and a number of
other officials at the center, zone and district levels. The country has been divided into 9
educational zones for effective management of secondary education at the field level.
Under these zones there are 64 District Education Officers (DEOs) and an equal number
of Assistant District Education Officers (ADEOSs) to monitor and supervise the secondary
schools. One of the most difficult tasks of DSHE is the central administration of salary
subsidy payment to nearly 250,000 teachers and employees of non-government secondary
schools, colleges and madrashas.

The National Academy for Primary Education (NAPE) is the principal
institution of primary teacher education, conducting training and research in the field of
primary education. NAPE also looks after the academic programmes of the Primary
Training Institutes (PTIs) and conducts the final examination for the one-year certificate
in education course. There are fifty-three Primary Training Institutes spread over the
country. The annual intake capacity of the PTIs is around 10,000. The PTIs offer a
certificate in education course for primary school teachers. The PTIs also conduct action
research. The National Academy for Educational Management (NAEM) is responsible
for in-service training of senior administrators and teachers at the secondary and higher
secondary levels.

The National Curriculum and Textbook Board (NCTB) is responsible for
curriculum development, printing and supply of all textbooks for the primary, secondary
and higher secondary levels. The Bangladesh Bureau of Educational Information and
Statistics (BANBEIS) is responsible for the collection, compilation, publication and
dissemination of information and education statistics at all levels.

The seven Boards of Intermediate and Secondary Education (BISE)
independently administer the Secondary School Certificate (SSC) and the Higher School



Certificate (HSC) Examinations in their own regions. The Madrasah Education Board
administers the Madrasah system of education (see the chapter ‘private education’
below).

The Technical Education Board has full academic control over the technical and
vocational institutions. The Institute of Marine Technology and eleven Technical
Training Centres, run by the Ministry of Manpower, are affiliated to the Board for
academic purposes. Public examinations are held for various types of courses under the
auspices of the Board. The Ministry of Agriculture operates eleven Agricultural Training
Institutes affiliated to the Board.

Traditionally, the management role in education has been performed exclusively
by the public sector. However, since 97% of the secondary schools are privately-managed
non-governmental institutions, their involvement in planning, execution and management
has to be secured, in order to ensure their participation in the development efforts.

Pre-school education is available mostly in the cities and some of the district
headquarters; it is not part of the formal education system. Pre-school education (baby
class, playgroup, KG-1, KG-2) caters to children aged 3-5. The government is committed
to improving child health care, nutrition, living environment, etc. Most of these activities
in this regard are carried out under the supervision of the government agencies through
various ministries; non-government and community service organizations are also
involved in the delivery of these services.

In Bangladesh, the concept of Early Childhood Development (ECD) and the need
for Early Childhood Education (ECE) as well as other supportive activities for the
development of the child has not been well established. There are many primary schools
that have ‘baby’ (or pre-school) classes and many privately-owned kindergartens that
have playgroup/nursery group sections, but their impact on the children’s development
has not been studied in details. The ‘baby class’ is a pre-primary education arrangement
attached to primary school. Although this arrangement is recognized by the government,
this type of education is not properly administered, nor is systematically supervised.
Teaching-learning materials are not designed through any scientific process. This is a sort
of loose form of education arrangement, helping children become school-oriented. The
child development focus is not obvious in this arrangement.

Thus, the existence of the ‘baby class’ as a form of pre-primary education is the
weakest part of the education system. At its best, it is an activity for familiarizing children
with schooling; but its weakness is that it is not carefully managed. Moreover, in its
nature it is not oriented toward child development in the true sense of the term.

ECE/ECD is identified as one of the major intervention in the National Plan of
Action (NPA) I11 approved by the government in June 2005. There are four ministries
that provide early childhood services: the Ministry of Primary and Mass Education (baby
class in primary schools and playgroups); the Ministry of Women and Children Affairs
(day care centers and pre-primary education); the Ministry of Health and Family Welfare
(immunization and nutrition); and the Ministry of Social Welfare (Orphanage and
children’s home). There is no national mechanism set up specifically to coordinate the
different sectors for early childhood. No major initiatives have yet been taken to promote
sectoral coordination. Recently, however, the Ministry of Women and Children Affairs
has made an effort to mobilize actors across different sectors in the government as well as
actors in the field to implement the Shishu Academy, which runs integrated pre-primary
education for 4-5-year-old children.



The Madrasah system represents an alternative to government education. The
origin of the Madrasah system can be traced back to 1780, when the Calcutta Madrasah
(the first government college in the Indian sub-continent) was set up. The original
purpose of establishing the Madrasah was to produce officials well-versed in Islamic
laws. Over the years the number of madrashas operating as religious institutions
increased, although the original purpose of establishing them has been lost.

Madrasah education, as a parallel system, has drawn considerable attention in
recent years. The number of madrashas has grown as a result of increased government
salary subsidies to non-government institutions. The Ministry of Education issued
circulars equating the Ebtedayee, Dhakil, and Alim madrasah levels with the primary,
secondary, and higher secondary levels, respectively. It is possible for a student passing
the Dakhil Examination of the Bangladesh Madrasah Education Board to be admitted to
the HSC course in a college. Similarly, a student passing the Alim Examination with
science subjects can pass an admission test to be admitted to an agricultural college, a
medical college, or an institute of technology. The Madrasah system includes two
additional stages: Fazil (two-year course, equivalent to bachelor’s degree level) and
Kamil (two-year course, equivalent to master’s degree level).

Primary level institutions had an average of 2.94 classrooms per school in 1987
(129,880 classrooms in all). The situation had improved by 1999, the rural primary
schools had an average of 3.5 rooms and urban schools, 5.5 rooms; 53% of schools had
tolerably acceptable accommodation compared to 42.8% in 1990. The classrooms are
constructed to accommodate 60 students, or 0.725 square meters per student, much less
than standard size (a minimum of 8 square meters). All schools do not have equal number
of classrooms or equal sizes of classrooms. Some 47% schools have less than the
minimum space and all schools less than standard accommodation. Between 1990 and
2000 the government has reconstructed a total of 31,011 schools and repaired 14,570 to
ensure minimum facilities and also to double as storm shelters in cyclone-prone areas.
However, funds for minor repairs remain extremely limited and such work cannot be
undertaken as and when required. More than 60% percent of the primary schools have
water and toilet facilities though inadequate, the gap of about 40% is still quite high.

Generally, curriculum reforms have been without a research base. Although the
National Curriculum and Textbook Board (NCTB) is an autonomous body, the Ministry
of Education has control over these matters. The textbook, being the principal instrument
of curriculum implementation, is supposed to reflect instructional objectives as embodied
in the curriculum. The need for designing content in keeping with the curriculum
objectives is generally recognized and appreciated.

The Non-Formal Education (NFE) Programme provides for out-of-school children
aged 8-10, adolescent boys and girls aged 11-14, adults aged 15-35, and neo-literates. In
order to stop neo-literates relapse into illiteracy, libraries have been put into operation to
provide opportunities for lifelong continuing education. Centre supervisors and teachers
have been trained. Primers, teachers’ guides, teachers’ training manuals and supervisors’
training manuals have been printed. All these programmes are being implemented by
NGOs, as well as by the Government. NGOs are also organizing non-formal education
courses for about half a million out-of-school and drop-out children, youth and adults.

NFE is found highly effective in Bangladesh in addressing the problem of large-
scale adult illiteracy. NFE is meant to reach large numbers of people where they live and



work. Its objective is to impart useful knowledge and skill without removing people from
their normal environment and responsibilities. It is sufficiently diverse and enjoys
adequate flexibility in organization, funding and management; it emphasizes local
initiative, self-help and innovation on the part of large number of people and their local
institutions.

The Total Literacy Movement (TLM) was launched in 1994 in the district of
Lalmonirhat with the active participation of the community. The District Administration
provides the leadership for social mobilization. On the basis of the experience gained in
Lalmonirhat, TLM is expanding wherever appropriate local initiatives have been taken.

In addition, an integrated non-formal education programme to cover two million
out-of-school children, adolescents and adults is currently under implementation.

Mass communication and publicity media (radio and television) are used to create
awareness regarding primary and mass education programmes. The programmes are also
continuing through posters, short films, dramas and musical sessions organized by the
Department of Mass Communication. The Primary Education Fortnight and International
Literacy Day are observed every year in the months of January and September,
respectively, when numerous awareness activities receive social emphasis.

Shishu Kallayan (child welfare) primary schools for working children are in
operation throughout the country. In these schools there is provision for studying from
Grade | to Grade V. Of these schools, six are in Dhaka and Narayangonj, and forty are in
different districts of the country. These schools are being administered by Shishu
Kallayan Trust.

The government policy requires that 60% of the new teachers recruited be female
(for whom the education qualification has been relaxed). The entry qualification for a
newly recruited teacher is the Secondary School Certificate (SSC) for females and the
Higher Secondary Certificate (HSC) for males. The salary, status and opportunities for
promotion of male and female teachers are the same. Teachers have a respectable position
in the society and female teachers are widely revered in the family and society, which
helps ensure greater enrolment and retention of girls. Only 20% of the teachers were
female in 1990. This figure increased to 27% in 1995. Assistant teachers have
opportunities for promotion to the post of headteacher on the basis of seniority, and a
20% quota has been established for recruitment of headteachers to the post of Assistant
Thana Education Officers. Like other government employees, teachers in government
schools receive a monthly salary based on the national pay scale. Teacher salary
subventions are provided to non-government registered primary schools and selected
Ebtedayee madrasahs.

Inspection and supervision play an important role in improving the quality of
education. Field level officers have been given inspection targets. An inspection cell has
been set up in the Directorate of Primary Education for the regular monitoring of
inspection and supervision functions of field officers. The inspection performances of
field officers have been linked to their promotion. Increasing responsibilities are being
devolved to the local level committees, such as the school management committee, Thana
Education Committee, etc.

In-service training of teachers has been recognized as one of the important means
to upgrade the quality of primary education in the country. With this objective, a
mechanism has been established to run an effective, sustainable national in-service
primary teacher training system and to raise the quality of instruction with a cluster of
fifteen to twenty schools under the direct supervision and guidance of an Assistant Thana
Education Officer (ATEQO). The training programme at the cluster has been modified to



make its operation more practical and effective and is held at sub-cluster level. Under this
programme, about fifteen to twenty teachers from four to five schools assemble every two
months in a particular school. The concerned ATEO conducts a one-day training session
based on educational science modules. A long-term training programme of one year’s
duration—known as the Certificate in Education—is also ongoing in the Primary
Training Institutes of the country. The course content has been revised along the lines of
the newly introduced primary school curriculum.

The education sector is no longer able to attract qualified personnel in science
teaching, due to the lack of incentives and the limited facilities available for teachers in
general, and science teachers in particular. As teachers pursue private tuition as a means
of supplementary income, the quality of service deteriorates and absenteeism rises.

[Source: WDE]

“Students' attendance rates are low (62 percent), teacher absenteeism is high (5-20
percent, depending on the type of school), the curriculum is of limited relevance
(particularly at the secondary level), and teacher-pupil contact time is very low. Together
with the poor quality of instruction, these result in low learning achievements as well as
low passing and completion rates. Data from the 2000 Household Income and
Expenditure Survey (HIES) show that only 56 percent of all children 11-19 years old
complete grade 5. In addition, survey-based estimates indicate that primary enrollment
stagnated during the last five years and that poor children are less likely to be enrolled in
school at all levels.

