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I 

INTRODUCTION 

"This is a challenging and exciting time to become involved in the study 

of problems in the economics of education, for old streams of thought are 

being reborn in modern garb and at the same time almost totally new conditions 

in today's world are stimulating us to new ldnds of thinldng. The new 

economics of education are thus a synthesis of important older elements in 

economics, a forging of new tools, an opening of fresh vistas, and also the 

ground on which sharp battles are waged among different schools of economists," 

Mary Jean Bowman. 

There is a boisterous upsurge of educational activity all over the world, 

in both the developed and the developing countries which are engaged in ambi­

tious new projects for education. Education is a difficult subject which is 

made more difficult to deal with if the complexi ties of analytical economics 

are to be avoided. In order to understand the multi-dimensional and multi-

functional aspects of education, it is necessary but by no means sufficient 

to understand a few basic economic ideas. 

The first idea to be understood is that the whole object of producing any­

thing is either to consume it, or to use it for producing more things. It is 

difficult to make a sharp distinction because many things are consumed quickly 

in order to make something more endurable to assist in further production. 

Coal. burnt in a factory's power plant is consumed in order to make something 

else; if the factory makes chocolate, the coal is being used to make 

chocolate, which itself is almost immediately ccnsumed; whereas if the factory 

makes farm tractors, the coal is being used to assist in increasing agricul-

tural production. On the other hand, even the tractor is 'consumed' in the 

long run, due to wear and tear. 
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Education is the production of people able to use their brains and. their 

muscles; people who are worn out after a certain time from the time of 

production. In Britain and. other developed countries, the period is roughly 

fifty years; in less developed countries it may be very much less. But 

during their lives their skills may be consumed (as when one of them plays a 

piano which gives immediate pleasure), or used for further production (as when 

one of them makes a piano which will give pleasure to piano players for many 

years). Goods which are consumed quickly are called coIisumption" goods; 

goods which are used for further production are called investment, or capital, 

goods. The word 'investment' can refer, when used in connection with educa­

tion, to the consumption skills of the educated man and can be referred to as 

a social investment, but usually 'investment' in education means the production 

of skills which will assist further production, and it is in the latter sense 

that it is used here. 

The second idea to be understood is that the more advanced a country is 

technologically, the more use is made of investment or capital goods. The 

phrase "highly capitalised industry" always carries the connotation that it is 

a highly developed industry, and it applies in the same manner to the whole 

country. If the first idea has been understood, it will be clear that there 

cannot be any investment unless the essential consumption goods, such as food, 

are first produced. When the community has arranged its food supply and has 

some spare energy, houses, roads, railways, schools, etc., can be built and 

called 'investment'. Wi th the passage of time and increased prosperity, 

factories, machines, etc., find new investment. The material prosperity of a 

country can be measured by the proportion of its total output which is devoted 

to capital or investment goods. It is fairly obvious that once the process of 
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accumulating investment goods starts, and because these assist in further 

production, it is likely to continue at an accelerated pace, and the produc­

tion of goods, of wealth, will also increase. 

There are two main points to consider from the point of view of the 

educator. Firstly, as it is human beings who initiate and maintain the 

changes from which increaainginvestment results and as educated men are more 

likely to pioneer new ways, than uneducated, it is more likely that education 

plays a vi tal role in effecting the changes, rather than that the changes come 

first and result in a demand for educated men. Secondly, once the accumula-

tion of capital gains momentum, however, there will be a demand for educated 

men able to operate the capital investment in industrial processes, and as the 

changes will continue during their lifetimes, men must be educated to a level 

beyond immediate needs. 'Investment in education' means putting money into 

education in antiCipation that increase of prosperity will result from it, or, 

at least, that increased prosperity will require it. 

The third idea to be understood, if an educator is to be a policy-maker, 

is thiLt of the National Product or income. It is the total value of all goods 

produced and all services rendered. It can be gross or net. It is important 

when comparing one country with another to be sure that the same sort of figure 

is used for each. It is also important to realize changes in the value of 

money when comparing one period with another. To see how prosperous countries 

stand relatively to each other, the national product is divided by the total 

population to give per capita product or income. 

Using these fundamental ideas, economists have for long recognised that 

the investment of resources in human beings by way of 'education is as important 
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as, and sometimes more important than, investment in buildings and machinery. 

Alfred Marshall, the Cambridge economist, in the early days of this century 

was writing: 

"We may conclude then that the wisdom of expanding public and private 

funds on education is not to be measured by its direct flUi ts alone. It will 

be profitable as a mere investment to give the masses of the people much 

greater opportunities than they can generally avail themselves of. For by 

this means many, who would have died unknown, are enabled to get the start 

needed for bringing out their latent abilities. And the economic value of 

one great industrial genius is sufficient to cover the expenses of the educa­

tion of a whole town; for one new idea, such as Bessemer's ohief invention, 

adds as much to England's producti ve pO~ler as the labour of a hundred thousand 

men. If 

Pigon, a follower of Marshall, writing on "investment in the poor", 

said: 

"There is reason to believe that the ordinary play of economic forces 

tends unduly to contract investment in the persons of the normal poor, with 

the result that the marginal return to resources invested in the poor and their 

ohildren is higher than it would be if nomal investments were made. There is 

a strong reason to believe that if a moderate amount of resources were trans­

ferred and invested in persons with regard to rendering them as efficient as 

possible, the rate of return yielded by those resources would much exceed the 

normal rate of interest on money invested in maohinery." 

But there is something much more interesting than the recogniticn that 

education is an investment in any country, and that in some countries there is 
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a serious under-investment in schools. The interesting fact relates to the 

proportion of a country's wealth which is devoted to education. Publio 

education is the 'growth industry' today of the world. Education is the 

single largest enterprise in many economies and it is the one activity that 

in some way or at some time directly involves every single citizen. 

The quantitative importance and significanoe of public education on the 

one hand, and the relative soarcity of our resources on the other are closely 

examined in this work. We oannot afford to make a mistake, nor oan we afford 

to waste our scarce resources. It is equally important to maintain a fair 

balance between the competing demands for our resouroes by equating marginal 

costs and marginal returns. We need to keep a constant watch over ohanging 

situations and needs to ensure that education is adaptable, flexible and 

dynamio enough to meet these challenges. 

In view of this great importance of education, I have first of all 

disoussed the technique called "Cost-benefit" analysis, which has been used 

in many fields to appraise investments. - I have only used those aspeots 

that can be used for investment appraisal in education. It is not a perfeot 

technique, nor are all other techniques, but with minor changes and adaptations 

to suit different situations, it Can provide a rough indioation of the desira­

bility or undesirability of allY change. It is always better to have an 

appraisal technique if the objective is to get the most from our scarce 

resources. This technique is desoribed and cri tiaised in the first section. 

FollOwing this, I have looked at the role of education in economic 

development. In connection with this I have also examined the world literacy 

situation, the results of post-war experiences in development, the changes in 
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thoughts and idealogies as a result of these experiences. Then, as a result 

of these influences, to what extent the educational systems have changed, are 

changing to meet the new challenges of the economy. 

Finally, I have examined the educational system of Malaysia with 

particular bias and emphasis on the importance of educational planning and 

its integration with man-power requirements of the economy. A planner faces 

many problems - social, political, economic, etc. ,and the choice he makes 

is the result of the interaction of all these constrsints. It is a 

formidable task. 

In conclusion, I wish to thank Mr. R.H.B. Condie, Senior lecturer in 

the Dept. of Industrial Engineering and Management, who supervised my work. 

Time is a scarce commcdi ty and I have made great demands on bis valuable time. 

I am indebted to bim for all assistance and advice. ~ thanks are also due 

to the library staff of the University who took undue trouble to get me books, 

period:icals, etc., from other libraries; the MinistrY of Education, Malaya, 

for Ilome of the data; Mrs. J. Neal who took great pains to type, and finally 

all members of the staff of the Department of Industrial Engineering and 

Management, Universi ty of Loughborough, who have in some way contributed to 

my progress. 



COST-BENEFIT ANALYSIS 

ISSUES "Economics is the Science which studies human 

behaviour as a relation between ends and sfarce means which 

have alternative uses" - Lord Robbins. Most resources are 

limited and scarcity has always been a human problem. The 

problem of how to allocate scarce resources between com­

peting laims is as 01d as Man himself - it is the c1assica1 

problem of choice that forms the basis of economic reasoning. 

For various reasons the state has come to occupy an important 

role in the economic life of the comrounity by its greater 

participation in all spheres of life, particularly the economic 

sector. The choice is no longer left to the complete private 

judgement of the individual citizen expressed through the 

mechanism of the market. The decision how much schooling or 

education a child should have is no longer made by the parents 

acting in isolation; the state intervnes at several points 

and by its policies influences the choi~es open to the parent. 

In addition, public authorities influence the market directly 

by their expenditure on education. 



Expenditure on that branch of activity that is often 

described as social services exhibits some special 

characteristics. Because there is a long gestation period 

the benefits do not accrue immediate~. Consequent~ the 

impact of investment in this branch of the productive 

process is relative~ remote in time compared with, for 

example, investment in manufacturing. In addition this 

is the branch that most intimately affects the lives of 

men: decisions once implemented cannot be reversed without 

grave social cost. Again, the burden of this sector shows 

up less in the capital requirement than in the recurrent 

expenditures gnerated by the capital investment. The net 

recurrent needs - net of receipts from fees charged for 

services - constitute an important budgetary strain on the 

resources of the countr,y. 

The most striking characteristic is that the objectives 

of policy do not admit of a simple definition. In the more 

directly productive fields we can readi~ define the output. 

If we are proposing to invest in a steel factor,y we know the 

objective is to produce steel. We cannot define the output 

so readi~ in the social services branch. We can, of course, 



say that the purpose of expenditure on health is to 

eradicate disease and suffering and thereby prolong life. 

The output thus can be said to be represented by the increase 

in life expecten~. For, except among a communi~ of ascetics 

and saints who may deliberatly cultivate martyrdom, we can 

assume that everyone likes to live longer and in good health. 

By contrast, the objectives of expenditure on education are 

multidimensional, and complications are introduced by the 

wide divergence between private and social goals. 

A parent may finance the ducation of his child out of 

a desire to increase his child's income earning potential, or 

to give him a better opportuni~ for attaining a status and 

esteem in the society, or to indulge his love of knovl1edge 

for its own sake. In the newer countries, education may 

indeed open ~he door to power and influence as well as to 

material well-being. The parent has to make up his mind 

about how much to devote to the education of his children in 

the face of other claims or his resources. 

Thw same problem is posed for society. Priorities in 

public expenditure are always difficult to decide upon; 



e~pecial~ in a society such as British where so large 

a part of available resources is allocated not by the 

market mechanism but by the conscious decisions of 

Government. However, the philosophic basis of policy 

varies not o~ from time to time, between one generation 

and another, but also from one point to another in the 

educational pyramid. In a countr,y in which on~ a handful 

of people are able to read and write, there may be a strong 

sense of social injustice in having the bulk of the population 

illifterate. The leaders of the countr,y may decide that the 

most important task before them is, therefore, the reduction 

of illiteracy. There may be many who feel that the tole of 

the public Authorities is mere~ to promote those conditions 

that will enable the educational system to produce men whose 

minds have become free. Or alternatively, the leaders m~ 

consider the most urgent problem to be the development of 

special skills. The goals set for the society have to be 

clear~ defined before we can develop any meaningful 

criteria for public expenditure. 

Any of these objectives can be pursued at any one 

time; they cannot all be pursued simultaneously. How in 



these circumstances are we to weigh investments in reads against 

new hospitals and schools? How much should be spent on Urban 

renewal or on new towns? What should be spent on providing 

industrial research facilities and to which industries should 

it be aimed? And how do the returns which accrue from all these 

uses of funds compare with the advantages of simp~ allowing 

financd to find its way into private industry? The rble of the 

economists is to choose that objective that will mose enhance the 

rate of growth of the economy. In selecting the optimum he must 

recognise, hOlvever, that the wider the divergence between private 

and social objectives the stronger the possibility of Social protest 

in democratic policies. Once the optimum is chosen, the probleos 

that remain are how to measure ±k and allocate the costs and returns, 

and how to rank and compare them with the costs and returns in 

alternative branches of actiVity. 

John Vaizey in his "Economics of Education" examines four 

models for evaluating public expenditure on education and for 

answering the question: how much should be spent on education? 

He found the tlifficulty of establishing workable criteria in the 

difference in the character of expenditure on social as distinct 
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from the more directly prod.uctive investment. He conclud.es that no 

one has yet evolved. a general criterion which which can be used. to 

assess the usefulness of sooial outlays in comparison with those 

on productive investment. It is not surprising then that ~ method. 

which promises to remove e1.emelt s of hunch, guesswork and. 'horse­

trading' from the whole process of centralised. allocation and. which 

seemingly, can offer cold. and calculated precision as a substitute 

should. be hailed. as a major breakthrough in economio plamling 

techniques. Such a method. it is claimed. is afford.ed. by "cost­

benefit" analysis. 