In primary education (grades 1-5), the Government, involved as financier and
provider, directly operates about half of all schools, accounting for 60 percent of overall
enrollment. Registered non-government primary schools account for 25 percent of
primary schools and 24 percent of enrollment. Another large group of schools, the
ebtedayee madrasas (religious schools), accounts for an additional 9 percent of primary
schools and 5 percent of enrollment. Most of these schools are heavily subsidized by the
Government, which provides on average 80 percent of teacher salaries and free textbooks.
All primary schools adhere strictly to the national curriculum developed by the National
Curriculum and Textbook Board (NCTB), which is also responsible for preparing,
printing, and distributing all textbooks at the primary and secondary levels. NGO-run
schools (not supported by the Government) provide non-formal primary schooling to
about 2 million children (about 10 percent of total enrollment in the 6-10 age group).

The mass education system is designed to provide (i) non-formal education for
children ages 8-14 currently out of school, to enable them to transition to the formal
schooling system upon completion of their non-formal course, and (ii) adult literacy
training. In adult literacy about 330 NGOs directly implement the non-formal education
programs of the Government, which aim to cover nearly 30 million adult learners.

Most secondary schools (covering grades 6-10 and 11-12) are privately managed
(98 percent of all secondary schools, 94 percent of enrollment), but a substantial part of
their expenses is covered by government salary subvention payments for teachers and
staff and block grants for construction and maintenance. The Government also supports
the religious secondary schools known as dakhil (grades 6-10) and alim (grades 11-12)
madrasas.

The tertiary education system is intended to prepare high-level manpower for
professional, technical, and administrative positions in the labor market; generate new
knowledge through research; and extend that knowledge to the society at large. Pressed



by lack of employment opportunities at lower levels and attracted by high rates of return
(over 10 percent annually), about three out of four students who pass the higher
secondary certificate (HSC) examination go on to some form of higher education. About
15 percent of the entrants are admitted to the universities, and the rest are channeled into
the nearly 900 degree colleges, most of which are non-government. The Bangladesh Open
University was established in 1992 in order to make university education more accessible.
In 1999 it enrolled nearly 0.18 million students. There are currently 29 private
universities, permitted for the first time in the 1990s, and 13 government universities.
Private universities are not subsidized by the Government.

Bangladesh's Technical and Vocational Education (TVE7) system is relatively
small, absorbing about 2 percent of the education budget and enrolling only 30,000
students at the certificate and diploma levels combined. There are a few reasonably good-
quality public training institutions, including some technical training centers (TTCs)
under the Ministry of Labor and rural training centers under the Ministry of Youth. Good
models for skills training are provided by some NGOs. The Technical Education Board
is a small, self-supporting, and relatively effective organization for curricula, teaching
materials, and trade tests.

There is growing public dissatisfaction with the quality of governance in
education. Perceptions of corruption and negligence, concerns about the influence of
wealth on access to schooling, and complaints about teachers giving private students
priority over public ones are on the rise. Recent surveys report the public's frustration
with the delayed supply of textbooks and the need to buy primary-level textbooks instead
of getting them free of cost. Many teachers do not teach in school unless they are also
engaged as private tutors at home. There are also widespread allegations of corruption
regarding school registration.

In Bangladesh the central Government carries out a combination of functions
emphasizing regulation, supervision, and implementation of policies. Since the line
ministry manages the overall education budget, it has an incentive to recommend
expansion and construction as a solution to most education problems. This is in
contradiction to the expected role of the central Government, which in basic education
should be confined to the provision of technical services, including transparently
allocating resources among districts, setting standards, establishing sector policy and
curricula, conducting research, and disseminating research results and other education-
related information to local governments and to the general public. The task of creating
an effective, decentralized management of primary and secondary education will require
several years.

As far as local participation is concerned, there is little delegation of authority to
School Management Committees (SMCs) or local government. Even when SMCs are
established, local elites often dominate, leaving little room for real representation by
parents and objective community members. At the secondary level the Government
provides its subsidies directly to a "qualified" set of private schools. Once the schools
have attained their eligibility to receive government subsidies, however, the subsidies
continue to flow regardless of performance or community satisfaction. The Government
has little leverage beyond periodic non-renewal of accreditation and discontinuation of
subventions, measures it rarely employs. SMCs are comprised predominantly of male
elites and are not always representative of their communities. There are few ministry staff
at the field level to monitor the quality of the services they are essentially purchasing.
Bangladesh's education administration at the central level and the policy planning and
implementing agencies are not adequately equipped to perform their oversight role. They
have minimal capacity to conduct policy research, do planning and budgeting, monitor



and evaluate programs, and assess school performance. The ministries do not have
sufficient capacity to monitor the financial aspects of the subvention system, not to speak
of the quality of instruction. They have little control over the collection of information
from schools, resulting in substantial delays in the production of basic statistics.
Information about student and school performance and about finances is not always
reliable, nor is it available to the public.

Teachers' wages are not related to performance. While teacher salaries are low, it
is not clear that this is the reason for their poor performance, as manifested by their high
rate of absenteeism. It appears that misgovernance in teacher recruitment, training,
assignment to schools, salary payments, and supervision are some major factors behind
the very low motivation on the part of the teachers to teach. Only these can explain why,
despite being paid less than their counterparts in the government and government-aided
schools, teachers in NGO schools seem to do better in classrooms.” [Source: World Bank.
Bangladesh. Public Expenditure Review. Report No. 24370-BD, May 2003.]

“Once a school is recognized, it receives monthly government subventions - mainly in the
form o f teacher salaries. The government now finances 90 percent of the salaries of
teaching staff in non-government schools. This payment scheme is known as the Monthly
Pay Order (MPO). To ensure that schools have an incentive to maintain high levels of
performance, the subventions were supposed to be linked to performance criteria.
However, these criteria were not clarified in the past, and in practice, till recently, once
schools attained eligibility to receive the MPO, subsidies flowed regardless o f
performance.

The medium-term framework is detailed out in the Government’s recently drafted
(September 2005) Poverty Reduction Strategy Paper (PRSP), titled “Unlocking the
Potential: National Strategy for Accelerated Poverty Reduction.” The PRSP has benefited
from a comprehensive participatory process, including consultations at the regional levels
with representations from a wide spectrum of the society. The Government has owned the
PRSP process, welcoming the donors’ interest but managing and financing the process
almost entirely on its own.

With respect to secondary education, the MoE convened a 51-member expert
committee in 2002/03 to recommend areas for reform in the sector. The committee’s
recommendations were aimed at establishing a cost-effective, high quality and equitable
education system through governance reforms. To flesh out these recommendations, MoE
commissioned in-depth studies in selected areas. Based on this information, as well as
relevant work undertaken by development partners, MoE finalized its medium-term
framework. The development of this framework benefited from an extensive range o f
consultations/workshops with government officials and other stakeholders at the central,
zonal and district levels.

A funding formula which links financing o f schools to their performance has
been developed and is being rigorously implemented. The MPO system has been revised
to clearly link subventions for teachers’ salaries to outcomes on standardized
examinations in grades 10 and 12. Poorly performing schools (with less than 40 percent
students passing standardized examinations in grades 10 and 12) are being given a two-
year period in which to improve their performance, failing which the subventions will be
suspended. Given that over 60 percent of the schools would fall into this category, and
stopping MPOs for these schools would seriously disrupt the secondary education system,
the Government is implementing this order gradually. Simultaneously, the government
has developed and is implementing an incentive package for well performing schools.



In the current centralized structure, it is imperative that School Management
Committees (SMCs) or College Governing Bodies (GBs) be empowered, as they are the
only entities that exist at the local level to monitor schools, attendance of teachers and
students, upkeep of physical infrastructure, and performance in examinations. Reforms
have been aimed at streamlining the composition and strengthening the role of
SMCs/GBs with greater emphasis placed on the monitoring role. District and upazilla
advisory committees were also established with the authority to monitor school
performance and ensure public disclosure of information (e.g. SSC pass rates, teacher
absenteeism, class sizes, etc.) related to school quality.

Parliament has approved setting up a Non-government Teacher Registration and
Certification Authority (NTRCA) which would screen and certify a pool of individuals
eligible to be hired as teachers in non-government secondary and higher secondary
institutions. While SMCs/GBs, on behalf of the communities, would still recruit the
teachers, it would be mandatory for them to choose from this pool in order to qualify for
government subventions. The first set of examinations for the potential pool o f incoming
teachers was held in November-December 2005, in which 61,000 applicants participated.

All new teachers will now be hired from the pool of NTRCA certified teachers
and a third party evaluation of NTRCA registration and certification process will be
completed by 2006.” [Source: World Bank. Program document for a proposed second
programmatic education sector development support credit to the People’s Republic of
Bangladesh. Report No. 35015-BD, February 2006. DISTRIBUTION RESTRICTED.]

The financing of education

As a share of GDP, government expenditure on education averaged 1.2% during the First
Five-year Plan (FYP, 1973-78); 1.3% during the Second (1980-85); 1.8% during the
Third (1985-90); and 2.2% during the Fourth FYP (1990-95). In 1994/95, the share of
GDP rose to nearly 3%. Despite this steady pattern of growth in allocations, Bangladesh’s
public investment in education as a share of GDP is among the lowest in South Asia.
Educational expenditure as a share of total government expenditure averaged 9.4% during
the First FYP (1973-78). It rose to 13.6% during the Fourth FYP (1990-95), a level of
allocation that compares favourably with that of most South Asian countries. The
government’s recognition of the importance of primary and mass education is reflected in
the share of development expenditure allocated to this education sub-sector, which was
58% of the education sector budget in 1996. The government committed itself to develop
and improve the quality of primary education. Subsequent increases in allocation to the
sub-sector will ensure that gains already made are sustained, the quality of schooling
improved, and basic and mass education are provided nationwide.

The proportion allocated to the primary and mass education sub-sectors from the
combined revenue and development budgets remained more or less constant—an average
of about 51% during the period from 1990/91 to 1995/96. External resources (loans and
grants) supported about 16% of the total educational expenditure during the 1990-95
period. Over 75% of these resources were spent on primary and non-formal education,
reflecting both the government and its development partners’ priorities in the sub-sector.

Generally, teachers’ salaries and allowances constitute a major part of the total
public expenditure on education. In Bangladesh, classified expenditure data on education



are not available. The available data, however, suggest that per-student public expenditure
in government institutions (secondary schools, colleges and madrashas) is significantly
higher than in non-government institutions. Per-pupil recurrent expenditure in urban
secondary schools greatly exceeds per-pupil expenditure in rural secondary schools.

Although non-government secondary schools are managed by their respective
managing committees, the main source of their expenditure is the government salary
subsidies for teachers and non-teaching employees (49.2%). The next important sources
are tuition fees (24.3%) and other student charges (18.5%). Tuition fees for girls in grades
6-8 in the rural areas have been abolished since January 1990. Consequently, a subsidy
for tuition fee exemption for girls is paid by the Government to the concerned non-
government secondary schools.

The total public expenditure on education has tended to more than double every
five years. Perhaps sustaining this trend will be a difficult task. However, to achieve
Universal Primary Education by the year 2000, increase the literacy rate and enhance the
quality of education at all levels, additional resources must be created. Based on the
present socio-economic scenario, rough estimates of public expenditures on education are
on the order of Tk34,523 million by the year 2000/01 and Tk89,542 million by the year
2010/11.

In recent years, a number of educational finance issues have been raised. One of
these is the nationalization of non-government secondary schools and colleges.
Nationalization benefits two groups—the teachers and the students. The government-
teachers and employees have a higher salary and retirement benefits, which are not
currently available to teachers and employees of non-government institutions. The
students’ benefit comes in the form of the lower tuition fees paid in government
institutions. While successive governments have nationalized a number of institutions,
there has been no debate on the issue and the Parliament did not have the opportunity to
discuss it. The Planning Commission, however, has boldly raised the issue. Even if the
nationalization policy is not abandoned, it can be linked with quality-enhancement
measures. An alternative to the nationalization policy would be to develop selected
existing schools, government or non-government, as institutions which would develop
and disseminate sound educational practices and innovations and serve as resource
centres for other schools in the thana.

Another important issue in the financing of education is the recovery of costs.
Tuition fees in the universities have remained at the 1960 level. In the government
schools and colleges, tuition fees are substantially lower than those in the non-
government institutions. Mobilizing additional resources for education, however, is
unavoidable. In this process, the possibility of enhancing user fees and allowing the
setting up of institutions of higher learning in the private sector can be considered.

As a percentage of GNP, expenditure on education during the period 2000-2004 is
estimated at about 2.2%, which compares favorably with an average allocation of less
than 1% during 1973-1980. The current trend in public expenditure is consistent with the
government’s commitments for giving highest priority to the education sector.
Allocations for education sector over the last ten years (1997-2004) were around 18% and
12% of the revenue and development budgets respectively. Within the education sector,
primary and mass as well as secondary and higher education have been given priority



over post-higher secondary university education. The budget for the fiscal year 2002/03
allocated 37% of total revenue budget for primary and mass education while 51% was
allocated for secondary and higher education. Development budget however gave higher
allocations to primary and mass education (59%) while 34% was allocated to secondary
and higher education. Universities normally receive about 8% of total public sector
allocations.

[Source: WDE]

“The Government produces a Five-Year Plan (FYP) that sets out, in considerable detail,
its development objectives and strategies for the medium term and makes indicative
investment allocations. However, the sectoral strategies contained in the plan document
are so broad that they provide a pass-through to almost every project that is presented for
consideration. As a result, scarce resources are spread thinly across a large number of
projects, many of which have very little public good content. The broad strategies also
preclude giving attention to the likely multi-year recurrent cost implications of the large
number of investment projects included in the development budget.

Expenditure estimates are largely prepared on an incremental basis from previous
years' allocations. This lack of a medium-term strategic framework, combined with
extensive political interference in the prioritization of projects within sectors and little
participation by line ministries in the planning process, has resulted in a situation where
resources are spread thinly across a large number of projects.

It is accepted practice in Bangladesh to spend resources on initiatives that are
considered to be of national importance even if these have not been included in the
approved budget. Several projects of this nature are then "regularized” ex post through
parliamentary approval of a supplementary budget.

Uncoordinated assistance from multiple donors has been an issue in budgetary
management in Bangladesh, notwithstanding the existence of a fairly active mechanism
for donor coordination in the form of the Local Consultative Group (LCG) and its various
thematic and sectoral subgroups. While the share of foreign financing has been declining
over time, external resources still finance around 50 percent of Bangladesh's ADP
(Annual Development Program). Although donor activity is coordinated by the External
Relations Division (ERD) of the Ministry of Finance, and line ministries generally keep
ERD informed about donor-related initiatives, the sectors tend to enter into bilateral deals
for enclave-type project financing, often not linked to sector strategy, in order to alleviate
their budget constraints. From the donors' perspective, Bangladesh's development projects
suffer from insufficient scrutiny at the entry level, a slow rate of disbursement, and
institutional handicaps at the implementation stage.

The household sector represents the most important source of education financing
in Bangladesh. Starting from the primary level, schools collect fees or contributions to
cover costs, and households pay supplementary educational materials, private tutoring,
and other education-related expenditures. Households' annual expenditures per student
equal government expenditures per student at the primary and tertiary levels. At the
secondary level, however, private expenditures exceed government spending by a large
margin. Secondary education in Bangladesh is not free, and households incur extremely
high costs for private tutoring geared toward passing the public secondary school
certificate (SSC) and higher secondary certificate examinations.

Three key public policies underpinned Bangladesh's education successes. These
include (i) sustained injections of public resources; (ii) effective partnerships with the



private sector for service delivery; and (iii) provision of subsidies to influence the demand
for education in favor of the poor and girls.

Bangladesh's public policy and expenditures have consistently emphasized
education, and the sharp increases in education spending that occurred during the mid-
1990s have been sustained. Education is by far the largest recipient of budgetary funds in
combined Annual Development Program (ADP) and recurrent budgets. Total government
expenditure on education is currently about 2.2 percent of GDP and 15-16 percent of total
government spending.

Most government expenditure on education is directed to basic education-primary
and mass education and secondary education. However, during the past decade there has
been a significant shift within basic education from the primary to the secondary level.
For example, primary education's share of the recurrent education budget decreased from
48.5 percent to 39.5 percent over the course of the 1990s, while secondary education's
share increased from 36.8 percent to 48.4 percent. While the pressure to accommodate the
increasing demand for continuing education from the cohort that finished primary school
contributed to this trend, it also reflected a policy shift to widen the provision of
secondary education, particularly to girls.

Public resources cover roughly half of education costs, and since expenditure is
less equitably distributed relative to income than is public expenditure, the distribution of
total expenditure in education is considerably less equitable than the benefit incidence of
public expenditure.

A high share of government education expenditure at all levels is directed to
teachers' salaries and salary-related subsidies to non-government institutions. In
1999/2000 salaries and salary-related subsidies accounted for 97 percent of recurrent
expenditure at the primary level and 80 percent at the secondary level. Thus little funding
is available for other inputs such as teaching materials, supplies, in-service training, and
maintenance. Construction is another large item in education budgets. For example,
although the number of government and government-supported primary schools has been
largely stable for several years (there were 37,710 government primary schools in 1996
and 37,677 in 2000), construction of government-aided schools absorbed 28 percent of
the capital budget in 1999-2000.” [Source: World Bank. Bangladesh. Public Expenditure
Review. Report No. 24370-BD, May 2003.]



BHUTAN

Laws and other basic regulations concerning education

Though the country at the moment has no legal framework or an education act, the
government has strong commitment to pursue universal basic education. Education is
provided free to all the children even beyond the basic education level. More importantly,
education is considered as one of the fundamental needs required to achieve Gross
National Happiness, e.g. the framework for the overall development of Bhutan.

[Source: WDE]

“The draft constitution, which will be enacted in 2008, clearly highlights the
responsibility of the government vis-a-vis education. Article 9, Principles of State Policy,
15, of the constitution states, *“ The State shall endeavour to provide education for the
purpose of improving and increasing knowledge, values and skills of the entire
population with education being directed towards the full development of the human
personality.” and 16 has, “The State shall provide free education to all children of school
going age to tenth standard and ensure that technical and professional education is made
generally available and that higher education is equally accessible to all on basis of
merit.” From these clauses it would imply that education will be “right” based, though
this principle is applied already (RGOB 2003). Although education is termed to be free, a
better clarification may be to describe it as being highly subsidized. The government
provides free tuition, textbooks, sports equipment, meals and boarding, and free
stationery to the rural schools. However, there are nominal fees, such as Nu. 5 charged for
every child enrolling in PP. Parents are also required to contribute Nu. 30 per child
annually to the school development fund at the primary level. The school development
fund contribution is Nu.100 each for the lower secondary and Nu.200 for the middle and
higher secondary school levels.” [Source: Bhutan: EFA Mid-decade Assessment. N.d.,
presumably 2007.]

Administration and management of the education system

The Ministry of Education (formerly, the Ministry of Health and Education) stands at
the head of the educational administration. The Minister is supported by the Ministry
Secretariat, which is headed by a Secretary. The Secretariat is organized into the Policy
and Planning Division and the Administrative and Finance Division, each headed by a
Deputy Secretary. The Bhutan Board of Examinations, School Planning and Building
Division (SPBD), Education Media (previously known as the Audio Visual Unit) and the
National Commission for UNESCO are also a part of the Secretariat, and are directly
accountable to the Secretary. The Internal Audit Unit headed by a Chief Internal Auditor
reports directly to the Minister.



There are four Departments under the Ministry of Education; the Department of
School Education (DSE), the Department of Adult and Higher Education (DAHE), the
Department of Youth, Culture and Sports (DYCS) and the Dzongkha Development
Authority (DDA). Each Department is headed by a Director, (Director General in the case
of DDA), who is responsible for the implementation of the plans and policies of the
department. Each Director is supported by Joint Directors who head the various divisions
under the department.

The Department of School Education is organized into 4 Divisions as follows:
Curriculum and Professional Services Division, Education Monitoring & Support Service
Division, Programme Division and Teacher Development Division. The Programme
Division administers the following programmes: School Information Technology, Special
Education, Early Childhood and Care Development (ECCD), School Agriculture, School
Nutrition and Feeding and Private Schools development. A School Liaison and
Coordination Unit also support the Department. The Department of Adult and Higher
Education is also organized into the Tertiary Education Division, Scholarship Division
and Non-Formal and Continuing Education Division. The Department of Youth, Culture
and Sports is organized into the Career Education and Counselling Division, Games and
Sports Division and Scouts and Culture Division. The Dzongkha Development Authority
(DDA) is organized into the Literacy Promotion Division and the Research and
Development Division.

The central level is responsible for the content and standards of all educational
levels within the general education system, and for providing comprehensive supervision
and guidance at the primary and secondary levels. It is also charged with improving the
designs of schools, setting up standards for physical facilities, distributing essential
supplies such as stationery, textbooks, sports equipment and other teaching materials to
the schools, changing the school curriculum and organization, and providing support to
the Dzongkhags in developing their schooling infrastructure. Teacher recruitment, pre-
service and in-service teacher training in selected areas, initial deployment, inter-
Dzongkhag transfers, promotions and termination of services are also responsibilities of
the central division. In addition, the central level co-ordinates resource mobilization and
distribution with the Ministry of Finance and reviews and approves plans of the
Dzongkhags. It also provides assistance to the Dzongkhags and institutes in implementing
national policies and plans.

The tradition of community contribution existed well before the advent of
modernization when extensive use of community labour was used for building and
maintaining dzongs, religious edifices and service facilities. During the last ten years, the
government has also made concerted efforts to shift the focus of decision-making from a
centralized system to a more active community participation system. As a result, more
than 150 schools have been constructed by communities over the last decade, on their
own initiative and mainly using local resources. In addition, more parents are now
involved in the management of schools.

To facilitate community participation, every school has a School Management
Board. The members of the Board consist of the gup (head of Gewog—nblock or village
headman), the chimi (people’s representative in the National Assembly), the headmaster,
representatives of parents and members of the Block Development Committee (Gewog



Yargye Tshochug—GYT). The Board is responsible for all aspects of management of the
school, including mobilizing community participation.

The concept of community participation has also extended to the NFE
programme. All NFE centres are managed by the NFE committee consisting of the school
headteacher and village elders under the chairmanship of the gup, who is directly
responsible for planning and management of literacy programmes in the community.