TlllE STREAMS AND CRITERIA IN COST-BENEFIT ANALYSIS 

It will be useful at this stage to examine time streams and. 

criteria in Cost-Benefit Analysis to get a clear und.erstanding of 

the cost-benefit technique as used. in investment appraisal and. 

choice of most economic investment. 

The criteria what are available to assist us in discriminating 

between different investment projects are of two main types, which 

may be d.escribed. as "amount of net return" criteria and. "rate of 

return~ criteria. Criteria of the first t,ype tell us to 
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discriminate in favour of projects yielding large surpluses of 

benefit over oost. Criteria of the second type tell us to 

discriminate in favour of projects yielding surpluses of benefit 

over costs which are large in relation to the initial capital 

investments required. 

Difficulties ~ arise in formulating criteria of both these 

types when, as is usually the case in practice, streams of benefits 

and costs spread out over time are involved. Clearly, different 

significance must be attatched to benefits or costs of the same 

amount if they oocur at different times. An investment of £100 

which will yield a certain surplus of benefit over cost in two 

year's time is obviously not as good as an investment of £100 which 

will yield the same surplus in one year's time. When this kind of 

consideration is important~ the tec~que usually adopted is to 

discount future amounts of benefit and cost at some chosen rate 

and thus convert each stream to its Present Value. 

A sum of £100, lent out at 10%" compound interest for 2 years, 

will yield £121 when the 2 years are up. Loaking at this the other 

way round, we say that the Present Value of a sum of £121 due in 

two years time, if we take the discount rate as 10% is £100 
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In general terms, the present value of a sum of EA&. due in n years' 

time at a discount rate of i~, is the some which if invested for 

n years at i~ compound interest would yield EA&. at the end of the 

period. 

The three criteria whose use is most frequent~ advocated by 

cost-benefit analysts all make use of this kind of technique. The 

first of these criteria is an "'amo6nt of net return criterion," the 

second and third are "rate of net return"' criteria. 

A. PRESENT WORTH: This criterion tells us that in our choices 

of investments we should favour those with e. high "Present Worth"', 

the latter being defined as the present value of the stream of 

benefits minus the present value of the stream of costs. Consider 

the case of a project with a lite of two years and the following 

cost-benefit characterisrics. 

Benefits 

Costs 

Annual net Returns 

Initial Capital End of' Yr. 1 End of Yr. 2 

£220 £242 

£100 &!1Q ~ 

£11,0 £121 

;Oet us suppose that we decide that 10% is an appropriate 

rate of discount to use. On the benefits Side, the present 

value of the year 1 benefits is £200, and the present 'lalue of the 

stream of benefits as a whole is £200 + £200 .. £400. On the cost 
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side, (same as the expenditure itself), the present value of the 

year 1 costs is £100, and the present value ~ the year 2 costs is 

£100 : therefore the present value of the stream of costs as a 

whole is £1 OOi£1 00+£1 00 .. £300. The Present Worth of the investment 

defined as above is therefore £400 - £300 = £100. It wil~ be clear 

the Present Worth might also have been defined as the amount by which 

the present value of the stream of annual net returns exceeds the 

initial capital expenditure. 

B. Present Worth per Unit of Capital Investment: This criterion 

tells us that in our choices of projects we should favour those 

with a high present worth per unit of initial capital expenditure. 

In the example above, present worth per unit of Capital investment 

as a percentage. is obviously £t 100%. 

C. Intennal Rate of Return: This criterion tells us that in our 

choice of investments we should favour those with a high "internal 

rate of return". It is defined as the rate of discount which would 

make the present value of the project's benefits stream equal to 

the present value of its costs streams - i.e. the rate which would 

make the project's present worth zero. In other words, it is in 

effect the rate of discount which would make the present value of 

the stream of annual net returns equal to the initial capital 

expenditure. 
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In the above example, the ~~nternal rate o£ return"' will be 

the rate at which the stream of annual net returns (£110 at the end of 

year 1, and .1:121 at the end of year 2) would have to be discounted in 

order that its present value should be _ made equal to the initial 

capital expenditure of £100. In other words, looking at it round 

the other way, what we have to find is the rate of interest which 

would enable an investment of .£100 to yield .£110 in one year t s time 

and.£121 in two years t time. The rate of interest which would in 

fact do this in our example is near enough to 7~. .£100 invested 

for one year at 7&f. would yield .£178 at the end of the year. If we 

took £1~0 out of thiS, and invested the remaining £68 for a further 

year at 7&f. this would yield a shade under.£121 at the end of the 

year. Thus the htlll. "internal rate of return"' on the initial 

capi tal expenditure in our example is 6. 7&f.. 

What is Cost-benefit? Cost-benefit analysis is a practical way pt 

assessing Dhe • desirability of projects, where it is important to 

take a long view - in the sense of looking at repercussions in the 

further, as well as in the near future - and a wide view - in the 

sense of allowing for side effects of many kinds on m~ persons, 

industries, regions, etc. In short, it means the enumeration and 

evaluation of all the relevent costs and benefits. This involves 

drawing on a variety of traditional sections of economic stud;r -

welfall economics, public finance, resource economics and trying to 
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weld these oomponents into a ooherent whole. It has been praised 

high~ by maIW economists for its oontribution. Peter Hall, the 

editor of 'Labour's New Frontiers' oommended in it: 

WWe have begun to grope our w~ towards a praotioal oonoept 

of economio planning which may prove in a few years' time to be 

as revolutionary in its policy implioations as was the Ke,ynesian 

revolution in eoonomios thirty years ago. It also originated, 

~ years ago, with a Cambridge eoonomist, Keynes( Cpntemporary 

Pigou. It is the conoept of Social oosts and benefits, Pigou 

pointed out that in Capitalist Society individual entrepremiums 

oonsider o~ the items which feature in their own balance sheets. 

There are, however, others, which sooiety must reckon with, though 

the entrepreneur does not. If a f~ctory owners chineys pollute 

the air, that is a social oost. If he builds a beautiful house 

for himself, and that improves the view, that is a social benefit. 

In both cases, society is not responsible, but it feels the effeot. 

This leads to the revolutionary concept that we can actu~ add up 

the social costs and benefits, in money terms, by asking what value 

people would themselves put on them. Te can then express them as 

rate of return on capital, as aD ordinary capitalist would, and so 

x determine our investment rational~, from the point of view of the 

community as a whole, just as the capitalist can now do from his 

private point of view." 



-12-

The teclmique is ragrded by Hall as being one of the Keys 

to economic advance which should be applied as a means of checking in­

vestment programmes and economic plans. Cost-benefit ana~sis has 

already been applied in several fields, most notab~ in water 

resource development, military planning, electrio supply and 

transportation. In addition there has been much discussion about 

applications to publio spending for education, health care, and other 

forms of investment in human oapital. In the course of its 

applioatimn problems have arisen in these field and methods have 

been developed to deal with them. It is not my intention to survey 

the whole field of oost-benefit ana~sis, and as I am ooncerned 

with its use and application in the field of eduoation I am 

oonstrioted to this framework. 

The economio importance of expenditure on education rests 

not only on the Significance of this service as used of national. 

resources but on the contribution it can make to national well being 

and growi:h. The application of oost-benefit ana~sis can help to 

determine both the appropriate total expenditure on these services 

and the best allocation of these funds among competing projects and 

programmes. In the field of eduoation oost-benefit analysis has not 

been used as a oriteria for investment ohoice and deoisions. I have 

indicated in my final seotion that investment in education is the 

result of a number of interracting foroes. But a number of studies 



uave been cari:ied out in the Un;i.ted States, United Kingdom and 

elsewhere using this technique to evaluate the contribution of 

education to the National Product. It is true that it is unwise 

to execute a project and then find justification by carrying by 

c~ng out a cost-benefit analysiS as it was done in the case of 

the )(.1 Motorway. The purpose of cost-benefit analysis is not only to 

choose projeots from a number of them but also to find out the most 

economical way of achieving the same objeative. The cost-benefit 

studies in education are subject to a number of limitations and have 

been criticised for their deficiency in certa1naspects but they do 

bring oub principles that are necessary in carrying out a cost­

benefit ana~sis. It will be better it I confine Dl\Yselt to those 

studies which might assist policy makers in choosing where and how 

to increase expenditure on education. These studies concentrate on 

!!he costa of education, including imputed earnings forgone and on 

those benefits of education which take the form of higher education. 

Since it is often asserted that only a small fraction of 

national income is spent on education - using only expenditures 

through taxation - it is important to see a more complete summation 

of real costs. In this way, one obtains a fuller picture of the 

extent of the response of contemporary Societies to the demands 

upon education arising out of economic and social changes in recent 
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decades. Even the estimates by T.W. Schultz are incomplete ~or 

they do not include the cost o~ training paid by industry; adult 

education programmes paid by ~ees~c. The picture given here ~or 

the United states would be broadly similar, although the totals 

relative to inoome would probabl3' be smaller, ~or other industrial 

Ilations. 

Schultz begins his anal3'sis by pointing out that between 1919 

and 1957 the output o~ the Amerioan eoono~ grew at a rate o~ 3percent 

per annum, while the resources put into the eoono~ expanded at the 

rate ~ onl3' one percent annuall3'. In questioning the accuraoy p~ 

previous estimates of the inputs ~ 'human capital' he is led to a 

disseotion o~ this important category. In traoing the trends during 

the past ha~ century, he observes that tod~ post elementary 

enrolments are nearl3' two-~i~ths o~ elementary enrolment, whereas 

in 1900 they were onl3' about 6% as large.Obviousl3', the upper 

levels ~ sohooling are muoh more oostl3', and the cost o~ teaohers 

does not decline with greater volume, as does ~or example, the oost 

~ television sets. He seeks, tbere~ore, to estimate the human 

e~~ort going into eduoation in raation to the total labour foroe. 

Between 1900 and 1956, the share o~ teaohers in the total labour 

~orce rose fran 1 .86 percent to 2.34- per oent, but the ratio ~ 

students beyond elementary sohool to the numbers in the labour ~oroe 

rose from 3.5 to 16.5 per cent. 
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S'chultz also relates the cost of schooling to the national 

income and the cost of al~resource3 used in education to the 

value plvsical capital used in the econO!Iij". In 1900, the total 

costs of elementer,y education were 58 per cent of all schooling 

costs, but by 1956 this lowest stage of schooling was accounting 

for o~ 27 per cent of total costs. Meanwhile over the same 

period, educational costs rose from 2.9 to 10.3 per cent of the 

total consumer incomes. The population was spending a larger share 

of its income flow on eddcation, and to an increasing extent this 

spending was going to the more advanced levels of education. 

In order to grasp the full indication of this p:id;ure of 

educational investment, it is helpful briefl¥ to consider the items 

that make ~ up the costs. A major cost is "foregone earnings"', i.e. 

What student might have earned at going rates of pay if they had 

not chosen to attend school. He assumes that for elementer,y pupils 

this item is negligible. For high-school students in 1956, it is 

estimated that their foregone earnings for four yrars total~3,408, 

as against direct mool costs paid by those who finance the public or 

private S'econdary Schools of onl¥ ~2,272. For four years the 

corresponding sums were ~,788 and~5,412; and for 3 years of 

graduate or professional study, they totalled ~5,841 and ~4,059. 
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But it is also necessaz;! to take account of" the growing 

numbers of" Americans who have been attending school. Although it 

is difficult to measure the improved quality of a year of schooling 

today compared with 1906, it is possible to allow for the increase 

in number of d~s of school per year and the increased number of 

years attended by the average person. This equivalent school years 

measure -CUBing 1940 as the base year - shows that the average 

number of the Labour force in 1900 had 4.14 years, while in 1957 

the typical labourer had 10.45 years. Only a sixth of this 

schooling was obtained beyond the elementar,y level in 1900 while 

in 1957 three-tenths of it was. 

Using the cost estimates, Schultz put a price on a typical year 

of schooling in 1900 and 1956. He then totalled the whole investment 

mode in this ~ in 'human capital'. In 1900, the whole population 

aged 14 and more carried around in its perons an investment of 

,8114 billion; and in 1957, 1848 billion respective~. Hence in 1900, 

the human capital value of the labour force was 22 per cent of all 

productive capital, but in 1957 it had risen to 42 per cent of the 

total. Training or investment in human resources by ed'.lCation is 

clear~ becoming a major form of investment in the modern type of" 

econoll\1. 
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Hausen, building on earlier writings by Miller, Schultz and 

others calculates internal mone,r ratesof return for successive 

stages of education. These rates of return are those Which make 

the present value of the cost and return streams equal and are 

calculated both for social and for private money costs and returns. 

S·ocial costs include:-

a) School costs incurred by Societ,y. i.e. teachers' salaries. 

supplies, interest and depreciation on capital. 

b) Opportunit,y costs incurred by individuals, namel¥ income 

foregone during school attendence. 

c) Incidental school-related costs incurred by individuals e.g. 

books, travel, etc. 