Bhutan’s five-year planning processes are initiated with policy directives and
guidelines provided by the Planning Commission. The guidelines are the result of a
situation analysis carried out by the government including the line ministries. Policy
directives filter to the grass-root level through the District Development Committee
(Dzongkhag Yargye Tshochug—DYT) and the GYT, which constitute two important
development fora for the people. These fora also discuss activities proposed by
communities and local authorities. Therefore, the establishment of a school or a NFE
centre in a village has to be formally approved at the Gewog (block) level before it is
submitted for approval at the Dzongkhag level, where the authority has to prioritize the
programmes and budget the proposals for further submission to the Division of Education
or the Planning Commission.

The Bhutan Board of Examinations is responsible for organizing and
monitoring national examinations, i.e. the All Bhutan Primary Certificate Examination at
the end of Grade VI and the examinations at the end of the basic education programme
(Grade VIII) and at the end of Grade X. The latter examination is conducted jointly with
the Council for Indian School Certificate Examinations in Delhi.

The Information, Education and Communication for Health Bureau was
created in 1992, primarily for educating the public on basic health, hygiene, nutrition and
family planning. The Bureau publishes pamphlets, leaflets and flip charts for distribution
to the public. It also organizes health festivals, exhibitions and plays to enhance
awareness.

The responsibility for general education, technical education and higher education
is now divided between the Ministry of Education, the recently established Ministry of
Labour and Human Resources and the Royal University of Bhutan.

Bhutan has a national curriculum. The Curriculum and Professional Support
Division carries out curriculum related functions. Presently a review and restructuring of
the curriculum—especially English language and mathematics—is in progress. Through
this exercise the Ministry hopes to make the curriculum more responsive to the social and
economic environment, including a greater role in information communication
technology.

A greater focus is being provided to the reading programme and linking this to the
development of language skills among students. Continuous assessment is being
introduced as part of teaching-learning program in schools through series of in-service
workshops for teachers and also is integrated into the pre service teacher training. Piloting
of resource centers for disseminating new ideas as well as for accessing education
resources for curriculum implementation has been successfully completed and is being
expanded. Environment and Value Education, counseling and youth related issues such as
substance abuse and reproductive health are being integrated within the formal school



curriculum and as extra-curricular activities. Examination systems are being reviewed and
standardized tests are being piloted to provide meaningful feedback on the quality of
education to the educators and the general public. A major policy shift in recent times is
to make secondary education more relevant by introducing a basic skills training
programme in the form of clubs and introducing career counselling to orient youth to the
world of work.

With a purpose to produce citizens with spiritual and social values, the concept of
all round and wholesome education has been an established philosophy of education in
Bhutan. The enhancement of formal education curriculum with the introduction of the
basic skills development programme and youth programmes has far reaching impact. The
incorporation of basic knowledge on health, nutrition, sanitation and reproductive health
in the school curriculum not only improves the personal hygiene and health of the
students but sensitized students on the important emerging issues such as HIV and AIDS.

For early childhood care and development, there exist no special programmes and
facilities, except for nursery education services provided by a few private schools.
However, the government has addressed the issue through sectoral inputs in the areas of
health, nutrition and education. Nurseries and day-care centres are now being established
by the private sector in urban areas. Programmes are now underway to include this
dimension in NFE courses so that parents are better prepared to undertake this task. Pre-
primary education is a formal, one-year programme offered in primary and community
schools and it is considered as being part of primary education. Children are admitted into
the pre-primary class (PP) at the age of 6.

While parental contribution for establishing new primary schools has increased
over the past decade, the costs of teacher salaries, materials, stationery and textbooks
continue to be largely borne by the government. This has led the Division of Education to
look closely at the cost effectiveness of the system and to review its free education policy,
which was originated at a time when few students were enrolled and when most parents
did not have the capacity to financially contribute to education. With the rapid expansion
at the primary level and the foreseen growth at the other levels of education, it has
become difficult to sustain the system. Therefore, since 1994 the provision of free
stationery has been removed from primary schools located in urban areas. Similarly,
boarding places of primary and junior high schools (Grade VI and below) have been
phased out and are available only for children qualified to continue to higher grades and
where there are no such schooling facilities near homes. However, such initiatives are
being implemented cautiously and are closely monitored to ensure that this does not
affect the enrolment of any particular groups of population.

Before the advent of the modern education system, Bhutan had a well established
monastic education system dating back to the eighth century. These schools still play an
important role in the Kingdom’s social and religious life and are instrumental in giving
access to an alternative form of education. While the institution of the modern education
system has pushed this programme to the background, it is still crucial in providing
education to those who opt to take up monastic and ecclesiastic calling. In the Bhutanese
context, such decisions are made quite early in life and a significant proportion of the
population continue to be beneficiary of this form of education. It was estimated that in
1990, at least 15,000 monks and gomchens (lay monks) were enrolled in monastic
schools. Although no direct investments were made for this programme, the government



nevertheless recognized the importance of this form of education in complementing the
efforts of the modern education system.

There are numerous types of programmes provided by different monastic
institutions. The most important is the programme which is directly administered by the
Central Monastic Body. While Tashi-Chhodzong remains the headquarters, this monastic
order commands similar institutions in all the twenty Dzongs. These institutions also
provide patronage to numerous Gomdeys (Lay monk’s monasteries), Drubdeys
(Meditation centres), Shedras (School for language and arts), Lobdras (Monastic schools)
and nunneries. It is estimated that enrolment in these institutions amounts to 5,289
students.

A less well-organized institution but nevertheless covering a wider expanse of the
country are the Goenpas (village temples) which also may house a respected Lama and
his lay followers who study to become lay-practitioners of religion. The record of the
Special Commission for Cultural Affairs indicate that there are about 2,000 monasteries
and temples spread throughout the country. Even assuming a modest number of five
gomchens in these places, one would get to a total of 10,000 throughout the country. In
addition, there are nunneries with an estimated enrolment of 500 nuns.

A significant effort has also been made to enhance the knowledge and skills of
teachers through in-service training programmes. A comprehensive system of updating
and keeping teachers abreast about the changes in curriculum and development issues has
been instituted at the national and school levels. A system for the Dzongkhag level was
also tried out for two years, but this was abandoned due to difficulties for Dzongkhags to
mobilize human and financial resources. Each year, over 1,000 teachers (over half of the
total teaching force) are engaged in national workshops. These workshops are continued
at the school level in the form of School-Based In-Service Programmes (SBIP), during
which the new methods and information are disseminated to the other teachers. SBIP are
also an important forum where teachers can share experiences with their colleagues.

Professional support to schools and teachers is another important component
which is crucial for improving the teaching/learning processes in the schools. The
Dzongkhag Education Officers (DEOs) and the School Inspectors have always been
responsible for providing such crucial support. However, because of the lack of adequate
staff, this has been one of the most difficult and perhaps neglected aspects of the
educational programme in Bhutan. For example, a DEO does not even have an assistant
to help him/her in his/her tasks, which also include planning, administration as well as
looking after new school construction programmes. Similarly, there are only ten officers
in charge of the Inspectorate.

A far reaching decision made recently in this regard has been to change the image
of the Inspectors and their title to Education Monitoring Officers (EOMs). In line with
this, EMOs also receive help from qualified teachers and professionals who are appointed
as ‘focal persons to assist in their work. In 1998, there were seven focal persons while in
1999 this has been increased to twenty-one.

[Source: WDE]

“While no systematic research has been undertaken, the MOE’s own assessment of
students’ performance in public examinations indicates a decline in learning outcomes
over recent years. This is supported by informal feedback from parents who point to
insufficient competency levels of school leavers, particularly in languages and



mathematics. Employers are also questioning the responsiveness of secondary and higher
education to labor market demands. According to a recently completed private sector
survey, employers consider the lack of skilled labor as one of their biggest business
problems. A recent assessment of the institutional capacity of the DOE to implement the
9th Plan highlighted a number of constraints and one bottleneck. The constraints are
mostly in the areas of division of labor, leadership and management, and work practices,
while the bottleneck is inadequate human resources. Human resource development in the
DOE, which underpins effective management structures and processes, has unfortunately
not kept pace with the rapid expansion of the education system.

Recognizing this, the Government made a policy decision to shift responsibility
for school management from the center to dzongkhag and geog (sub-district block)
administrations. A human resource development (HRD) master plan has been developed
to build the capacity for a more decentralized management system. Implementation of the
HRD plan will, however, take time and considerable effort before staff turnover and skill
gaps at the central ministry and dzongkhag education offices can be addressed in a more
systematic manner. Until this happens, the center’s capacity for policy formulation,
program planning, and monitoring and evaluation of education outcomes, will remain
constrained, as will be the capacity at the dzongkhag and geog levels to take on local
school development and management responsibilities.

To ensure the stock of Bhutanese teachers needed for expansion of both primary
and secondary education, the Government has increased teacher training places in the
National Institutes of Education (NIE), and raised salaries to make teaching more
competitive with other public service jobs. While teacher absenteeism and poor quality at
entry are generally not problems in Bhutan, rural schools suffer from a shortage of
qualified teachers. To address this concern, the Government has begun to provide
incentives to attract qualified teachers to rural areas in the form of better staff housing,
faster promotion, and more in-service training opportunities. Until sufficient numbers of
Bhutanese teachers have been trained, the Government will continue to contract teachers
externally from India.

A new Ministry of Labour and Human Resources has been established to give
specific attention to the mismatch between the supply of school leavers and demand by
employers for specific skills. This ministry currently provides counseling and career
information to students, and has been negotiating with employers, ways to increase job
opportunities for school leavers.

Most of the provision of secondary and higher education remains in the public
sector. Less that one percent of students at the junior high and the high school level are
enrolled in private schools. However at the higher secondary level (grades 11-12) there
has been a substantial growth in the private sector - close to 30 percent of total enrollment
is in private institutions and four such institutions cater to the needs o f individuals whose
grades are too low for entry to government schools, and who can afford to pay the fees.
There are no full-time private tertiary institutions, although some short courses are
offered in areas that are not capital intensive, e.g., computer training.” [Source: World
Bank. Project appraisal document for a proposed credit to the Kingdom of Bhutan for an
Education Development Project. Report No. 25802-BHU, June 2003. FOR OFFICIAL
USE ONLY ]

“The responsibility for the administration of education in Bhutan is shared by several
organizations: the Ministry of Education, the Ministry of Labor and Human Resources,
the Royal University of Bhutan, the Dzongkhags and the Gewogs. The central monastic



body and independent monasteries are responsible for the administration of the monastic
education. The Ministry of Education is responsible for policy, planning, curriculum
development and administration of Basic (Primary up to Middle Secondary), Higher
Secondary and Continuing Education, including the non-formal education. For tertiary
education the Ministry of Education is responsible for selecting students for international
scholarships, for designing and implementing Higher Education policy and for liaising
with the Royal University of Bhutan.

As a result of decentralization, Dzongkhags and Gewogs are now entrusted with a
range of responsibilities for Basic, Higher Secondary and continuing education, mainly
focusing on school construction and maintenance, and the implementation of national
policies. To fulfill these responsibilities every Dzongkhag employs Dzongkhag Education
Officers (DEOs), supported by one or two assistant DEOs. They report to the Dzongda
and to the Ministry of Education. The Ministry of Labor and Human Resources is
responsible for vocational training after class X, while the Royal University of Bhutan
(RUB) is responsible for all tertiary education after class XII.

In 2006, the Ministry of Education piloted a Continuing Education programme in
one of the private schools in the capital, Thimphu. This programme has now been
extended to Paro and Phuntsholing. The classes are held in private schools that also
provide the teachers and get paid a sum of Nu.8,500 per student per annum as tuition fees,
while the books are supplied free by the Ministry of Education. Adults who have missed
out on class X and XII now have the opportunity to finish their schooling under this
programme. Starting with classes IX and XI, the programme prepares students for classes
X and XII over a two year period. Although classes are held in the evenings and at week
ends, a minimum attendance rate has to be met in order for students to be eligible to sit
for the examination set by the government. Most of the students in the pilot programme
have been in-service people.

Since the introduction of internet into the country in 1999, the use of ICT has seen
a phenomenal growth among the various organizations in the country. New technologies
have offered vast opportunities both as educational tools and as a means to knowledge
and learning. Therefore, all Higher and Middle Secondary Schools have a computer
laboratory with a minimum of 15 to 20 computers each. In addition, some of the Lower
Secondary Schools and Community and Primary Schools have also been supplied with
computers. Teachers and students who finish the Basic Education (class X) are expected
to be IT literate. Free internet access has been given to all schools in the week ends and
50 per cent discount for the rest of the week.

Since 2003, Bhutan has established the Royal University of Bhutan, with nine
publicly funded tertiary educational institutes accredited to it. Currently, there are 3,553
full time students (35 per cent females) and 521 part-time students (24 per cent females)
studying at the different institutes.

An ECCD section has been established under the Department of School
Education, Ministry of Education, and currently has one external advisor-cum-trainer and
two national staff. A draft ECCD policy and guidelines was formulated in 2003 and has
been incorporated into the Guidelines for Establishment of Private Schools in Bhutan.
This paper highlights the minimum facilities required for Day Care Centres and the
criteria and procedures for starting one, including class room size, fees, teachers and
management board etc. A total of 9 licenses have been issued for the establishment of
private Day Care Centres since 2005 but three have closed down due to non-availability
of children. The ones closed down were located in Thimphu, Paro and Haa.

There were 245 community primary schools in 2006, compared to 151 in 2000, a
62 per cent increase in numbers. As new frontiers are opened for education, the need for



community schools has become imperative although the increase in number may not
necessarily signify an increase in enrolment, as sometimes community schools are
upgraded and merged with lower secondary schools with boarding facilities. However, in
this case, the number of students enrolled in community schools has gone from 17,335 in
2000 to 29,132 students in 2006. This represents about 28 per cent of the primary student
body or about 20 per cent of the student population up to higher secondary level.

In 2000 there were 8 private schools with 1,460 primary students enrolled, but by
2006 the numbers have increased to 16 private schools with 5,421 students.

In 2000 there were 3,045 teachers, including those in private schools and
government institutes and this number had doubled to 6,094 in 2006. Furthermore,
although the number of non-national teachers had gone up from 577 in 2000 to 613 in
2006, the percentage had gone down, from 19 to 12 per cent respectively.

When we examine the qualifications of teachers between 2000 and 2006, there is a
significant difference in numbers and their qualifications. The number of Masters Degree
holders had increased by 92 per cent between 2000 and 2006, although the number of
trained teachers had gone down by 14 per cent. This is attributable to the high number of
non-national teachers with Masters degrees, who numbered 315 (85 per cent) but did not
have a teaching certificate. There is a phenomenal increase in the number of teachers
holding Bachelors degrees, from 452 in 2000 to 1,789 in 2006 and in addition, the
percentage of trained teachers had increased from 17 per cent to 74 by 2006. The current
high percentage of trained teachers (92 per cent) is certainly remarkable considering the
overall increased number of teachers.

While schools have been given greater flexibility, in order to maintain the
uniformity of standard and quality, examination papers are still being set by the Bhutan
Board of Examinations. In the past, examinations for classes VI and VIII were set and
assessments done by the Bhutan Board of Examinations. Then class V1 was delegated to
the individual schools. Until 2005, the class VIII examination was conducted centrally but
with the increasing of basic education to class X the class V111 examinations are now
conducted in the same manner as class VI.” [Source: Bhutan: EFA Mid-decade
Assessment. N.d., presumably 2007.]

The financing of education

Between 1992 and 1997, and during the Seventh Plan, the government allocated 1,738.87
million Ngultrum (NU) for the education sector. The estimated expenditure at the end of
the Plan was recorded as NU1,799 million for the whole education sector, out of which
NU559 million was spent on developmental projects (capital). Out of capital works, it
was estimated that NU248 million, or 44% of the total, was spent on development of
infrastructure related to primary education. On average, therefore, the government spent
NU50 million per year on capital development programmes for primary education.
Furthermore, annual costs per child at the primary education level in the period 1991-98
range form NU2,500 to 2,800. Out of this, 72% is spent on teachers salaries and related
expenses, 9% on books, stationery and other learning materials. Food represents about
8% of the expenditure, while maintenance of infrastructure and in-service teacher training
absorbs about 2%.

It is estimated that the government spent NU126 million on primary education in
1991. This has doubled to NU277 million in 1998. However, as a percentage to the total



current expenditure on education, the share of primary education saw a gradual decline
from 67% in 1991 to 61% in 1998. A reliable assessment of community contribution is
not available, but it is generally assumed that there has been an increase in the level of
contributions over the last decade.

With respect to the NFE programme, the major costs incurred during the period
1992-98 have been related to development of materials and teacher training. Very little
costs have been incurred on capital development, as classes are mostly conducted in
existing formal schools. Teachers’ remuneration has also been minimal as the NFE
programme utilizes the services of the formal school teachers on very nominal charges.
Total expenditure incurred on the NFE programme is estimated at NU2 million per year.

The present accounting system makes it difficult to provide a clear cut statement
of expenditure, particularly when many of these activities cut across sectors such as
health, agriculture, communication, etc. This is also complicated by the fact that even
within the education sector the budget may be allocated by institutions and not by
programmes.

Although the government allocates the highest budget to the social sector (health
and education), in each development plan period funds are insufficient to address
problems such as teacher shortage, lack of facilities and maintaining the quality of
education. Hence, during the last decades almost the entire capital development
component of the budget—which covers construction of facilities and enhancing the
school environment in terms of providing furniture and equipment and developing
libraries, science laboratories and sports fields—has been met through international co-
operation. The need for funds however far outstrips the volume of aid from bilateral and
multilateral partners. Nevertheless, it is to be noted that without their support, Bhutan
would face serious constraints in providing quality education to all.

Major partners in education development since 1990 include UNICEF, the World
Bank, the Governments of India and Switzerland, the United Nations Capital
Development Fund, the Asian Development Bank and the World Food Programme. Other
organizations that are supporting education development through smaller projects are
UNDP, UNFPA, UNESCO, and the Governments of the Netherlands, Denmark, Canada
and Japan.

A study by the Division of Education (1994) indicates that community inputs are
proportionately greater in community schools than in primary and junior high schools.
They are also proportionately greater in rural than in urban schools. The report also
highlighted that community interactions are not necessarily confined to the above lists but
are used in some cases to recruit temporary teachers. In addition, many schools collect
funds in order to organize cultural and social activities not covered by the government’s
regular budget.

The proportion of the education budget within the Government budget during the
last nine Five-Year Plans has continued to be around 10%, even in the face of other
emerging priorities and competing demand from other areas.

[Source: WDE]



“In view o f the substantial needs of the sector, the Government has earmarked 15% of
the 9th Plan budget to education. This will enable education spending to increase by 50%
in real terms by 2008-09, demonstrating the Government's continued commitment to a
sector that is considered to be critical for improving national productivity and the quality
of life of the Bhutanese people. In addition to domestic resources, the Government has
mobilized significant support from its main development partners (India, Switzerland,
Denmark, Japan, Canada, UNICEF, IDA) to implement a sector-wide program reflecting
Plan priorities. With rapid growth in Gross Domestic Product (GDP), the total
government budget is expected to increase by about 50% between 2002/03 and 2002-09,
from US$229 million in 2002-03 to US$343 million in 2008-09. Education is a priority
for the government. As a result of the increase in overall government budget, the
allocation for education, which is projected to be around 15% of government expenditure
as compared to 13.6% currently, i s expected to increase by approximately 65% over the
period 2002/3-2008/9, from US$31.0 million to US$51.0 million. Recurrent expenditures
are estimated at around 65% of total education expenditures, or in the magnitude of about
US$33.5 million in 2008/9.” [Source: World Bank. Project appraisal document for a
proposed credit to the Kingdom of Bhutan for an Education Development Project. Report
No. 25802-BHU, June 2003. FOR OFFICIAL USE ONLY ]

“In the current Ninth Plan period, the budget of Nu.10, 209.4 million for the education
sector was further divided between the centre, Dzongkhags and Geogs. Out of this outlay,
48 per cent was earmarked for capital expenditure. During the Ninth Plan period, the
government has placed a lot of emphasis on participatory planning, with the Geog as the
lowest administrative unit. In addition to the Geog Yargye Tshogchung (GYT, Block
Development Council) at the block level, there is also the Dzongkhag Yargye Tshogdue
(DYT, District Development Council) at the district level, and both are important tiers in
the decision making process of development in Bhutan. Although the allocations show
that as much as 72 per cent of the education budget went to the Dzongkhags and 3 per
cent to the Geogs, there is more of an administrative decentralization than an actual
devolution of power. There were no discretionary funds or block grants allocated to the
Dzongkhag or Geogs, although the actual needs were articulated by the people at the
grass roots. The planning and priorities were still set by the central agencies in
conjunction with the Planning Commission. The major portion of the budget was
allocated for secondary schools (59.9 per cent) and primary schools (15.7 per cent), which
is not surprising as over 50 large secondary schools and 137 new community primary
schools were to be constructed, in addition to others being upgraded.” [Source: Bhutan:
EFA Mid-decade Assessment. N.d., presumably 2007.]



INDIA

Laws and other basic regulations concerning education

India’s commitment to the spread of knowledge and freedom of thought among
all citizens is reflected in its Constitution, promulgated in January 1950. The Directive
Principle contained in Article 45 ensures that “the State shall endeavour to provide within
a period of ten years from the commencement of this Constitution, for free and
compulsory education for all children until they complete the age of fourteen years.”
Article 29 (1) ensures that any citizen having a distinct language, script or culture will
have the right to conserve it. Article 350-A stipulates that “it shall be the endeavour of
every state and of every local authority within the state to provide adequate facilities for
instruction in the mother tongue at the primary stage of education to children belonging to
linguistic minority groups.” Moreover, special care of the economic and educational
interests of the underprivileged sections—in particular the Scheduled Castes and
Scheduled Tribes—is a declared obligation of the State under Article 46. Article 29(2)
ensures that no citizen shall be denied admission into any educational institution
maintained by the State or the receipt of aid from State funds on grounds of religion, race,
caste, or language. The expression “the State” includes the Government and Parliament of
India, the government and the legislature of each of the states and all local or other
authorities within the territory of India or under the control of the Government of India.

In accordance with the principles contained in the Constitution, the Government
has to provide free and compulsory education for all children in the age group 6-14 years.

One of the major developments during the 1990s has been the decisive step to
decentralize the management of education through two Constitutional amendments made
in 1993. They mandate states to enact laws devolving powers to elected bodies at urban,
district and village levels for developmental administration.

The eighty-sixth Constitutional Amendment Act of December 2002 has made
elementary education a fundamental right for all children in the age group of 6-14 years.

Administration and management of the education system

The Government in India is federal in character. Although under the Constitution, the
central and the state governments have joint responsibility for education, it is essentially
treated as a state matter, except in some well-defined areas. The responsibility of the
central government is for educational planning and policy, for co-ordination and
maintenance of standards in higher and technical education, for promotion of research and
training relating to school education, adult education, promotion of languages, and so on.
The Ministry of Human Resource Development, which comprises the Department of
Education, has the principal responsibility in respect of education.