Private resource c.!,sts include the same three components 

except that in (a) above the tuition and fees paid by individuals 

are substituted for Society's costs which are normall¥ defrayed 

through taxation. 

Returns are estimated from cross seotion data of the incomes 

of individuals olassified by age and education. The differences 

between the cross section income streams cf people with var,ying 

levels of BKi education ere attributed to the differences in 

educational levels. Before tax figures are taken as social returns 

and post tax figures as private returns 
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By postulating that these observed relationships will endure for 
for 

half a century or so, and by adjusting :tkIl the incidence of mortality, 

time streams of the extra incomes due to different levels of education 

are obtained. It ma;;r be noted, incidentalJ;y, that we are not obly 

dealing with a veI'Y long pay-off period, but also with a situation. 

where returns ma;;r be negative in the early years. 

In the above studies we have only conf1iked to those benefits 

aJ:Id costs which are subject to measuring rod of money. There are 

mazv benefi ts and costs which in Pigou' s own words cannot be 'readily 

brought into :t relation with the measuring rod of money'. He very 

clearly had grave doubts about the practicablit,y of assessing the 

value of IIIJIlDIIJ: mazv erlernali ties and doubted wbether his principle 

would ever be capable of strict quantitative aPplication though he 

urged its importance as 'quantitative' guide to action in a few cases. 

Blaugh, Bowman and Weisbrod and others have provided elegant accounts 

of some of the unmeasured benefits and costs with which I shall deal 

later. 

CRITIQUE OF COST-BENEFIT ANALYSIS 

The aim of cost-benefit analysis is to maximise the present 

value of all benefits less that of all costs. subject to certain 

constraints. In the stud;y of cost-benefits we are confronted with 

several problems: 
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a) which costs and which benefDts are to he included? 

b) How are they to be valued? 

0) At what interest rate are th~ to be discounted? 

d) What are the relevant constraints? 

The above studies of SchtiJl;z, Hansen, etc. must have raised 

certain doubts and the validity of certain assumptions must have 

been questioned. It is difficult to answer all the above questions 

satisfactorily due to the lack of s~cient data and the role of 

subjective elements. In the private sector it is possible to 

measure the costs and returns of alternative forms of investment. 

The cost of education is represented by the outlays in fees and other 

expenses or income foregone while at school; the returns are 

represented by increased earnings over the earning of those who 

have not had sim:illar education. An important criticism of this 

method is that the differential earnings reflect partly differences 

in innate ability, parential background and other attributes as 

well as differences in education and training; they reflect too, 

the demand and supply positions for particular skills at that time 

and as seen in the foreseeable future. The existence of differential 

rewards for differRQt aptitudes and skills is a universal phenomenon 

not explained ful~ by the dtfferenoes in educational levels. 

Nevertheless, these calculations could Berve as first approximations. 
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The return on the investment appropriatel3' discounted can be 

compared with investment in other channels, and investment in 

education will be recommended as long as the return is higher 

than elsewhere. 

When we come to deal with societ,y at lar8e we find that it 
be 

would/grossl3' inadequate simpl3' to add up the private costs and 

returns. There is a wide difference between private costs and 

social costs of education. We have already referred to the 

components of private costs looked at from the point of view of 

the consumer of education. From the supplier's point of view, the 

costs inolude capital outl~s for buildings, plant and. equipment, 

outl~s for maintenance, ages and salaries for staff - academic 

and administrative. ~or Soeiet,y as a whole, however, the cost of 

education must be determined oh the opportunit,y cost principle, 

i,e. the present and the future income foregone by virtue of the 

resources being devoted to education rather than to other production. 

In practice, the supplier's costs, appropriatel3' discounted, would 

correspond more closel3' to the social cost than an aggregation of the 

cost to consumers. 

I t is therefore important that we specifY what costs and returns 

we have in mind when we are speaking of the returns to investment in 



-21-

education. The rate of return on investment in education will 

vary according to whether we use the consumer's or supplier's costs; 

it is like~ to be higher when calculated on the consumer's costs 

than when calculated on the supplier's costs. Even then B.S.Becher's 

ana~sis suggests that direct returns to consumers cannot justit,y a 

large increase in expenditure on College education. 

A question that arises is whther in the calculation of social 

cost we should follow Shultz in inoluding inoome foregone by pupila 

while at sohool and in training. While this will be oorrect in theory 

and then on~ und.er an assumption of full employment, in praotice 

there are reasons why it would be inappropriate to make such :lI: 

calculations in India or Africa where there is abundance of labour 

and high unemployment or disguised underemployment. First, for most 

pupils the alternative to remaining in school is idleness. In a 

regime of und.er employment it would certain~ be incorrect to add 

to the social cost of training the income foregone b,y the pupils. 

Second, and more important, the data on costs of education are 

'harder' than data on returns. It is important therefore that these 

data should not be diluted b,y large subjective inputations. 

Admitte~, the exclusion of income foregone would. raise the rate of 

return on investment. Were we to add this figure, we would !Jave to 

make subjective imputations on the return side and allow some 
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mational figure for the acquisition of knowledge for its own 

sake. I think,it would be better if different weight is given to 

income foregone at different levels of education, and general 

~conomic environment too is considered. 

Th major difficulty ia in the measurement of returns. We must 

evaluate the effect of education on the incomes not o~ of those 

receiving education but also others as well. We can, of course, 

aggregate the direct returns to the educated in terms of the increase 

in their income. earning potential. This would be the same as 

assU9ing that all differential incomes are due to differences in 

educational level. But when we have done this, we have still left out i 

the effect on the incomes of others. The dissemination of skills 

raises the productivity of investment gnerally and thus contributes 

to economic growth independently of the increase in the incomes of 

those difectly concerned. An allowance will have to be made for this 

indirect contribution estimated by H'. Correa to be between five and 

ten per cent of the rate of growth of output mn the United states. 

In developing countries lack of historical data may make this 

calculation extremely difficult. I think that the contribution made 

by investment in education would be greater in a developing countr,r 

where there is an acute shortage of qualifie~skilled personnel 

but unlimited supply of unskilled labour. There is virtually little 

or no income foregone when in school, and under each qualified 

person there may be a large unskilled labour force, and the overall 
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productivity mll3" be increased. But then the use of scarce resources 

in this direction may deprive the use of scarce resources in 

alternative more productive ways, especial~ because resources are 
application 

very scarce in most developing countries. So the blind KpJ'nl!!'brttllllll 

of the results of the studies in Western countries in developing 

countries would o~ result in misallocation of their scarce resources 

which have other more competing needs. One has critical~ to assess 

the situation and modit,y the results to meet local needs and environ-

ment. 

Once we are agreed on how tk to measure costs and returns, what 

elements to include and which to exclude, the next serious problem is 

the choice of the discounted functions to use. Because of the 

nature of investment in human resources, the long gestation period, 

and, therefore, the futurity of the stream of costs and returns, 

it is important that a~ evaluation of costs and benefits be 

appropirate~ discounted. The rate of discount that would equalise 

the present value of the stream of returns with that of the stream 

of costs is compared to the interest rate on private funds, and 

investment is recommended if this rate is higher ~an the rate of 

interest. Because of the large element of public expenditure in the 

total outlay on educational, it would be inadvisable to relate the 

discount function to the rate of interest on private funds. 
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It should be possible in principle to partttion the costs 

and returns between their public and private components. We 

could then choose different discount functions, one for the 

public expenditure and another for the private component. For 

the public expenditure and returns we should use the rate on 

public funds as the nearest approximation to the social time 

preference rate. An approximation would be the rate of interest on 

long term government bonds. It must be recognised that therii is 

bound to be considerable as symmetry in this procedure. The m$r 

part of the cost is like~ to be public while the major part of 

the identifiable benefits is like~ to be private. Consequent~, 

the use of different discount functions to find the present value 

of the costs and benefits is bound to distort the cost-benefit 

relations. This is all the more significant since those who plead 

for higher investment in education are bound to rest their case on 

the magnitude of the indirect benefits. 

The main weaknesses of the attempts to use cost-benefits 

ana~sis as a guide to investment can now be summarised. O~ 

direct benefits can be quantified with an;)' degree of accurl!cy. 

The measurement of the social or indirect benefits is subject to 

imputations. One van argue that by introducing subjective 

valuations we impair the validity of the criteria so obtained; for 



-25-

we can make the returns on investment as large as or as little as 

we choose by adjusting the magnitude of the social benefits with 

different rates of discount. The cost-benefit approach can o~ serv 

as a rough indicator in the absence of any better alternative. 

The above studies has concentrated on assessing the increased 

earning power of individuals as the result of reaching various 

defined levels of education, and it has been possible to show that 

over a given period in the past, an American with a High School of 

Callege education has earned sufficient~ more than the average of 

the American incomes to yield a reasonable return on the money it 

took to pay for that education. John Vaizey in his 'Economics of 

Education' quotes estimates by Becher that for White Urban workers 

with high school education the return on educational costs, including 

income foregone, as 14.3 per cent in 1939,; and for College education 

from 1940 - 1955 the return was 12.5 per cent. The calculations so 

far made seem to have been related to educational levels rather 

than to ~pes of education; they have tried to measure the comparativ 

advantage of having been to a College rather than a school but not 

to the comparative advantage of having studied, say science or arts. 

Perhaps, this could be remedied by more detailed investigation on 

similar lines. The Robbins Committee stressed another difficul~ 

of this approach which is less easi~ dealt with: la it safe to 
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assume that the experience of the past will be repeated, in 

very different circumstances in the future? Sydney Caine asts 

a shadow of doubt by wonder whether a medical doctor who had 

a substantial earning power over the years 19:0 to 1950, would 

have the same differential advantage between 1970 and 2000. The 

period from 1929 to 1957 was a period of rapid advance in 

productivity. 

It would be most unwise and irresponsible to argue that 

findings that credit education with any particular contribution 

to growth in the United States or Japan or Russia could be 

transferred direct~ to any other countr,y for any other period. It 

is evident that such measures must be interpreted with great care. 

We have to go further to get illumination in this direotion. And 

one of the first things we must look for is the relation between 

developments in education and in other factors and in other factors 

that we should expect, a priori, to oontribute positive~ or 

negative~ to the advanoe in plWduotivity. In the U.S. from 1929 

to the present and in Russia in reoent years eduoation and other 

developments were moving hand in hand to foster signifioant net 

positive growth. In less developed nations, even if we set aside 

destruotion and waste assooiated with politioal instability, some 



of the complementary factors essential for growth m~ be lacld.ng. 

And the difficulty is not just shortage of physcal capital. More 

serious are gaps in other aspects of human competence and 

organisatign that are complementary in production with the skills 

acquired in school. Administractive skills, technical on the job 

"know htlw~ productive attitudes towardB work and risk, etc. do not 

emerge overnight. Neither do economies of scale andavailahle 

mass markets. To assess relations between education and economic 

development, it is necessary to consider the matrix of factors in 

which education may p~ its part. 

Moreover, when one American in ten was getting a College 

IIlIIi education he acquired knowledge and sld.lla which earned more 

than average remuneration in the labour market, in Malaya where 

there is one doctor to 50 to 10 thousand patients or a single 

private practitioner in a town making large sums: will the 

posi tion be the same when one American in two is acquiring the 

equivalent sld.lls or in Malaya when the number of doctors double? 

The flow of this kind of discussion is that it is concerned o~ 

with the differential advantages of one level of edUCAtion as 

compared with another. Obvious~, the higher the basio and 

Universal level is in any given society, the less room there is 

tor differential advantages to show themselves. If all we can 

measure is the advantage of, s~, a Secondary School product 
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pver a primar;!l school product, there will be notiing left to 

measure if everyone is given Secondary School education. In 

terms of measurable phenomenon, both the Social and personal 

benefits 01' edJication thus diminish as the school lI1aving age 

is raised. When onl3 a few could read and write, clerks learned 

more than labourers; today in Britain where virtually everyone 

learns to read and write, routine office workers earn less than 

average factory workers. 

It is evident that the cost-benefit studies 01' Schultz, 

Dennison and others pose certain problems and there are certain 

holes in their procedure. First, there is a danger in using a 

current cross section analysis 'to predict a future time series. 

S'eoond, there is the question whether incomes reflect marginal 

productivity sufficiently well to be used as a measure of Social 

returns. Third, there is the complication suggested byWeisbrod 

that the value of extra education includes the option which it 

confers to obtain still further education. A fourth major difficulty 

in the estimate of returns to extra education is the most fonnidable 

of all: that income depends on other variables besides age and 

education. Some of these difficulties have been dealt with by 

Becher, Blaogh and others but not very satisfactorily. 
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Realising the problems and difficulties of cost-benefit 

ana~siB A. Smithes concluaes, "The foregoing discussion leads to 

two major conclusions: First, juagement pllo/s such an important 

role in the estimation of cost-benefit ratios that little 

significance can be attachea to the precise numerical results 

obtainea. Secona, competition is likel,yto arive the agencies 

towaras increasingl,y optimistic estimates; ana far from resolving 

the organisational difficulties, computation of cost benefit ratios 

~ in fact make them worse." This is rather an extreme pessimistic 

view. But it makes it clear that we can view cost-benefit-anal,ysis 

as aIVthing from an infalliable means of reaching the new Utopia 

to a waste of resources in attempting to measure the unmeasurable. 

VAliJE AND USEFULNESS 

It is true that there is a formiaable range of difficulties 

which might give the view that it is a waste of resources to 

carry out a cost-benefit anal,ysis - like the view of A Smithes. 

Before we throw in the towel we have toask: Is there a better 

alternative? The practical problem is that aecisions ao have to 

be taken by public agencies. There is a neea for rational in­

vestment criteria as the free forces of the market ao not operate 

in the public setcr. As I indicated in an earlier section that 
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priorities in public expenditure are always difficult to decide 

upon; especjBjJy where public expenditure is a large part o~ 

the national expenditure. An important advantage of a cost-benefit 

study is that it forces those responsible to quantify costs and 

benefits as far as possible rather than rest content with vague 

qualitative judgement. guesswork and personal hunch. Thi si 

certai~ a good thing in itself - some information is better 

than none. Morevver. quantification and evaluation of benefits. 

however rough. does give some sort of clue to the cherges which 

consumers are willing to pay. It may well be a salutary check 

on the biases liiely to creep into estimated costs and benefita 

by enthusiast;c advocates of particular investments. Even if 

cost-benefit analysis cannot give the right answers. it can some­

times play the purely negative role of screening projects and 

rejecting those answers which are obviously less promising. More 

especially. statistics of costs and beneftts may be used to answer 

such questions as these: 

1. How much expenditure on education. as compared with 

expenditure on other sators. is needed to achievv certain 

targets of economic growthj 

2. How should a given volume of resources. available for 

education be allocated within the educational sector? 
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3. What resources, drawn from which sectors of an economy 

and collected in what ways, should be used to finance 

education? 

4. What are the secondar,y, tentiar,y, etc. effects of 

educational expenditure? 

The point need hardJ¥ be laboured further. It is obvious 

that assessment on a full cost-benefit basis of the effects of so 

many public outlays is impossible. Expenditure on education 

has so many a$pects ;hat returns to investment in education 
j 

cannot be assessed. But it must be remembered that the "case for 

using cost benefit ana~sis is strengthened, not weakened, if its 
~ ~ . 

limitations are ope~~ecognised and indeed emphasised", as 

Turvey and Prest pointed out in their survey articll. 

In conclusion, let us ask from a wider aspect if 

cost-benefit criteria should be the o~ sole criteria in deciding 

investment in education. Does it mean that Km if the cost-benefit 

an~sis shows a low rate of return from education that we should 

reduce or cut down our expenditure in that direction? Must we 

value education for its contribution to Gross National Product 

o~? I think there are other and greater values in education than 

mere monetar,y returIlll. This fact is realisticalJ,y and sympathetical~ 

put by the Robbins Committee:-
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"We begin with instruction in skills sui table to play a part 

in the general division of labour. We put this first, not 

because !re regard it as the most important, but because we think 

it is sometimes ignored or undervalued. Confucious said in the 

Analects that it was not easy to find a man who had studied for 

three years without aiming at pay. We deceive ourselves if we da1m 

that more than a small fraction of students in institutions 

of higher education would be where they are if there were no 

significance for their future careers in what they hear and read; 

and it is a mistake to suppose that there is anything discreditable 

in this. CertainlJ' this was not the attitude of the past: the 

ancient Universities of Europe were founded to promote the training 

of the clergy, doctors and. lawyers; though at times there may have 

been many who attended for the pursuit of pure knowledge or of 

pleasure, they must surely has been a minority. And it must be 

recognised in our own times, progress and particularly the 

maintenance of a competitive position- depends to a much greater 

extent than ever before on skills demanding special training. 

A good general education, valuable though it may be, is frequently 

less than we need to solve ma~ of our most pressing problems". 

These argu1Jlllents are not put forward to justify all 

education being judged by wether it is, in common language, 

"usetul", i.e. calculated to increase productivity. There are 
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as I mentioned earlier, other and greater values to be sought in 

education. But it would be living in a dreamland to ignore that 

much o~ education, up to the highest levels, is designed to be 

tuse~t, and that much o~ the arguement ~or devoting the present 

proportion o~ the National income - and more - to education is that 

it will increase productivity. Too much is le~t to the opinions o~ 

academics I too little is done to take into account the real nature 

o~ the demand, whether by organised research or by the pressures 

o~ the market or by the orders and i~luences o~ Central Authority. 

Axw new system which may develop ought to be capable o~ 

combining attention to all the purposes o~ education, taking into 

consideration its role as investment in human productivity, the 

creation o~ political consciences and whatever other o~ the mapy xmiBa 

roles o~ education m~ be thought appropriate. The content o~ 

education might well be ~easible and in any event the machinery o~ 

decision taking ought to be more open to non-academic i~lueneces. 

Let us hope that the present enormous~ heightened interest in 

education will lead to more organised research into its real e~fects 

as a ~actor o~ production, and the evaluation o~ a better criteria 

~or the rational allocation o~ our scarce resources. 
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EDUCATION AND ECONOMIC GROVlTH 

CLASSICAL PHILOSOPHY 

Never mgm~ before in the history of the world has there 

been such an extraordinary surge of interest in the correlation 

hetween education and economic development and growth as today. 

It does not mean that in the past it was completely a neglected 

field, but what I mean is, that it didnot receive the attention 

that it should have from failure to recognise its importance. 

It is only lately that techniques like cost-benefmt analysis 

have demonstrated the vital role of education in growth of 

National Income. 

Human resource development was a central theme among the 

mercantilists and they recommended policies to foster develop­

ment of skill and ingenuity ac; ordingly. William Petty even 

tried to measure human capital. The classical economists up 

to J. S. Mill through ~he first half of the 19th Century saw 

schooling and training as a means to higher incomes for a 

minority, and concerned themselves with the economic efficieLcy 
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of the system of production and learning. However, they did 

not see economic growth as involving an increase in demand 

for skills or schooling among the masses. Indeed, they pre­

dicted quite the opposite: the divisiilln at' labour, while it was 

central to progress in raising national income, wo~ld downgrade 

the masses in their working lives. Schooling for ordinary 

people was seen as economically useful mainly through its 

contribution to civil order and Muthusian restraint. It was 

more the betterment of Man than economic growth that pre­

occupied these economists. The potentials for economic and 

progress were believed to be severely limited whereas no such 

limits shut in the vistas of progress towards the perfecting 

of Man. They believed strongly in the law of diminishing 

productivity and could not forsee in the long-run the pos~ibilit 

of shifting the prillduction function to the right as a result of 

inrovation, technological improvement, learning effect and 

other factors. 

Over the 19th Centry education, techl.ology and production 

were all expanding, becoming x£ transformed beyond anything 

that the early classicists could have imagined. Meanwhile, 

the emphasis in economics was shifting from problems of 

aggregate productivity and progress to income distribution and 
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resource allocation. Adam Smi th "the Father of Economic:ii", is 

best known for his interest in the market mechanics as a means 

of directing resources into uses according to the preferences 

of consumers and of free men and women selling their services. 

Through thw 'invisible hand' the economic machine seemed to 

produce desirable results. It seemed to work in an automatic 

law-governed way like a machine "but waht is law-governed is 

not necessarily good", say R. L. Meek in his "The rise and fall 

of the Economic Machine". The themes of the classical eCDnomists 

were elaborated over the generations that followed in both 

positive and normative economics, which jo;-ntly defined criteria' 

for assessing resource allocation and developed the ethic of 

eClualisat-ion of opportunity as a component of the philosophy 

of individualism. Education had a special place in the body of 

thought vecause its relevance to the distribution of opportunity 

to earn an income. In this respect it was distinguished from mmJ 

most other consumer choices even when the idea of education is 

an investment was not clearly appreciated. Moreover, education 

received special attention as one among a few goods and services 

that might claim public subsidy because of social benefits 

accruing to the Society at large, over and above those accruing 

to individuals. Thee was a large cry for mass education by 
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the middle of the 19th Century when liberal ideas were 

popular and gaining momentum. Over the late 19th and early 

20th centuries the relative attention given to education by 

economists appears to have~aned, except in Russia, where public 

schooling had lagged and "education was belatedly but also 

creatively rediscovered as an investment", - A Bowman. 

The pheripheral or incidental position given to education 

in the economics of late 19th and especially the first half of 

the 20th centry is not surprising. The battlefbr universal 

public schooling had been won and a humanistic view of 

education had led many economists mistakenly to downgrade its 

economic importance. The same humanistic inclinations blocked 

application of the increasingly powerful tools of economic 

theory to a thorough going examination of education as an 

investment analogous in some respects at least to investment 

in the production of machines. 



-38-

RICARDIAN INFLUENCE Physical capital is a necessary but not 

a su~ficient conditi~n to promote economic growth - it was 

only lately realised, though a bit too late. The provision 

of capital for development investment is not the whole or even 

a major part of the problem of promoting economic development. 

The nation that capital accummulation is the crux of the 

development problem is firmly embedded in tlle early post-war 

literature on the problem of economic development, and was the 

foundation of early efforts at developing - in most of the 

earlier national plans of developing countries we see the 

non-proportionate allocation of funds on heavy industry to 

the almost neglect of education. It is only gradually being 

expelled by practical experience of the difficulties of, and 

many obstacles too, the establishment of a self-sustaining 

growth process. The nations was derived from two major 

origins - the intellectual tradition of English classical 

economics and misreading of the Soviet experience with economic 

planning. 

Ever since Ricardo's masterly construction of a vastly 

over simplified long-run model of distribution, the English 

tradition of economic thought Uas tended to accept implici~ 

two basic assumptions of English Classical economics - that 
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human labour is homogeneous mass of brute force, and that 

technological progress is an exogenous influence of limited 

strength. In consequence, ~t it has been placed the emphasis, 

in its analysis of the mechanism of growth on the accumulation 

of physical capital, to the neglect on the one hand of the 

contribution of the learning and acquisition of human skills 

and on the other of the contribution of the applicatimns of 

scientific methods to the improvement of technology and 

management. The Ricardian influence was particularly strong 

in Keynes who in constructingbis short-run theory of employment 

took the quality of labour as given. The major concentration 

was on the theory of the firm and industry, and the problems 

of economic fluctuations and unemployment. This was the period 

of the"Keynesian Revolution"and education had no place in his 

11 general theory". I t was qUi te reasonable for hi s purpose, 

but it so happenad that the Keynesian apparatus was conveniently 

exteLded into a long-run growth model by Harrod's addition of th 

capital-output-ratio - the rate of real savings and investment 

in physical capital. This was the nearest and most appealing 

tool to handle for those who turned from pre-war unemployment 

problem to the post-war development problem. Probably at no 

time in the past two centuries was education further removed 
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from the main streams of western Economics than in the quarter 

century from 1930-1955. 

The Marxian tradmtion, which took off from the Ricardian 

theory became also the tool of dogmatism by putting the 

accumulation of capital at the centre of the"mechanism of 

growth. Moreover, the theory seemed to be confirmed empirically 

by Soviet plan ing, which exercised a great hold over the 

intellectual imagination of the 1930's by virtue of Xi the contr­

ast between ~he idea of plam.ing and the reality of capitalist 

chaos, and which placed a strong emphasis in investment, 

especially in heavy industry, i.e. producers goods industry. It 

is only ine recent years that economists have penetrated the 

mythology of Soviet growth to appreciate the important part 

played in it by a tight labour market, high rewards to education 

and a consequent Universal in~entive to self improvement by the 

labour force, together with substantial investment in scientific 

research and development. 

There is no doubt that the qualitt of the contributions of 

land and capital can also be improved, and they can be made to 

enter into increasingly profitable factor combinations. But 

once they have reached, respectively a certain degree of fertilit: 

and a certain degree of efficiency of production, it in only as 
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a result of' inventions and innovations that they can produce 

a greater output. In other words, they reach limits and 

law of' diminishing returns or marginal productivity comes into 

operation. This does not seem to exist in the case of' labour 

and enterprenueral ability since both theoretical research and 

ita practical applications are manif'estations of' human s~ill8 

which can themselves be directly improved by education. It 

was a major blunder to neglect the quality of' labour - what 

mattered mest was the number. The input in a production 

f'unction was uaually merely number! 
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POST WAR EXBERIENCE 

The emphasis on education and the uncomitant changes in 

educational systmms (refer to Section I) is clearly a 

manifestation that the disregard for ~uality is now a thing 

of the past. This is due to the startling post-war experience 

in rates of income growth in the advanced nations and the 

slow rates or stagnation in many of the developing countries; 

the success of Marshall Plan Aid to Europe and the failures and 

frustrations eslewhere. Experience with developmmt problems 

and development planning has amply demonstrated theteconomic 

development is not a simple matter of generating enough capital 

investment. It is a far more complex problem of generating 

the human skills and knowledge required for working with and 

managing the capital, and this in turn req~ires a transformation 

of the economic, social, legal and cultural environment. So 

changes in the quality of the work force are the fundamental 

explanation of the fact that economic growth proceeds in 

advanced countries more rapidly than can be accounted 1'01' by the 

record of inputs of labour and capital. Moreover, diff'erences 

between levels of development between countries may be explicable 

in the same terms. Kuznets had lum>ed tec;,nology and the labour 

capacity together as more impDrtant than physical equipment! 
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liThe major capital stock of an industrially advanced 

country is not its physical equipment: ot os the body of 

knowledge amassed from tested findings and discoveries of 

empricial SCience, and the capacity and training of its 

population to use this knowledge effectively." 