For the purpose of governance, India is divided into thirty-two States and Union
Territories, the latter being administered under the direct control of the central
government. A major challenge in national planning is to reconcile the planning priorities
of states with the national plan frame. The National Development Council imparts a
national character to the entire process of planning. In the education sector, the Central
Advisory Board of Education (CABE) plays a leading role in the development and
monitoring of policies and programmes. In some of the States, local self-government
bodies—panchayati raj institutions in rural areas and municipalities in urban areas—have
been associated with school education in order to make the system of administration
sensitive to local conditions as well as to facilitate the participation of the community.

The principle of decentralization has been extended to the management of primary
education and Village Education Committees (VEC) have been set up in many parts of
the country. These Committees are responsible for the enrolment and retention of children
in schools; they supervise the functioning of schools, check teachers’ absenteeism and
mobilize additional resources. Attempts have been made to ensure communities’
participation not only in the preparation of educational plans, but also in the
administration of education including the mobilization of additional resources.

District Boards of Education (DBE) plan and administer education at the district
level. District plans have been developed to increase infrastructural facilities, develop
instructional material, train teachers, etc.

At the state level, it is usually the State Department of Education that
administers secondary education. At the national level, the Kendriya Vidyalaya
Sangathan, New Delhi, runs the Kendriya Vidyalayas (central schools) while the
Navodaya Vidyalaya Samiti, New Delhi, runs the Navodaya Vidyalayas (i.e. schools for
talented rural children).

The Central Board of Secondary Education (CBSE), New Delhi, functions
under the overall supervision of the Department of Education, Ministry of Human
Resource Development, Government of India. It deals with activities related to
affiliation, academic matters and examinations, and develops innovations and reforms to
be introduced at the secondary and higher secondary levels in order to bring education at
par with international standards. There are more than 4,300 schools affiliated to the
Board. There are Boards of Secondary Education in each state as well.

At the higher education level, the following bodies determine and maintain
standards and funding at the national level: the University Grants Commission, the All
India Council for Technical Education, the Medical Council of India, the Indian Council
of Agricultural Research, the Veterinary Council of India, and the National Council for
Teacher Education. Some states also have Higher Education Councils, as well as senior
government functionaries (Secretaries) for higher education at the state government level.
These bodies are in charge of the higher education administration within the state.
Concerning the University Grants Commission (UGC), “although its principal function
is to co-ordinate the development of higher education and to ensure maintenance of
standards, over the years it has become the central government’s arm for assessing the
financial needs of universities and colleges and disbursing funds to them.”



The administration of technical education is mainly ensured by the All India
Council for Technical Education (AICTE). Set up as an advisory body in 1945, it was
given a statutory status through an Act of Parliament in 1987, which came into effect in
March 1988. The main functions of the statutory AICTE include: proper planning and co-
ordinated development of technical education in the country; qualitative improvement at
all levels in relation to planned growth; and regulation and maintenance of norms and
standards. The AICTE performs its statutory functions through seven Regional
Committees, All India Boards of Studies and various innovative schemes and
programmes.

The National Council of Educational Research and Training (NCERT) was
established as an autonomous institution in 1961. One of its major objectives was the
promotion of qualitative improvements in school education and teacher education. The
NCERT conducts research, development and training programmes and also plays a role in
dissemination of information through its constituents: the National Institute of Education,
New Delhi; the Central Institute of Educational Technology, New Delhi; four Regional
Institutes of Education, located at Ajmer, Bhopal, Bhubaneswar and Mysore; the Central
Institute of Vocational Education, Bhopal; and field offices in major states. At the state
level, functions similar to those of the NCERT are performed by the SCERT.

The NCERT develops the curricula, syllabi and textbooks for schools and has
provided invaluable assistance in the implementation of the District Primary Education
Programme (DPEP) being conducted in several states. The NCERT also maintains close
links with state-level education authorities, provides important inputs to the school system
and co-ordinates activities related to UNICEF and UNESCO assisted projects.

The Central Institute of Vocational Education (CIVE) was set up in Bhopal,
Madhya Pradesh on 1 July 1993 to serve as the top research and development institute for
vocational education in the country. The CIVE’s main concerns and current activities
focus on: the review and standardization of curriculum textbooks and instructional
materials; teacher training programmes; and inter-state collaboration to facilitate and
share information and experiences related to vocational education.

The National Institute of Educational Planning and Administration (NIEPA)
is the major institution concerned with educational planning and administration. Set up as
an autonomous body by the Government of India, NIEPA conducts research, organizes
training, provides consultancy services, and disseminates relevant information on
innovations, changes and developments in the areas of planning and management. Many
states are also in the process of creating State Institutes of Educational Management
and Training (SIEMT) to assist state-level educational planning and training of
educational planners and administrators.

The National Council for Teacher Education (NCTE) was established in May
1973 by a Government resolution to advise central and state governments on all matters
pertaining to teacher education. Until 1993, the NCTE’s status and role have been purely
advisory as it did not have statutory powers to enforce its guidelines. As per the
provisions laid down in the 1986 NPE and in the Programme of Action for its
implementation, the NCTE was conferred statutory status by a Parliamentary Act in 1993,
with effect from May 1995. The Act provides for establishment of the NCTE with a view
to achieving planned and co-ordinated development of the teacher education system



throughout the country, as well as regulation and proper maintenance of norms and
standards.

The National Policy on Education stipulated that the National Council of
Educational Research and Training (NCERT) would carry out reviews of the curriculum
every five years. It also stipulated that appraisals at short intervals will also be made to
ascertain the progress of implementation and the trends emerging from time to time.
While there is a common structure of school education throughout the country, there is
variation in the division of the first ten years of schooling into different stages. While the
core areas of the curriculum are common, there is sufficient flexibility to include local
specificity worked out for transaction at the school level.

Keeping the learner at the centre of the educational process, the curriculum has to
respond to the demands made by family, culture, economy and polity. Hence, the exercise
of developing a curriculum framework and the selection of knowledge, subject areas and
subject matter needs widespread consultation and transparency in the decision-making
process. The National Curriculum Framework made available by the NCERT in 2000 was
based upon a discussion document highlighting the issues and questions concerning the
formulation of the framework. The document was widely discussed with various
stakeholders and state-level educational policy makers, administrators and teacher
associations. There was also widespread debate in the media.

The revised curriculum framework reaffirmed most of the objectives of school
education indicated in the previous framework. It also introduced fresh concerns like the
minimum levels of learning, value education, use of communication and information
technology, and the management and accountability of the system. An effort has been
made to integrate subject areas under the scheme of study; such integration is also
required to make education life-skill oriented rather than knowledge oriented.

The National Curriculum Framework 2005 recognizes the primacy of children’s
experiences and their active involvement in the process of learning. Learning experiences
at school should pave the way for construction of knowledge and fostering creativity and
become a source of joy, not stress. Concerns and issues pertaining to environment, peace
oriented values, gender, SC & ST and minorities must inform various subjects and school
experiences. The examination system seeks a shift from content-based testing to problem
solving and competency-based assessment. The Syllabus Committees setup for various
stages of school education involving scholars, subject experts, teachers and NCERT
faculty held several meetings and deliberated on the ideas reflected in the NCF and
formulated the syllabi. A Monitoring Committee appointed by the Ministry of Human
Resource Development, as per the recommendations of the CABE, approved the new
syllabi in its meeting held in October 2005.

Pre-primary education caters to 5-year-olds and it is not compulsory. Pre-primary
schools are mainly run by state governments, municipal corporations and other
governmental and non-governmental agencies. The 1986 National Policy on Education
defined the objective of early childhood care and education (ECCE) as being the total
development of children in the age group 0-6 years, and added that special attention must
be paid to children from underprivileged groups and those who were first generation
learners. In a country like India, where inequalities are so extreme that thousands of
children require—in addition to educational facilities and exposure to a learning
environment—support in terms of health care and nutritional inputs, ECCE has evolved
as a programme which seeks to provide such a holistic service. The ECCE programme is



designed to further the three objectives of: (a) preparing children for primary school; (b)
providing a support service for girls in Universal Primary Education (UPE); and (c)
acting as a support service for working women of low-income groups.

This implies addressing different aspects such as cognitive development, language
development, social and emotional development, physical and motor development,
development of creativity and aesthetic appreciation, development of values related to
personal, social and cultural life, scientific ways of thinking and inculcation of healthy
habits. The activities, experiences and environment necessary for promoting the
development in all the above areas constitute the core of an ECCE curriculum. The
curriculum is envisaged in three sub-stages: early stimulation for children under 3 years,
largely through parental involvement and education in a relatively unstructured mode; the
organized center based play and development-oriented curriculum for the 3-5-year-olds;
and the school readiness curriculum which overlaps for the 4-6 year olds and includes
reading and writing readiness and number readiness, as a preparation for primary
schooling.

This developmentally appropriate thrust in the curriculum has been reiterated all
the way back from the National Curriculum Framework for Elementary and Secondary
Education (NCFESE 1988) through the National Curriculum Framework (2000) and now
the more recent National Curriculum Framework (2005). This framework, in addition,
views education of child from ECCE to grade 2 along a continuum and emphasizes
continuity of approach and methodology. All curriculum frameworks discourage formal
teaching as well as formal evaluation of children at ECCE stage. The National Council of
Educational Research and Training (NCERT) has over the years published several
guidebooks and training manuals for ECCE to be used by the states and agencies
implementing ECCE.

The content of ECCE programmes extends beyond health care and nutritional
inputs to encompass structured and unstructured play activities, and to provide materials
and learning experiences to promote the social, emotional, mental, physical and aesthetic
development of children. There is also an effort to establish effective linkages between
ECCE and other development programmes to ensure a convergence of services. These
include the Integrated Child Development Services (ICDS), balwadis/anganwadis or day-
care centres, schemes which are run by governmental and non-governmental
organizations, and pre-primary schools managed by local organizations and state
governments.

Given the integrated nature of ECCE, the major responsibility for this stage of
child development rests with Ministry of Women and Child Development (MWCD).
Various other ministries like Ministry of Health and Family Welfare (MH&FW), Ministry
of Human Resource Development (MHRD), Ministry of Social Justice and
Empowerment (MSJ&E), are also involved in one way or other in provisioning of ECCE
services, each bearing their respective sectoral responsibility for particular age group of
children in the delivery of nutritional, health and educational components. Given this
multi-sectoral arrangement and the fact that ECE is acknowledged as the first step in the
education ladder, the Department of Education had also launched several initiatives
dovetailed to its primary education programmes. The extent of coordination between
Department of Education and the MWCD is evident from several initiatives like
synchronizing the timings of the ICDS centers with primary schools so as to free the girl
children from the burden of sibling care and enable them to attend primary schools,
relocating the ICDS centers in the primary school premises as far as possible, introducing
the component of school readiness as initial part of primary education curriculum,
continuing with play based methodology in grade 1 and 2 etc.



Recently, the total responsibility of ECCE has been shifted from the Department
of Education within MHRD to the newly created Ministry of Women and Child
Development. This has been possibly done due to the fact that the largest programme of
ECCE, the ICDS, is being implemented by this Ministry. The ICDS programme is being
expanded both quantitatively as well as qualitatively. By transferring the ECE
component to this Ministry, it is hoped that the coverage will expand and more children
would be able to receive the care and education envisaged under the ICDS programme.