This point may be demonstrated more strikingly by two 

contrasting situations - one in which the country has had its 

physical capital destroyed but has a highly trained and 

energetic labour force: the other with the latest capital 

e~uipment in abundance but unskilled labo~r. The first case 

will be able to rebuild its capital stock in a short period as 

the post-war experience of Japan and Germany suggests. It is 

likely that it would take far longer to get the other ecomomy 

going. Starting from scratch it is more time consuming to 

buildx a skilled labour force than to contruct a Ste~l Mill. 

The quality of the labour force means more than just 

simply technical skill. It includes the will to economise 

interest in output for the sake of output, the spirit of team 

work, and the elusive and noneconomic restrictiva practices. 

It has been said that a modern fishing trawler with its latest 

equipment is manned in Norway by seven men, in Japan by twelve 
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to fourteen men, and in India by twenty to twenty-five men. 

Each task to be carried out be the smal~ crew can be performed 

by some-one on the large. 

It is not enough to recruit a large industrial labour 

force and induce it to accept the values of industrial society. 

Beymnd a minimal stage of development, the major requirements 

is for foremen, technicians and engineers. The capacity to 

handle modern technologY in the United States does not reside 

in a smal~ group of engineering and business school graduates, 

but is diffused throughput the culture. The great majority of 

employers are inter~sted in productivity, and their early 

training, formal and informal is directed towards machines and 

production. d In underdeveloped countries it is not enough 

to cultivate a hand of entrepreneurs and business executives. 

This only means upgrading any existing labour force in a less 

developed cpuntry to p~ovide the junior officers to fill in the 

organisation. 

FUNCTIONS OF EDUCATION 

60 among the factors of production there are two-labour 

and entrepreneurial ability - which lend themselves to 

improvements by education in the widest sense, including 

training education: 
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1. Makes people more receptive to inventions and innovations. 

2. Permits increasingly advantageous combinations of factors 

of production as compared with those in which the human 

factors are lesser quality. 

3. Promotes the division of labour and specialisation and 

the use of machinery. 

4. Makes it possible for any new technological discovery 

to be brought into operation with little or no delay. 

5. Promotes, both in the domestic economy and on an inter­

national scale, a far reaching mobility of labour and 

of entrepreneurial ability. 

6. Ensures that those individuals who are responsible for 

making major technical, economic and political decisions 

possess the width of knowledge and breadth of view, which, 

associated with a high moral sense, enable them to avoid 

partrularly dangerous mistakes. 

All these results follow from the employment of in­

creasingly bet "er educated and trained personnel in prod~,cti ve 

undertakings; and even though the results become apparent pnly 

in the long~run and are therefore, hard to predict with pre­

cision - they reduce risks and costs. In other words, they 
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they lead to edonomies, some internal, some external but all 

eventually to the advantage of production. I t fol~ows that 

more particularly in the early stages of a country's economic 

development, education rather than consumer goods, which are 

advantageous only to those who profit directly from them, is 

instrumental in increasing output in all sectors of production 

and in creating a basis for continuimg progress. Nor is it by 

accident that all progress starts with the human element, since 

it is the human element that is always the originator of every 

thing that is created and is responsible for every development 

of himself and his country. 

CORRELATION BETV~ EDUCATION AND NATIONA~ INCOME 

The is qUite a widespread belief that literates were few 

and far between in England as late as the Factory Acts, that 

literacy has little importance for agricultural progress in 

the early stages, and yet that education is more important for 

the emergent nations of today than in the history of the now 

advanced countries. Fresh evidence is revealing bhe fallacy 

of these beliefs. Empirical data as well as a piori reasoning 

are now availa le to indicate that the minimum level of 

diffuexn of literacy necessary as a pre-condition of 

ment is probably something like 40% of the adult male 

develop- . 
I pOPulation

l 

I 
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(See Table 1A for definitions of literacy). With the exception 

of countries producing oil, only when this rate was attained 

did any nation attain a measured per capita income over %200 

in the mid 1950's. (per-capita figures should be examined 

with caution due to differences in living standards and re­

quirements). Anderson's research through historical records 

reveals that 40% adult literacy rates were matched or exceeded 

in the pre-industrial West, they were exceeded int he first 

years of the Meiji era in Japan, and in Urban Russia of the 

late 19th Century. These findi;;gs mwght be of surprise to 

those who thought that literacy rates were low and lagged behind 

development. There is some disagreement of cause and effect 

relationship of education and economic development of the type 

- which came first the egg or the chicken? It does not follow 

from the above evidence that 40% of literacy guarantees develop­

ment or a % 200 per capita income; but countries that had 

attained that literacy rate and not yet excluded %200 per capita 

income in the 1950's were the exception and were all in Asia. 

But the relationship between literacy and national income 

is complicated, because the level of national and per capita 

income is dependent not only on the technical training and skill 

of the population, but also on the physical capital assets, and 

the natural resources of a country. Moreover, literacy rates 

are very imperfect measures of all the skills required in a 

modern industrial economy. Some skills and technical abilities 
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may be the reults or generations or experience and cannot be 

reflected by literacy rates. The capital assets or a country 

are usually the result of a long pro~ess or capital rormation 

which may have taken decades or even centuries. Hence, it 

cannot be assumed that literacy rates and the level of national 

income are closely related to each other. Neverthe less, 

empirical data seems to indicate that a certain degree or 

relationship exists. 

The United Nations' Preliminary Report on the World Social 

Situation contains a table showing the distribution of 75 

co~ntries and teritories by size or per capita income in 1950. 

According to this table 25 of the countries had per capita 

incomes equivalent to 300 U.S. dollars or more, 10 countries 

between 150 and 300 dollars, and 40 countries were below the 

level or :150 dollars. If we sepLrate the countries at the level 

of 300 dollars per capita income, and separate the adult illiter 

acy rates of countries at three levels, as before we arixxB 

arrive at some idea of the association between these two ractors 

as shown below: 
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'1' The above table show :County-one countries for which data 

is available on adult illiteracy rates and IJer capita incomes in 

1950. Among these countries, all 12 which had hi@1 iIliteracy 

rates are found with relatively low ller capita income. Of 

16 countries with low illiteracy rates, all except Jallan had 

relatively high capita income. As regards the other 13 

countriew, with illiteracy rates between 20 and 49 per cent, all 

except two Puerto Rica and Venezuela - had per capital incomes 

of less than %300. 

Let us now examine the develollment of ller callita income 

in 4 countries, in relation to their level and trend of 

illitercay rates. First let us look at U.S.A. 
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In the table 2 above we observe that the illiteracy rate 

in the U.S.A. had declined from 20% in 1870 to 10.7% in 1900 

and continued to decline since the beginning of the century. 

The per capita~ gross National Product, expressed in terms of 

the 1929 dollar, had increased from %268 in the period around 

1870 to %542 in the period around 1900. It continued to in­

crease - except for the depression years around 1930 - until 

it had reached a high level of about %1,200 in 1953. In other 

words, the per capita income had more than doubled from the 

beginr. ing iD the midlLe of the century. I t should be noted that 

the U.S. around 1870, started at a relatively hiCh level of 

literacy. While the rapid rise of prosperity in the U.S. was 

due to many factors, including the discovery of natural resource: 

and the high annual rate of capital formation, the evidence 

never;heless shows a parallel development in the reduction of 

illiteracy and the increase in per capita income. 
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In the table 3 we see the development of per capita 

income in Norway since 1900. In terms of 1938 prices, the 

gross national product had increased from less than 1,000 

kroner per capita at the begi~.ing of the century to over 

2,500 kroner per capita in 1953, an in~rease in more than 

150%. This ~E~E repreents a rate of increase higher than that 

of the U.S. over a comparable period of time. Data mn illiter­

acy rates are not available, but the hiCh proportion of children 

7-14 years old receiving instructimn, maintanined since at least 
our 

1875 would justify 1IJ[1rs'l! assumption that Norway, at the begining 

of this century, had reached a very high level of literacy. 

Here again, we find an indication of association between the 

educational level of a population and its productive capacity. 
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Third, the example of Italy, as shown above, shows a 

rise in National income at a slower rate than either the 

U.S. or Norway. At the beginning of the century, the per 

capita income, in terms of 1938 prices, was around 2.300 

line. By 1954 this had increased to about 3.500 line. a rise 

of 50% in half a century. The population of Italy was about 

50 per cent il11 terate at the beginr;ing of the century. though 

the rate of N illiteracy had declined considerably then. 

Finally, let us look at Spain. 
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Here the trends have been somewhat similar to those 

in Italy. The level of per capita income in 1929 prices, rose 

from about 850 pesetas near the beginning of the century to 

about 1~200 pesetas in 1953, at a rate of somewhat less than 

50% in half a century. It may be noted that Spain began this 

century with an illiteracy rate even higher than Italy, though 

today it may be considered among the relatively more literate 

nations with less than 20%illiteracy in the population 10 years 

old and over as of 1950. 

The educational development of a country is perhaps related 

to the distribution of income within a country even more closely 

than the level of per capita income. Where income is more 

concentrated in a small proportion of the population, education 

tends to be the privilege of the few, and a large part of the 

people will remain illiterate. On the other hand, as literacy 

skills and education in general become more widespread, the gap 

between high income and low income groups will be reduced, and 

the total income of the nation will tend to be more evenly 

distributed. 
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LITERACY AND AGRICULTURE 

The idea that literacy is relatively unimportant in 

agriculture, and even for modernisation of agriculture in 

the early stages, is almost certainly fallacious, just as 

fallacious as the nation that the way to make good farmers 

and keep farmers on the farm is to teach 'practical agriculture' 

in the primary grades. The most convincing evidence comes from 

observations of men who have worked with technical assistance 

and community development programmes and those who have studied 

agriculture in underdeveloped and emergent nations, as well as 

in more advanced settings. The failure of the Tanyanyika 

government scheme, the corridor plantation. system in the Congo 

are a clear reflection of this problem - lack of qualified 

personnel. Westerm x machinery and tools are useless unless 

there are people who know the technical know how to operate 

the~. Time and time again this has been demonstrated by the 

experience of developing countries. Appreciation of this probl~ 

has b~en reflected in the creation of facilities for pre­

investment surveys through the United Nations Fund for Economic 

Developmen~, the evolution techniques of man power planning 

in underdeveloped countries to complement investment planning. 

and a growing emphasis on educational and technical assistance 

to developing countries. Eor most of the underdeveloped 
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world the progress of agriculture is the key importance to 

to national economic advance. Education here has a vital 

role to play. 

CHANGED ENVIRO~~ENT 

The proposition that the minimum essential rate of l~racy and 

the levels of literacy at which people can function are higher 

today than for emerge.nceinto development in earlier times is 

rarely stated to give a better comparison. In fact, it usually 

means that more literacy is needed to develop in say 10 to 

20 years than in a hundred or more. The underdeveloped 

countries are trying to make a 'great leap forward' in order 

to achieve the same results as the Western countries but in 

a shorter time. F. H. Harbison at the United Nations Conference 

in 1963 puts it strikingly "The newly developing countries in 

the world today are in a hurry. They will not be satisfied 

with the rate of development that has been achieved in the 

past by the so called advanced nations. They want high speed 

accelerated growth". It is good to be forward looking, have 

high target rates, etc. but failure to achieve the goals and 

aspirations creates frustrations abd discontent - evident in 

most parts of Asia amd Africa. Moreover, the question is one 

we will never be able to answer on the basis of statistical 
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evidence, ror the World drive to Universal education is 

changing the implications of observed literacy rates. Given 

the place or education among the political developmentx prior­

ities of today, there will almost certainly be countries with 

40% or~ even 90% adult literacy and less than $200 per capita 

income in the 1960's and 1970's than 1950's, and situations 

in which per capita incomes exceed $200 but literacy rates 

fall below 40% are likely meanwhile to dmsappear, ir only 

because these countries will have extended literacy whatever 

happens to their incomes. Nevertheless, emergence out of 

traditionalism into active international economic life is very 

different today from what it was a century ago ror a number of 

reasons - among them modern communication techniques and the 

levels of educations among the peoples or other mat nations 

with whom the developing countries must compete and interact. 

CASE FOR INVESTMENT 

In the cost benerit analysis discussed in Section 11 I 

referred to the procedure used by Sch~z in evaluating returns 

rrom investment in education. Accepting the results of cost­

benefit analysis within broad limits we find justirication in 

the light shovm. It would be appropriate to examine briefly 
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Some of the other rate of return stt~dies which strengthen 

the cost-benefit technique and add support to investment in 

education. For both the United States and Mexico, the Male 

rates are extremely high for the incremental schooling 

between the first few years in primary scholl and the last 

primary years. Even for social returns, estimates run from 

20 to 35 per cent. This is a pattern we should expect to see 

repeated in am many Latin American countries where there is a 

marked divergence between the economic activities of those 

who drop out of primary school early and those who continue 

to completion. Judging from such evidence as is available on 

late 19th century Russia the rates were probably qUite high 

there also, and Strumilin suggested a law of diminishing 

returns to investment in education in Russia in the 1920's. 

However this is not l~ly to be the case in most African and 

Asman countries over the coming decade, for the enthusiasm 

for education is diffusing rapidly there and the drive for 

universal primary schooling is leading other development 

efforts. At the middle eand highest educational levels, male 

rates of return in Vene~uela appear to be fantastically but this 

reflects a sharp inequality of income distribution. Rates in 

Mexico aremuch higher than in the estimates for the United 
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states or than preliminary estimates suggest for India. In 

the United States the College rates of about 11 to 12 percent 

though sufficiently high to match likely alternative investments 

are relatively modest. No estimates for the lowest levels of 

schooling have yet been attempted in India, but those for the 

middle and highest levels reveal what reports concerning the 

incidence of "intellectual unemployment" among the trained 

but not the top would suggest; Indians who have the equivalent 

of a Master's degree or better probably get back a return of 

the order of about 12 to 15 per cent; those who stop somewhat 

sooner only a modest monetary reward. These rates for India 

were lower than the retqrns on investments in physical capital 

. in the modern sector of the Indian economy. Does this mean 

that edUcation in Indma should not get the same treatment? The 

answer certainly is no for there are many unquantifiable 

benefits from education - refer to the Cost-Benefit Analysis. 

The above analysis of India must not be judged super­

fically and all assumptions ll:ade need careful and thorough 

examination in the light of all circumstances. Bearing this 

in mind it is sensible to take the view of the Dean Rusk who 

comments "Education is not a luxury which can be afforded 
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after development has occureed; it is an integral part, an 

inescapable and essential part, of the development process 

itself. 

So universal education which was once a Utopian dream 

among the Social Sciences has today moved into the centre of 

that earth wide revolution which is daily transforming man's 

living conditions on this planet more drastically than the 

Renaissance, the discovery of ~merica, the Reformation, the 

Industrial Revolution, and the Advent of the Air Age - all 

rolled into one. It is best to conclude the role of education 

in economic development with the words of Professor Garcia 

of Argentina, Secretary of the U. N. Conference 1963 .. A large 

part of mankind is not mentally prepared to assimilate this 

transformationl to beoome incorporated fully and vitally in 

this new type of society which should be built in the countries 

suffering from underdevelopment. The very basis of the 

problems of development, the core of ever'ything related to it, 

is MAN. Technology cannot canalize his potential with the 

sam .. speed as it can, for exa!Icple, canalize a river. Today 

we know how to deal with a desert, to turn it into an orchard 

in relatively few years; but far more time is necessary to 

train men who are capable of growing oranges in a desert." 
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"RESOURCE DRAINtt 

There is no certain system of estimating educational 

requirements or how much scarce capital should be put into 

educational plant, how much current income should be spent 

on education as consumption cum investment. Work to improve 

the data and the analysis goes forward to clarify the choices 

to be made. The need for more education is clear in under-

developed countries at least, even though the amounts to be 

sought cam,ot be quantified. 

All investment involves risk, some less and some more. 

More education for villagers sometimes makes them dissatisfied 

with the village and unwilling to return to it, adding to the 
ed 

educatx0K unemployed in the City and robbing the village of its 

best intellects, rather than raisJ,ng the level of village 

education. This creates further social problems of over-

crowding - urbanisation without industrialisation. However, 

those with educatimn wanting only to do white collar jobs for 

which there is inelastic demand. In India about 6% of the 

graduates arw unemployed, though the literacy rate is only 

about 21%. Educations abroad too, runs risks. The exposure 

to foreign standards of living or marriage abroad may lead to 

emigration at high cost in foreign exchange to the country 
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which sponsored the education, to dissatisfaction with 

conditions upon return, or even, when the domestic educational 

system is dominated by a system of local patronage which 

foreign study threatens, to failure to get a good job. A 

large number of India doctors have gone to U.K., U.S.A., 

Malaya, etc. in serach of better conditions and standards of 

living, despite the acute shortage in India of such skills. 

The 'brain-drain' to U.S. and Canada from Britain is another 

example. There are no easy answers to how best to manage 

the large educational job which undeveloped countries face, ~ 

but perhaps this is much valid: education by foreigners is more 

productive for the underdeveloped country if it takes place in 

the country by foreign teachers, of if the student goes abroad 

he does so later for shorter periods, and after he has obtained 

his career starts at home. It is reported, for eaxmple,that 

while there are about 2,000 United states Citizens teaching 

abroad at various levels, there are about 4,000 people from 

abroad, especially the less developed countries teaching in 

the Dni ted States. Many of these are grad, ate students who 

undertake teaching as part of their training. Some have 

been beguiled by higher pay and better working conditions 

into postponong, perhaps for a long time, thwir long awaited 

return. 
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DEGREE OF ILLITERACY 

Having recognised the significance and importance 

of education in economic development, it is necesc,ary to have 

a look at the picture of world illiteracy situation and 

what is being done to change the picture. One obvious result 

of formal education is that people learn to read and write, 

amd the idea of literacy as a measure of educational progress 

- both personally and socially - has taken deep root. More 

often than not, it is illiteracy that is discussed as a social 

problem, along with such ills as poverty and disease. 

A great deal has been Hr'itten about illiteracy, which is 

geJ:,t;l'al:!:y regarded by educators as a wai!!d-wide issue of the 

greates importance. It would seem feasible, therefore, to 

examine the incidence of illiteracy statistically and to consid 

whether its reduction might be used as a measure of educational 

progress. At first sight illiteracy is prevalent enough to 

justify such an approach. It is true that in certain countries 

education has long been compulsory and almost universal, and 

the nur:.ber of persons not able to read and write is confined to 

an irreducible minimum, composed mainly of those mentally 

in capable of such learning. Yet, in many areas of the world 

the majority of the population is still illiterate and a 
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reasonable estimate is that half of the worlds people still 

cannot reach and write. 

It is estimated that there are about 700 million illiterate 

in the world today. They represent about 44% of the total 

world population 15 y~ars old and over. About half of all 

the countries and territories are believed to have 50 percent 

or more illiteracy among their adult population. In about 

one-third of all countries, there are at least a million 

adult illiterates in each cOLntry. SUch, in broad terms, is 

the magnitude of the problem of world illiteracy in the middle 

of this century. The Xng« large portion of the world's 

illiterates are to be found in certain parts of Asia and 

Africa. However, the problem of illiteracy is certainly not 

confined to these regions. At least one country in the Eestern 

Hemisphere has more than 15 million adult illiterates, another 

has 5 million, and 8 others have each one million or more. In 

the same manner, there are 10 European countries each of which 

has at least one million illerate persons 15 years old and 

over. 

The table below gives a summary of the illiteracy situatio 

in the world in about 1950, based on detailed estimates. 
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morc adult illiterates.1 

B. Countde3 with estimated 50 per cent 
or more illiteracy and less than I mil· 
lion adult illiterates.' 

C. Countries with estimated less than 50 

198 

43 

54 

690-720 100 

,600-840 88 

15-16 • 
~ per cent illiteracy and I million or 

: .' I' more adult illiterates.' '0 55-65 9 

,: j,-; 

O. Countries with estimated less than 
, ,;' 

: . 50 per cent illitetacy and less than 
I million adult illiterates.4 8. II-<J 

, 
'\ 

.\ 

I. CouOttiCII luted in Table ,. 
2. Countries luted in Table 8. 
3. Countries listed in T"bte g. 
4. Couottia lifted in Table 10 • 

.-=-. -------::- ----
: 1. These regioos, u dc!ined In the United NaciQIU DmI~ll,gp1u', r,a,b""k 1955 (,....-), are consli. 

tuted as follows: North"" Arri~,,-Sp ... ni~h West Afric., Spanun Posscssions in North Africa, 
'./,: Moroeco, Tangier, Algeria, TuniJia, Libya, Egypt, the Sudan, Eritrea, Ethiopia, the Somali_ 
, landJi Tropical d~d SOl/ill".,. A/rica-the remainder ot Arric:a; Nor/lw'" Amm',,,_Al;uka, Dcrmuda. 

:,!~ CanadOl, United Slata, St. Pierre and Miqucloll, Greenland; "'fiddle .-Imerk.z_lnc remainder 
',"j oCNorth America including the Cuibbcanj Soulll Ammu_the cDlire continent; Sow" W'JI Asia 

_TIITkcy. It ... n, Iraq, Syria, LebaoQn, brad, ]or<bl\, Cyprus, the Arabi:u'l Peninsula; South '! Qnlf/J[ Asi.r-Afs:hllnisu.n, Pakistan, India, 1'\'epal, Bhut.an, Ctylol\, Maldivt hlanw; South East 
AJW-.Burma, Thailand, Indoehina. ~b.b.ya.o Peninsula, Philippioes, Indonesia, and other islands 
southeast or the mainb.nd ; E.utA.n'4_the remainder of A1i., except theAsiatie part oC the U .S,S.R., 
NfJ1'lhmI .rnll Will.", E,.",p_Denmark, Finland, Sweden, Norway. Iceland, United Kingdom, 
Republic or, Ireland, Channel Idands, h[e or Man, Bentlwt countrie3, France, Monaco; Contral 
EIIIQP_Cicrmanv, the Sa"f, Switzerland, Austria, Liechtenstein, Czechoslr.vakia., Poland, 
Hungary; So~lIr'r" EIU'Q/l_the remainder of Europe, except the Euto~an patu or the U.S.S.R. 
and TU/key; Oua.ull; U.S.S.R._The Union or Soviet Soei:Liist Republics. 
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TAl.ILE bJ3NumLer and pcrc~ntage ofiUitc;atcs in tIle population 15 years 010 ana 
. over. in 52 countries according to their latest census or sample survey since 1945 

-- ------- -------- --------------------

.~ Country y= 
Tol4ll'Dumber Drmol na.d PCI' cellt 

i. oCpo::rwta' and WTire illilerale 
-'LJ 

AFRICA 

"" .. ,<~; ... ·-~"".,.;."'1 
Algeria: 

Muslim population 1948 4330140 4 0633'9 93.8 

-:~ European population 1948 681 349 56024 8.' 
Egypt:! 194) 11398 t81 9 125 037 80.1 
Portuguese Guinea: ' 

. 'Non~civi1iied' population 1950'" 318386 31)480 99·7 
. ",'''''\l. 

Reunion 1954- 163 134 g8SSo 60.6 

AMERICA, NORTH 

Barbados 1946 127603 II 391 . 8:9 
BermudaS 1950 . '5 484 699 '·7 
British·Honduras 1946 36'76 6845 18·9 
Costa Rica ~ 1950 457786 9449' 20.6 

Dominican ~epublic 1950 I 185424- 677 '93 57. 1 

El Salvador 1950 1064 01 3 644 514 60.6 
Guatemala 1950 1.611 !2St I 138297 70.6 . 
Haiti 1950 1920 442 I 718278 89·5 
Honduras 1945 69942 1 . _ 445 586 ... ... 63·7 ... 
Leeward Is. 1946 6) 687 13029 19.2 

Martinique 1954 147427 38 438 26.1 
Nicaragua 1950 599545 369376 61.6 
Panamaf. 1950 442249 132 978 go.1 
Puerto RiCo.- 1950 1255328 335799 26·7 
Trinidad and Tobago O194i 35106) 91 948 26.2 

United States or AmericaS 1952 110074000 2 7~OOO -" '·5 
Wmdward Is. 1946 . 14665) 50249 34-3 

I 
~CA, SOUTH 

I Argentina'. 1947 11318 896 1541678 13.6 
Bolivia' 1950 I 633 313 I log 385 67·9 ., Brazil 1950 30189411 15 272 632 50.6 

I British Guiana 1946 ~29 594 55402 '4-1 
Chile 1952 3 618 500 719900 19·9 

, 
."';"'-- I Ecuador' 195°' 18421 77 81 5464 . 44-3 
.. ; .• 

I Paraguay 1950 747112 255411 34·2 

-1 Venezuela 1959 '857 086 . 1365 838 47·8 , 
• AID. , 

" 
Aden Colony 1946 56048 44'58 79·0 

:...",.;,.,,5."';~' 
.~ .... . ""~.-' :-:' . :;,~-. .... >;;..' 

"'~ .... -"., / !~., 

~j" . ~ . . ~~-: .~. 

,. , 
I~ 

.", " ~, , .. 
"" .' 