Beginning with 33 projects in 1975, ICDS has expanded to 6,113 sanctioned
projects in all 35 States/Union Territories in the country. Each project covers a block (the
smallest administrative unit). Of these, 5,635 are currently operational with 744,887
Anganwadi Centers (ECCE centers) on September 2005. Though the programme mainly
covers rural and tribal population, it is also operational in urban areas through 523 ICDS
projects to cater to the population living in slums and underdeveloped areas. The ICDS
offers a package of health, nutrition and preschool education services to children, from
prenatal stage to the age of 6 years and to pregnant and lactating mothers, following a life
cycle approach. Some ICDS centers, which are typically for 3-5-year-olds for preschool
education, have been extended to include créches for the younger children. But the
number of these créches is insignificant.

Textbooks remain the principal instructional material in the classroom. Thus, they
assume great importance, especially in contexts where, for most students, they are often
the only reading material available. Therefore, efforts have been made to ensure
widespread availability of this critical educational input. Given that the Indian education
system enrols more than 100 million students in primary schools alone, it is significant
that virtually all primary students have textbooks, with most receiving them in a timely
manner, and at fairly affordable prices (the average price of a primary textbook is about
Rs. 8 or about US$ 0.25).

Textbook publishing is almost entirely in the hands of state agencies. The private
sector also participates in varying degrees. In most states, it is the SCERT that is
responsible for textbook development, with a Textbook Corporation or a Textbook
Bureau that actually publishes them. Typically, states publish textbooks for all the
subjects, in all the relevant languages. Some states publish hundreds of titles, including
books in more than ten languages. It is in the printing and distribution aspects that the
private sector is more involved, as in the case of states such as Uttar Pradesh,
Maharashtra and Tamil Nadu. Some states, such as Madhya Pradesh, have constituted
regional depots and maintain computerized inventory control to ensure efficient
distribution of textbooks.

With the introduction of the Minimum Levels of Learning (MLL), the focus has
shifted from information-based textbooks to competency-based ones. A number of states
are developing new MLL-oriented textbooks and are preparing textbooks that are learner-
friendly and promote child-centered, activity-based learning. One significant development
is the introduction of trials, whereby experimental textbooks are field-tested before being
introduced on a large scale.

Libraries are available in only one-fourth of primary schools in comparison to
more than 90% of secondary and higher secondary schools. Many states implementing
basic education projects (e.g. Rajasthan, Uttar Pradesh, Andhra Pradesh, Assam) have
developed and disseminated supplementary reading material, in addition to launching
projects to initiate classroom libraries. Facilities in private schools are better and teachers
have greater access to libraries than in government schools. Effective utilization of
teaching and learning resources, however, remains limited to a small number of schools.



Teacher education institutions follow the quota policy of the Government of India
with regard to the disadvantaged sections of society, such as SCs, STs and Other
Backward Classes (OBCs). At present, 15% of posts in education departments and
teacher education institutions are reserved for candidates belonging to the SCs. Likewise,
7.5% of posts are reserved for candidates belonging to STs. Recently, 27% of posts in all
services including teaching have been reserved for candidates belonging to OBCs.

States follow different recruitment procedures. In some states, the recruitment is
made on the basis of the candidate’s performance in a competitive examination. In some
other states, recruitment is made on the basis of the academic and professional
background of the candidate. The merit of each candidate is determined on the basis of
his/her score in the examinations he/she has passed in addition to previous teaching
experience, if any. In some other states, a combination of the two procedures is adopted—
i.e. performance in a competitive examination and merit determined on the basis of
academic credentials. The performance of candidates in an oral interview examination is
also considered.

The salaries of teachers are established separately by each state and determined on
the basis of academic qualifications, training and experience. Most states follow the
national guidelines for salary scales and have, for the most part, established a parity of
salary scales between government and privately aided schools. In addition to the salary, a
price-index linked “dearness allowance” is given to all teachers. Various other allowances
are also granted to all categories of teachers to compensate them for the special stress
under which they work—i.e. city compensatory allowance; house rent allowance; hill
allowance; winter allowance; backward, remote and tribal area allowance; island
allowance; etc. These allowances differ from state to state and, within each state, by
different education stages. Entry-level salaries for trained primary teachers are only
slightly higher than those for untrained teachers. The maximum salary for a trained
teacher is three to four times his/her entry salary, and it is usually reached after sixteen to
twenty years of service in most states.

In addition, most states provide a fixed medical allowance or a reimbursement for
medical expenses, advances for house building and purchase of conveyance, and free
education for the children of teachers, as well as retirement benefits, gratuity and group
insurance. In the majority of states, there is also an incentive provision for some special
categories of teachers. For instance, in Assam, Bihar, Gujarat, Maharashtra and Tamil
Nadu, a certain percentage of elementary (primary and upper primary) female teachers
working in rural and remote areas are given residential accommodation. In some states,
physically handicapped teachers are offered conveyance allowance.

In most states, the promotion of teachers in government primary and secondary
schools is either on the basis of seniority or seniority-cum-merit. Acquiring higher
qualifications also helps in promotion, provided that a departmental vacancy exists which
suits the qualification of the candidate. In the case of teachers working in private and
aided schools, the chances of promotion are rare because in privately managed schools
there is a shortage of senior positions and only one or two persons have the opportunity to
reach the level of head teacher. In secondary and higher secondary schools, a Trained
Graduate Teacher (TGT) may become a Postgraduate Teacher (POT) if he/she obtains
some higher qualifications—i.e. a master’s degree in any school subject, depending upon
the availability of a vacancy in the school. Teachers in government schools can aspire for
higher administrative posts in the Education Department of the Government of India.
Though a certain percentage of posts in the higher categories of education are reserved for



teachers, avenues of promotion in the teaching profession are comparatively more limited
than in other sectors such as industry, commerce and business.

Teachers are autonomous in the management of their own classes. They are
encouraged to undertake experimentation and action research and are provided incentives,
both at the state and national level. Every year, the NCERT conducts an All India
Competition of Innovations and Experiments undertaken by school teachers and teacher
educators. Teachers are invited to submit papers on the basis of the work done by them in
their schools. As many as fifty primary school teachers and twenty secondary school
teachers are given national awards. Similar awards are also available for elementary and
secondary teacher trainers.

In the management of educational institutions, teachers may enjoy partnership in
decision-making. The School Education Acts in some states have a provision for the
membership of teacher representatives on the managing committee of the institution. For
example, in the Delhi School Education Act and Rules (1973), teachers’ representatives
have to be part of the managing committee of every recognized school. To ensure parental
support, many schools have either Parent-Teacher Associations or Mother-Teacher
Associations. Parents are invited periodically to the school to discuss the performance of
their children. In some schools—particularly private schools—parents support the
teachers in the organization of co-curricular activities, art education activities and work
activities by providing the materials required.

In every state, teaching and non-teaching staff have their unions/associations.
These organizations have powers of collective bargaining to secure better service
conditions for their members. State-level organizations have joined together to form
federations. These federations negotiate with the central government to secure better pay
scales and other service conditions. The central question under Indian law is whether a
teacher can be equated to a “workman,” the latter being defined in the Industrial Disputes
Act of 1947. In this respect, various suggestions to amend the Industrial Disputes Act and
initiate reforms to grant teachers the same protection as other workers are being
considered by the Ministry of Labour.

In-service training of teachers is offered at the central, state, regional, district and
sub-district levels. At the national level, in-service training programmes are developed by
the following institutions: the NCERT; the NIEPA; the Central Institute of English and
Foreign Languages (CIEFL), Hyderabad; and the Central Institute of Indian Languages
(CIIL), Mysore. At the regional level, there are Regional Institutes of Education located
in the four regions of the country. One Regional Institute has been set up recently at
Shillong for the states in the north-eastern part of India.

At the state level, programmes are mainly offered by the State Council of
Educational Research and Training (SCERT), the State Institute of Education, the State
Institute of Science Education, the Institute of Advanced Study in Education, Colleges of
Teacher Education and State Institutes of Educational Technology. At the district level,
there are District Institutes of Education and Training and In-service Training Institutes.

The NCERT is developing self-learning materials for teacher educators, keeping
in view the emerging issues and concerns. A school-based in-service training progamme
is also being planned in order to develop a school-based training methodology. A revised
teacher education scheme has been framed in the Tenth Five-year Plan for speedy
completion of ‘sanctioned’ training institutes and for improvement of quality of pre-
service and in-service training programmes. At the national level, the support of apex
institutions like the NCTE, the National Institute for Education, Planning and
Administration (NIEPA), the NCERT, Universities etc. is being enlisted to improve the
quality of the teachers. The NCERT has recently formulated the Teacher Education



Curriculum Framework. Under the joint initiative of the Ministry of Human Resource
Development, the NCTE and the Indira Gandhi National Open University (IGNOU), a
six-month programme “certificate in primary education” has been developed by IGNOU
and recognized by NCTE, for the training of the untrained in-service teachers of NE
states in distance mode. Several states have already benefited from this programme.

[Source: WDE]

“In spite of remarkable achievements, India accounts for one-quarter of the world’s 104
million out-of-school children. Despite further improvement in the enrollment of 6 to 11
year old children since 1998/99, overall 13 percent of children in the 6 to 14 age group
are still out-of-school. Grade 5 completion rates are also under 70 percent nationwide. In
addition, 27 million 6-year-olds have to be absorbed by the system every year, which is
more than the number who leave the system. Wide-ranging disparities remain across
states and districts. For example, in 1998/99, the net primary enrollment ratios ranged
from 63 percent in Bihar to 98 percent in Kerala. Grade 5 completion rates varied from 64
percent in West Bengal to 94 percent in Himachal Pradesh for boys, and 43 percent in
Rajasthan to 98 percent in Kerala for girls. Children of Scheduled Castes (SC) and
Scheduled Tribes (ST) are less likely to enroll in and complete elementary education.
Quality of elementary education is uneven across states, districts and sub-districts.
Student and teacher absenteeism remains high. Insufficient public and household
financial resources, social inequality, uneven capacity and insufficient accountability
constrain efforts to improve the system and outcomes.

The baseline assessment of Grade 5 student achievement conducted by NCERT in
2002 provides the first national data and points to low levels of learning in public schools.
The achievement level is uneven across states. This reflects perhaps a combination of
factors, such as the selectivity of the education system in the states and the quality of
education. For example, the high average scores of Bihar probably reflect the selectivity
of the system, as it has a lower enrollment ratio than other states. On the contrary, the
states that have over 99 percent of the relevant-age children in school--Kerala and
Himachal Pradesh-have low average scores, particularly in mathematics; however, their
smaller standard deviation shows lesser variations in quality than most states.

Student attendance rates are low and vary tremendously across states.
Absenteeism tends to be the precursor of dropping out. Students in public schools tend to
have lower attendance rates than private schools. In Bihar, for example, student
attendance rates in public schools are as low as 39 percent, but those in private schools
were 66 percent. There are exceptions to this pattern. For example, Maharashtra’s
attendance rates in private school are lower than those in public schools.” [Source: World
Bank. Project Appraisal Document on a proposed credit to the Republic of India for an
elementary education project. Report No. 27703-IN, March 2004. FOR OFFICIAL USE
ONLY ]

“School wise information collected through District information system for education
(DISE), revealed gaps in infrastructural facilities. 3% of primary schools and 2.4% upper
primary schools did not have any building in 2005-06. The student-classroom ratio (SCR)
was 41 and 33 in primary and upper primary schools respectively. 44.6% of primary
schools and 15.3% of upper primary schools did not have any toilets at all. Similar
proportion of schools, both in primary and upper primary stages, did not have boundary



wall. Drinking water facilities were not available in 15% primary and 4.8% upper
primary schools. It is estimated that the backlog of additional classrooms in elementary
schools would be about 6.37 lakhs by 2006-07.