. 
~-

Country YC:1! 
Totalllumbu . Canoot read. 

or .pn~n" and write .-------.-.-=------.--::::c--'\-
ASIA (continuer/) . " 

. Brunei' 1947 24 248 17 610 .... 
Ceylon 1946 4 178895 1548243 
Cyprus 1946 298100 lJ7679 
India' 1951 21532735° '73 857 820 

Israel' 1948 512 45~ 31 761 
Malaya' (incl. Singapore) 1947 3535369 2 130 151 
North Bomeo.tIl 1951 201 281'" ... 16683. 
Philippines 1948 10 548 473 4 !214 !203 
Ryukyu 15.11 1950 551 317 139938 

Sarawak' 1947 328 704 270 880 
Thailand 1947 10007 670 4 833747 
Turkey . 1950 12 882 759 8769 887 

EUROP'& . '~ 
. Belgium ~'1947 6759702 222391 
. Bulgaria 1946 5 069384 1229 064 
France' 1946 "30590 863 '08) 406 
Greece 1951 5 410 922 1399343 
Hungary 1949 69'4 209 322 342 

Malta and GOzo 1948 199 38g 84471 

Portugal 1950 5951 520 2622128 

Yugoslavia 1953 11 7!22ooo 3 r85 000 

OC&ANIA 

Cook Islanwu 1951 7939 65' 
Fiji 1946 140 980 50129 
NiueU 1951 • ,s .. 166 
Tokelauu 1951 905 '5 
Western Samoau 1951 4' 793 6183 

t. Excludtn, pcnoDJ unspecified r~ Iiteracy. 
~. Excludin, I"1Qmadic population:tnd 370,23' pe/'SODJ tlD!Ipcdficd rOt Uteracy. 
3. PopulatioQ 14 YC;lN old and OVU. I 

Pcr cent 
iIlitecatt 

. 7,·6 
37.0 

39·5 
. 80·7 

6·3 
60·3 
82·9 
40·0 
25·4-

82·4 
48.0 

68.1 

3-3 
'4-' 

3.6 
25·9 
.4-7 

42 .4-
44.1 

!27.,2 

8 .• 
35.6 
6.0 ; 
!l.8 : 

.14-4 : 

i 
f 

4- EJccluding trib;l.] IndiOlllL 
5. B.ucd OD. sample $W"VeY or civilian noo.io,titutiollal popuI.a.tiOQ 14 years old &Dd ovcr. 
6. Excluding Europeans and Dom:.die PuOilDS. • • 

7. Based 00. 10 per CCllt sample tabulatioll. . 
8. Bucd on Mmple tabulation for Jewish population. 
9. Exclud~i Dom"dic aborigines.... " .. "' . 

10. Excluding Europeans. 
If. Indigcnous population. 
n. Excluding 1,208.990 penons nOI specified (Ot literacy. 

/ 

, 
. , 

li.' . 
;.:' 

i .. 
, 
t>-«.,,~"_"'C"'~"'A~"" 
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'TABLE ,~stimatcd popuiation and extent of illiteracy around 1950 in 43 ·coun- -.':::?­
ItrieJ (illiteracy ratc: 50 per cent or more; number of adult ilIiteratt';S: J million 

tr IDore) _. . 

",,, .. :o,..,,,,;,,,,(,«,~ -_ ... --_._---_ .. ---_._ .. ---- ._---------
i Estim .. tcd popublioD ExleDt of illiteraey 

-- '''. ~, , · ... Adult Estim .. ted per Estimated 
~ .. ~~ 

"number 

,. 

: C.ouoUy To'" (I) years 
cent of "dult 

(aU ages) and over) 
population or adult 

illiterate illiterates 

._----------_._-----------_._----_ ... _----- -" •.•. ------.-
, (thoUS3ll&) 

AFRICA 

Algeria 8753 
Angola 4093 
Belgian Congo I I 258-
Cameroons (Fr.) 3 085 
Egypt 20393 

Ethiopia '5 000 
Fre.nch Equatorial Mriea 4406 
French West Africa 
Gold Coast 
Kenya 

Madagaxar 
Morocco 
Mozambique 
Nigeria 
Nyasaland 

Ruanda~Urundi 
Sierra Leone 
Sudan 
Tanganyika 
Tuni!ia 

Uganda 
Union of South Africa 

A>II!RlCA 

Bolivia 
Brazil 
GU:ltemala 
Haiti 
Peru 

/ 

• ;~-. !~. '",. 

'7363 
3 8)8 
5579 

4305 
8800 
57.9, 

. '24 ood 
lI: 289 

3927 
1880 
8350 , 
7703 
3470 -

5 log 
12 450 

3 01 9 
5' 9)6 

!I: 791 
3 0 97 
8521 

... 

(thousands) 

5 200 
2400 
7300 

' 900 
12 700 

9300 
2700 

10 500 

2500 
2900 

• 500 
5 100 

3400 
15 200 

1000 

'400 

1000 
5 200 

4 600 
2100 

3 000 
7800 

·,800 
go 300 

1600 
t goo 
4900 

% (thousands) 

80-85 4200 - 4400 

95-99 2300 - 2400 

60-65 4400 - 4700 

90-95 1700 - ,800 

75-80 9500 - 10200 

95-99 8800- 9 200 

95-99 2600- 2700 

95-99 10000 - 10400 

75-80 1900 - 2000 

75-80 2200 - • 300 

65-70 1600 - 1800 

85-90 4300 - 4 600 

95-99 3 200 - 3400 
85-90 12900 - 13700 
90-95 1100 _ 

90-95 11: 200- 2300 

90-95 1100 

90-95 4700 - 4900 

90-95 4 100 - 4400 
80-85 1700 - 1800 

70-75 11: 100 - 2300 

55-&> 4300 - 4700 

65-70 1200 -. 1300 

·50-55 15200 - 16 7 00 

70-75 I tOO - 1200 
8S--So 1600 - 1)00 

50-55 2: 500- 2700 

i 

Country 

.. - ~-----.-,---

""" Afghanistan 
Cambodia 
Cbinat .• -,.1<". 

India 
',-

Indonesia 
.~ !tan .,;;. ... 

Iraq 
Koreal 

Malaya, Fed. of 
Nepal 

Pakistan 
Saudi-Arabia 
Syria 
Turkey 
Viet-Naml 

Yemen 
Total (/3 co';;"';") 

E:II;maled popubtioll 

Tob.1 
(all ages) 

Adult 
(1$ years 
and over) 

.•. -_.--_ .. -. -~-- --~--

(th~cls) (thoUSlU).ds) 

12000 7400 

3900 2300 

560 009 330000 

358000 221000 

75500 45700 

18 952 '0800 
4 834 2900 

29500 . 17 200 

5 227 3 200 

7 000 4 000 

75 04d·· .46 300 
6500 '. 3900 
3500 2100 

20935 '3 000 

'5 000 14500 

4500 2700 

, -
I. Bounduics as a.t etld or World Will: IL 

EJ<tent of i!1ilerJcy --- --------_. 
Estimateu per 
CCOI of adult 

population 
illiterate 

Estimated 
Dumber 
of .dult 

iltilcrlll<'$ 
. ---,-- --- - ---_., .. ----

% (thouu.uw) 

95-99 7 000 - 7300 

'8<Hl5 ,800 - 2000 

50-55 165000 -182000 

SO-8S' 177 000 -ISS 000-

80-85 36 000 - 39 000 

85-90 9 200 - 9700 

85--g0 2500 - 2600 
6H5 10 300 - 11200 

6H5 1900- 0100 

95-99 3 800 - 4 000 

80-85 37 000 -. 39 400 

95-99 3700 - 3900 

70-75 1500 - ,600 

65-70 8500 - 9 100 

80-85 11600 - 12300 

95-99 2600 - 2)00 
600 000· -640 000 

i , . ! .. 

._---_. __ . __ ._._----_. __ .•. --,._-- , 

i 
i. 

TABLE 8. Estimated population and c;xtent of illiteracy around 1950 in 54 coun­
tries (illiteracy rate: 50 pet cent or more; number of adult illiterat~: less than 

1 million) 
~--~~~----~---------

AFlUCA 

Becbuanaland 
British Somaliland 
Camw'\m. (U .K.) 
CapeVerde ~ 
Comoro Is. . 

Eritrea .-
French Somaliland 

....... 

Estima.ted population 

To'" 
(all ages) 
\ . 
" 

(thousands) (thousands) 

28g ,80 

500 310 -

1000 600 

'45 '00 
.' 165 '00 

1104 680 

55 35 

btent or illiteracy. 

E4tima.ted pet Estimated 
ceDt or adult 

populatioo. 
illiterate 

'.')! •. ',. 

75-80 '-' 

95-99 
90-95 
75-80 
75-80 

95-99 
95";}9 

number' 
oraduIt 
iUitenta 

(thouu.nds) 

130 - 140 

290 - 310 

540 - 570 
75 - 80 
75 - 80 

650 - 670 

29 - 30 

. .. ..! • -""'"<""-<' 

\ 

i 

r 
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~ 

~CA. (tontintud) 
Gambia 
Liberia • 
Libya 

Northern Rhodesia 
Portuguese Guinea 
Reunion 
Sao Tome and Principe 
Seychelles 

Southern Rhodesia 
Somaliland (Ital.) 
South West Africa 
Spanish Guinea 
Spanish West Africa 

Sw:a.ziland 
Tangier 
TogoIand (Fr.) 
Togoland (U.K.) 
Zanzibar and Pemba 

RICA 

Dominican Rtpublie 
El Salvador 
HonduiU 
Nicaragua 

...... 
Aden Colony 
Aden Protectorate 
Bahrein 
Bhutan 
Brunei 

Jordan 
Kuwait 
Laos 

_.Lebanon 
": Mtlscat and Oman 

North Borneo 
Portuguese India 

• ..,.;--,-" _ .'~J;: 
.7) .. 

----------------
[",t .. nt of illiteracy 

Eslimaltd per 
oP:;ot of adult 
populalioo 

. illiterate 

blimale(\ 
Dumber 
of adult 

illita.1.1c::1 

------------
(thouunds) 

273 
J 250 

J 124 

I 85S-

511 
'58 
60 
36 

2065 
' 1246 

405 
19~ 

5' 

197 
148 
999 
397 
.69 

'.13P 
1856 
1505 
1060 

100 
650 

110 
300 
~ 

1269 
170 

,,60 
t 257 

550 

3'5 
637 

( ........... ) 

-, 

170 
790 
650 

"980 
3.0 
150 
45 
.0 

. t 100 

770 

'50 
lOO 

30 

110 
90 

640 
.60 
180 

1000 

I 100 

ago"-
600 

70 
390 
70 

180 
30 

700 
100 

130 

750 
330 

.00 
4'0 

% 

9<>-95 
9<>-95 
9<>-95 , 
75.jJ0" 
95-99 
60-65 
8o-1l5 
60-<;5 

75-80 
95-99 
75-80 
75-80 
95-99 

8o-1lS 
75-80 
9<>-95 
9<>-95 
9<>-95 

55-60 
,60-65 

"60-65 
60-65 

7s--80 
95-99 
85-90 
95-99 
70-75 

80-85 
8o-1l5' 
80-85 
So-S5'- . 
9}-99 

60-85 
80-85 

150 - 160 

710 - 750 
590 - 620 

740 - 780 
300 - 3 20 

go - 98 
36 - 38 
Ht - 13 

830 - 880 
730 - 760 
190 - 200 

90 - 96 
29 - 30 

88 - 94 
68 - 72 

580 - 610 
230 - 240 

160 - 170 

660 - 720 
660 -_ 7'20 
530 - 580 
360 - 390 

53 - 56 
370 - 390 
60 - 63 

170 - 180 
21 - '23 

560 - 600 
80 - 85 

580 - 6.0 
370 - 410 
310 - 330 

160 - 170 
330 - 350 

I 

--------- --

ASIA (contillllld) 
Portuguese Timor 
Qalar 
Sarawalt 
Singappre 
TrudalOman 
West New Cuinea 

"~-

0C<AN1A ';'r 

British Solomon Is. 
Cocos (K,e1ing) h. 
French Oceania 
New Caledonia 
New Guinea (Aust.) 
New Hebrides 
Papua 

E.'liO\:l.t~d population --------
Toul 

(all ages) 

(thousan<h) 

44' 
.0 

56. 
101~_ 

80~ 

700 

99 

• 
60 
63 

1080 
49 

373 

Adult 
(15 yean 
and over) 

(thoUS:l.ulh) 

300 
I2 

340 
650 

48 

420 

60 
I 

36 
38 

650 
30 

"0 

Ext.-nlofil\itcr,\c)" 

E."timated pu Estimated 
ccnt of ."dult number 

population --" of adult 
illiterate . ilIiteratn 

% (thoU!.1.ods) 

95-99 '290 - 300 

9<>-95 10 - 11 

8o-1l5 'liD -,,;,P90 
50-55 330 - 360 

95-99 46 - .-48 .-

9<>-95 380 - 400 

90-95 54 - 57 
80-~5 
65-70 '3 - '5 
60-65 " '3 '5 

' _90-95 585 - 6'20 
' 65-70 • 0 - .. 
8o-1l5 ISo, - 190 

IS 000 -16000 T,/J (54 ",un!';") ----- -'~------"- ------- -

TABLE 9~ Estimated population and. extent of illiteracy around 1950 ~ 20 
countries (illiteracy rate: leu than 50 per cent; number of adult illiterates: 

I million or more) -----

, AK!-RlCA 

Argentina 
Colombia., 
Mexico 

Toul 
. (all ages) 

Adu!' 
(15 years 
ando~) 

(thousands) (thousands) 

'7 189 ·ngoo 
11336 6600 

25791 15 000 

Extent of Uiiteraey 

Estimated peW' 

cent'ofadult 
popuLatioa, 
illitente 

,% 

to-IS 

()" 
45-50 

35-40 

Estimated 
numbcl' 
ofadull 
illitetatcs 

(thousands) 

'. 
i, 

~"""""''''''''''~''"''''''~':~~i;'--''''''':~':' 

! 