Coming to the academic qualification, it has been found that almost all the
teachers at the upper primary stage do have basic qualification. At primary level, 4
percent male teachers and 4.75 percent female teachers lack the minimum qualification
(secondary passed). A sizeable proportion of primary school teachers in Mizoram,
Meghalaya, Nagaland, Assam, Tripura are not academically qualified. Haryana,
Jharkhand and Punjab have the problem too (DISE, 2005-06).

A very significant achievement has been the provision of free text books to about
5.35 crore children during 2005-06, across all states except Jharkhand. Till 31 March
2006, eighty seven percent of children received free textbooks. Timeliness of distribution
has also improved in some states. Several states have also developed a range of teaching
learning materials (TLMSs) other than textbooks such as tribal primary, story books based
readers, work books, worksheets, children journals, activity charts, materials for children
with special needs, science and mathematics Kits, self learning materials and audio visual
aids. All these are seen as initiatives to enrich the teaching learning process for children.
65.38% primary schools and 58.64% upper primary schools received TLM grant (DISE
2004-05). Several states are now reporting setting up of formal libraries in significant
number of schools and regular use of these by children. 43.65% of primary schools and
55.17% upper primary schools are reported for have book bank in school (DISE 2005-
06). Most states, barring seven, indicate that they have no school now without
blackboards. Latest report shows more than 92% of schools have blackboards (DISE
2005-06).

Development and strengthening of teacher education institutions is a programme
launched under the eighth plan as a follow up of the National Policy on Education. The
establishment of a District Institute of Education & Training (DIETS) in each district was
therefore, a major step in taking the support system, nearer to the field. There is a DIET
each in almost all the districts of the country. An evaluation of the scheme conducted by
NIEPA pointed to several problems concerning DIETs, which have been acknowledged
in the report of the working group on Elementary Education and Literacy. A proper
action plan to revitalize the DIETSs is critical if the quality of teacher education at the
elementary stage has to be improved. The process of decentralization has been further
extended under EFA projects through the establishment of block resource centres (BRCs)
and cluster resource centres (CRCs). The main function of these sub-district level
institutions is capacity building among teachers. The number of BRCs and CRCs under
DPEP upto 31.3.2002 was 3,423 and 28,507 respectively. Under SSA there has been
massive expansion.”

SSA has made a provision for 20 days of annual training for each teacher and all
states have utilized this provision, although over a series of successive training Overall,
across states 2347017 teachers of a total of 3053285 (77 percent) have received training
and most trainings are organized at the BRC-CRC level. This large coverage is certainly
an achievement. The training modules are in all cases developed at the state level. The
training content reflects a wide range, but is largely focused on subject specific training
and pedagogical aspects. A few innovative themes include life skills development, road
safety and reading promotion activities.” [Source: NIEPA. EFA Mid-decade Assessment:
India. 2007, DRAFT NOT TO BE QUOTED.]



The financing of education

Education is financed by the central government, state governments, local authorities, and
a variety of private sources. The education budgets of the central government as well as
the state governments are divided into categories: developmental expenditure (Plan) and
maintenance (Non-Plan). Over the years, there has been a remarkable increase in
expenditure on education, both as percentage of the gross national product and as a
percentage of government expenditure.

The total expenditure on education increased by 60.5% during 1990-95, of which
the central government’s share was about 9%. As a percentage of GNP, the total
expenditure on education reached 3.81% in 1998/99 and increased to an estimated 4.11%
in 2000/01.

The bulk of the financial outlay on education is allocated to elementary and adult
education. The total expenditure on elementary education rose from 79,555 million
rupees (Rs) in 1990/91 to Rs129,834 million in 1994/95. The total expenditure on adult
education rose from Rs2,731 million in 1990/91 to Rs3,585 million in 1994/95.
Expenditure on elementary and adult education is mainly incurred by the central
government, state governments and local bodies. Voluntary agencies, which are
participating in providing basic education to children and youth, are mostly being
financed from central and state funds.

The government provides free elementary education and provides incentives to
children—particularly those from disadvantaged groups. The mid-day meal programme,
which has been implemented on a large scale from August 1995, is one of the most
important incentives being provided. Literacy programmes are also free.

The last few years have brought an increase in externally aided projects for elementary
education. External assistance is considered only within the parameters laid down by the
Central Advisory Board on Education (CABE).

[Source: WDE]

“India is a union of 28 states and 7 union territories (UTs). The Constitution has made
Education a subject on the concurrent jurisdiction of the Central and State governments.
State governments undertake direct activities related to elementary and secondary
education, though Central government provides funds for specific programs through its
centrally sponsored schemes. States and UTs account for 85-90 percent of total
government spending on education. Central government share was around a high 15-20
percent when it actively established higher educational institutions in the early decades of
1950s. Subsequently, it went down to around 8-10 percent. In 2002 India spent around 4.3
percent of its GDP on education ($17.8 billion). Forty-two percent of total public
spending on education went to elementary education ($7.5 billion). The provision and
financing of elementary education is mainly the responsibility of the states.

Public schools account for 90 percent of enroliment in elementary education and
private schools (aided and unaided, recognized and unrecognized), for about 10 percent.
Government-aided private schools receive a share of the government expenditure on
education through a system of subventions (grants-in-aid) whereby the schools are
managed by their own boards, be that missionaries, NGOs or other private bodies, and



public finance covers teacher salaries and various operating costs. However, private
unaided schools receive no recurrent public assistance. Public expenditure on education,
therefore, covers not only public schools, but also government-aided private schools.
Increasingly in urban areas, the numbers and proportion of children going to private
schools are growing, though as shares of the total, these figures are small.

An analysis of out-of-pocket expenditures incurred by households on primary and
upper primary education reveals the continued importance of public provision and
financing. This is particularly true for the children from the poorest households in the
country as the National Sample Survey (NSS) of households on education expenditures
reveals. Nearly 90 percent of children from the lowest expenditure quintile attend
government and local body schools, compared with only a little over half the children
belonging to households in the highest expenditure quintile. Public education at the
elementary level is free, although annual household expenditures on education averaged
Rs. 334 in 1996. These out of pocket costs vary across school type, with the average
annual expenditure incurred by households with children in private schools (on fees,
uniforms, textbooks, transportation costs, etc.) being six to seven times higher than those
incurred by households whose children attend Government or Local Body schools. The
average annual expenditure by households in the lowest three quintiles is significantly
lower than the annual average expenditures incurred in private schools. Students in the
government schools incur lower private costs for their education because government is
subsidizing them either directly through free provision of education facilities, or
indirectly through many incentive schemes and other concessions. The ability of the state
governments to finance education depends heavily on fiscal transfers from the Central
government.

Two key aspects of the Indian fiscal system that impinge on resource availability
for the education sector are the division of taxation powers and the arrangements for
fiscal transfers between the two levels of government.

Two types of transfers from Central to state governments exist - general purpose
and specific purpose. The former include Finance Commissions awards which devolve
fixed shares in specified central taxes to states to support states' recurrent expenditure and
Planning Commission Awards to support states' development expenditure. Specific
purpose transfers are essentially centrally-sponsored schemes (CSSs) which target
resources for specific purposes, such as SSA (Sarva Shiksha Abhiyan, which is a National
Program for Universal Elementary Education). These CSSs may involve matching grants
from the state in ratios specified in the scheme, as in SSA.

For the education sector in a state, thus there are multiple sources of finance: the
state's own receipts (tax revenues and non-tax revenues); the statutory transfers of the
Central governments; the block assistance for the state plan; the CSS of the Central
Ministry of Human Resource Development.

Public expenditures on education, both as a percentage of GDP and as a
percentage of total government expenditure, have increased since 1950-1951. Education
and training expenditure as a percentage of GDP rose from below 1 percent in 1950-1951
to over 4 percent by 2000-01. As a percentage of total government expenditure, education
expenditure increased from about 8 percent to about 14.6 percent over this period.

The expenditure on education as a share of state GDP has been increasing
considerably in a few states, including some of the poor states. In fact, in poor states like
Bihar, the proportion was above 6 percent. However, if the income of the state is low (or
declines over the years), even a relatively small amount or stagnant level of expenditure
on education gives an impression of an increased proportion of state income being
invested in education. In a high income state like Punjab, education spending might be 3



percent, but more resources per capita are spent on education in real terms than in Bihar.
Overall, the variations in the educational efforts of various states do not fall into any
systematic pattern.

As a share of the total Central Government spending, education expenditure
remained at around 2.5 to 3 percent in the 1990s to date. At the States' level, allocations
on education increased from 51 percent of all social sector expenditure in mid-1980s to
53 percent by the late 1990s. As a share of the total state spending, education remained
around 20-22 percent. Most states increased spending on elementary education between
1990 and 2000, except a few like Gujarat and Kerala, where the expenditure on
elementary education was already quite satisfactory. The states that reduced elementary
education expenditure increased spending on secondary education. In summary, intra-
sectoral resource allocation has shifted over the years in favor of elementary education,
which is pro-poor. Nonetheless, the growth in expenditure on elementary education took
place along with a rise in the expenditures on other subsectors of education such as
secondary and higher education sectors. The focus on elementary education has not been
at the expense of other sub sectors.

In 2002, the average spending per student is about $44, or 8.5 percent of per capita
GDP. There is much variation across states. Per student spending in India ranges from
$16 in West Bengal to $68 in Himachal Pradesh (HP). The variation across states is
attributable to different conditions. Three states which have high per student spending are
HP, Kerala and Bihar. Their high unit costs are due to different reasons - mountainous
setting and remote schools in HP, commitment to spend a high amount per child in
Kerala, and low enrollment in Bihar resulting in higher spending per child. The overall
trend, however, is encouraging as most states have increased per student spending
between 1990 and 2000, except Haryana, Rajasthan, and Maharashtra which experienced
a slight decline.” [Source: World Bank. Project Appraisal Document on a proposed credit
to the Republic of India for an elementary education project. Report No. 27703-IN,
March 2004. FOR OFFICIAL USE ONLY.]



IRAN, ISLAMIC REPUBLIC OF

Laws and other basic regulations concerning education

According to the document approved by the Supreme Council of Education in 1998,
national development is the primary aim of education in order to increase productivity,
achieve social and national integration and cultivate social, moral and spiritual values
with great emphasis placed on strengthening and encouraging the faith of Islam. The
goals approved by the Council also emphasize the role of education in developing
manpower for different levels of economy and thus education is viewed as an investment
in the future.

The Constitution of the Islamic Republic of Iran and the Second Five-year
Development Plan (1995-1999) put a special emphasis on the provision of free education
and facilities for compulsory education. According to Article 30 of the Constitution, the
government is obliged to provide free education for all.

According to Note No. 62 of the Second Development Plan, the State is obliged to
provide the necessary facilities to make it compulsory for school age children and
illiterates aged less than 40 years to attend compulsory education and literacy courses,
respectively.

According to Article 11 of the executive regulation of the above Note, approved
by the Cabinet on 16 June 1996, the Ministry of Education, with the assistance of