United States of America 150697 110 '200 

Veneruela 5 031 • 900 
3- 4 

45-50 

1'200-1800 

3000 - 3300 
5300 - 6000 
3300 - 4-100 

" 300 - ~, .. 500 '> I, 
.~ , 
i , ASIA 

Burma t' 18489 ,,600 40-45 '4600 - 5 ~oo 

Ceylon 7544 4700 35-40 .t600-lgoo 

Japan 8. goo 53 600 .- 3 1 100 - 1600 

Philippines I Ig881 tI 100 35-40 3goo-4400 

Thailand 18 488 10700 45-50 4800 - 5400 

/ -' <--t' 
-~ 



r TABL!!l «D~ljn:uci) 

, . 
.' -.j Country 

. --I L -, . 
1-'" /' 

. " . , ... " .. 

Eslim3t .. d P'lPulalion Extent or illiteracy ----- ... ------ ---.~---~ .----_. 
TOI.u 

(all.go) 

Adult 
(I~ yea~ 
:md over) 

EstimalCd pct 
cent oC adult 

population 
illiterate 

Estimated 
Dumber 
of adult 

illiterates 
------------.,---------- -_._- --------_._-

(thousands) (thotuaods) % (thou$arlds) 

'-"'1 
I;UROPE 

Bulgaria 
France 
Greece 
Italy 
Poland 

7 225 
41 944 
7566 

5200 

32800 
5400 

34400, .. 

20--'25 

3- 4 
25-30 
to-15 
5-I Q. 

1000- 1 300 

1000- 1 300 

1400 - 1 600 
3400 - 5200 

.~ 

1 

Portugal 
Rumania 
Spain 
Yugoslavia 

U.S.S.it. 

U.S.S.R. 
Total (20 coWllrus): 

.~6603 
24977 

840 5 
16100 

27 868 
16245 

~ J86000 

'7900 
6000 

11 400 

20600 
JJ 000 

I1~OOO 

40--45 
20--'25 

15-'20 

25-30 

5-10 

900 '- 1800 

2400 -:2700 

2300 - 2900 

3 100 - 4 100 

2800-3300 

5600 -11 200 

5S 000 -65 000 

TABLE 10. Estimated population and extent of illiteracy around 1950 in. 81 coun. 
tries (illiteracy ratc: less than 50 per cent; number of adult iUiterate3: less than 
r million) 

AFJUCA 

Barutoland 
Calta and MdilIa 
Mauritiu! and dependencies 
St. He1ena 

AMERICA 

AIa.ska 
Bahamas 
Barbados, 
Bennuda 
Briwh Guiana. 

British Honduca.s 
Canada 
Chile 

Estimated population 

To"" 
(aU nges) 

129 
79 

209 
37 

420 

67 
13712 
6073 

Aduh 
(1.5 yean 
&Od over) 
rj 

(th~oh) 

95 
49 

'40 

25 

.60 

4' 
9 600 
3700 

Extent of illiteracy 

Estimated per 
cent of adult 

population 
illiterate 

% 

45-50 
3<>-35 
45~0 

'-2 

10-15 
2<>-25 

5-10 

3-4' 
: 2()--2S 

21>-25 

2-] 
2<>-25 

Estimated 
number 
of adult 

illiteratc:s~ 

160 - 180 
24 - 28 

130 - '45 

10 - 14 
10 - 12 

7 - '4· , 
. 52 - 65 

8 - '10 

190 - 2go 

740 - 930 

:"1._,,,:: _'"_ ~,.,._ 

. , 

I 
I 

I·~" 
[ 

AllERICA (continutJ) 
Costa Rica 
Cuba 
Ecuador 
'Falkland Is. 
French Guiana 

,-Greenland 
;;;".; Guadcloupc 

Jamaica and dependencies 
Leeward Is. 
Martiniquc 

Netherlands Antilles 
Pana~ 
Panama Canal Zone 
Paraguay 
Puerto Rico 

St. Pierre and Miquelon 
Surinam .... 
Trinidad and Tobago 
Uruguay , 
Virgin Is. (U.S_) 
Wmdwardu. 

ASlA 

Cyprus " 
HODgKong 
Israel 
Maca. 
Maldive Is. 

Adult 
(1,5 yun 

&Od over) 

(thOlUanm) (tholUilndl) 

80' 
536~ 
3203 

• 
26 

23 
.89 

1417 
JJ2 

273 
,6, 

-805 

53 
'408 
2211 

485 
2260 
1258 

,88 
85 

460 
3400 

,1850 
2 

,6 

'3 
,80 
goo 
70 

'70 

-1;20 

470 

38 
8,. 

1250 

3 
'40 
380 

1 650 
,6 

,60 

320 
1700 

ago 

Mongolian People's Republic 
Ryukyu Is. 

885 O. 
9'5 

'40 
50 

530 
560 

EUROPE 
Albania 
Andorra 
Austria 
Belgium 
Channel Is.. 

Czecho$lovakia 
Denmark 
Faeroe Is. 

-

1200 

5 
6935 
8639 

'03 
12338 

4- 281 

32 

8ojO 
4 

5350 

"6_ 
80 

9300 

3 150 
20 

Exl("nt of illitct;>ey , 

:Esti~~led P("t Esli~ ... ted-i 
cent of adult number j-
population of adult .. j 
illiterate illiteratdl' \_, 

% 

20-25. 
20--2,·, 
40-45 .. , 

5-10 

30-35 
'-2 

30-35 
25-30 
15-'.2:0 

25-30 

25-30 
30-35· 
5-10 

3<>-35 
25-:30 

5-10 

25-:30 
2<>-25 

15-'.2:0 

io-I5 
3<>-35 

35-40 
40-45 
5-10 

40-45 
25-:30 
40-45 
25-:30 

25-:30 
15-'.2:0 

i-o 
·3-4 

'-2 

2-] 
'-2 

'-0 

(lhOUsaDds) 

92 - 11 5-
680 - 850 

, .. 740 - 830 ., 

5-6 

54 - 63 
220 - 270 

U - 14 

43 - 51 

30 - 36 

140 - 160 " 

2 - 4 
240 - 280 

310 - 380 ( 

35-42 
I[ 

76 - 95 
250 ~ 330 I 
48 -56 I 

i 
JIO - 130 \ 
680 - 770 I 
45 - 8g I 
56 - 63 I 
12 - IS t 

210 - 24-0 l 

.~ ::: ~ ::: l 

.) 

50 - 100 \ 

200 - 270 i 
.' 

19o - 280 
3'l - 63 

i 
-) 

~. -" . 
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Adult 
(r, yeatS 

and over) 

Extent oC illiteraoy -.EJtim:ated per 
Cent or adult 
poPuJ.uion 
illiterato 

Estimated 
number 
or adult 

iilileratClI 

EUR.OPE ((OIlJiIlUtd) 
(tholUandl) .. __ . ---- -------_. 

(tbousao.ds) .% (thousands) Finland 
4 030 • 800 

'-2 .8 - 56 Germany' . 68_500 52000 1-2 '500 - r 000 Gibraltar 
'5 19 30-35 6 - 7 

Hungary 
9334 6900 4-5 280 - 350 Iceland 

'43 100 1-2 -. Ireland 
• 969 2'100 1-2 '1 - 4' 

Isle of Man 
53 42 '-2 Liechtenstein 
'4 11 ..... 1 . Luxembourg 

'97 '40 3-4 7 - 10 
Malta and Oozo 

31' '00 40-45 80 - go Monaco 
'0 17 3-4 Netherlands 

10 II4 7 150 1-2 70 - 140 
Norway 

3.65 • 500 1-2 25 - 50 
Sa ... 

943 7'0 1-2 7- '4 
San Matino 

13 9 10-15 Sweden 
7 0r 7 5400 '-2 50 - 100 Switzerland 
4 694 3 600 1-2 

36 - 7' 
United Kingdom 

50 325 39000 '1-2 390 - 780 0"""",,,, 
American Samoa 

19 '0 '2-5 . Au!traUa 
8220 6000 '-2 60_ 1.0 Cook Is. 

'5 8 5-ro I Fiji 
.89 '70 3G-JS 50 - 60, Gilbert and Ellicc r., 
38 '4 5-10 I - • Gu."" 
'7 .0 Zo-IS 

• - 3 
Hawaii 

470 3'0 5-10 16 - 32 Nauru 
3 • 25-30 New Zealand 

'90S '300 1-2 13 -: 26 
Niue 

5 3 5-10 Norfolk Is. 
I I Io-IS Pacific r.. (U,S.) 

55 34 25-30 8 10 Tokelau 
I 3-5 Tonga 

4B .8 5-10 I - 3 Western Samoa 
79 42 IQ-IS 4-6 Total (8r tounlriu) 

8000- gooo 
.-._-
I. Number 0.01 shoWQ U'les. thall 1,000. 
t. &.mdatic. All al end or World Wu II . . ,_.;':" ... "' .•.. 

--"'-"'-'-"'-.~.--.". .. . .. --
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Table ~I gives the estimated total and adult popuiations, and esti­
mated percentage and number of adult illiterates in the wodl! hy 
continents and by geographic regions. 1 
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I 
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TABLE t.: Estimated popUlation and extent of illiteracy in 
(950, by continenu and regions 

the world, around 

Estimated population 

W",ld .. tal 

Coolineol 
aDd regiool 

Africa 
Northern Africa .... 
Tropical and Southern Africa 

. ;lmnW 

Northern America 
Middle Ameria 
South America 

Aria 
South We3t A~ia 
South Central Asia 
South East Alia 
East Asia 

Tow 
(all a(a) 

198 
65 

'34 

330 

.68 
5' ." 

1376 
6. 
~6 . ,. 

EuroPl 
Northern and Western Europe 
Centr&l Europe 

'677 

393 
'33 
"S 
'3' 

13 
Southern Europe 

Oceania 

U.S.S.R. 185 

Adult 
(IS years old 

LDd over) 

(millions) 

1587 

IRO 

40 

80 

323 
.. 6 
30 

67 

830 
37 

287 
• 102 

4·4 

'93 
'0' 

96 
95 

9 

'" 

Per cent 
or adult 
illiteracy 

i:riS 
80-85 
85-90 . 

80-85 

!J~21 

3-4 
40-42 

42-44 

50-55 
75-80 
80-85 
65-7. 
45-50 

7-9 
,-2 

'-3 ...... 
10-11 

5-10 

510-540 

28-g0 
23<>-'l40 
6s::" 

.80-000 

I. For definition oC ngioDll. I~C CootllOIl I. p. 140 
---------~~~-~-.-' -,--"-"" ,'" 

". 

,. 

_ l 

t. ... 

·'t 
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We can see from the table that about 7% of the world's illiterate 

population live in Asia, some 14 Or 1.5 per cent in Africa, about 6 • .5 

per cent in the Americas and the remaining 4 or .5 per cent in Europe, 

Oce~nia and U.S.S.R. Among the 14 regions shown the largest number 

of illiterates are to be found in the region of South Central Asia; but ql!!l!ljlj 

equally high it not higher, percentages in the two regions of Africa. The 

lowest range of illiteracy rates undoubtedly belongs to the regions of North­

ern, Western and Central Europe and Northern America. Equally low 

illiteracy rates are of course to be found in the individual countries 

in other regions as well. 

It must be understood that ma.n;r of the country estimates used to 

arrive at the totals shown in Tables 7-10, and 11 are themselves tentative 

and subject to a considerable margin of error. This is due to lack of 

precise information, not only as regards illiteracy rates but even as to 

the size and age distribution of the population. In countries with KZ 

lsrge populations, possible errors in estimates can affect the world 

estimates to a considerable extent. In lE coUntries like China, India, 

Nigeria, etc. there are no national census figures on illiteracy. 

The magnitude of the problem has been realised and each country is 

doing its best to meet this challenge by allocating more of its scarce 

resources to this end. To this we turn now. 
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EXPENDITURE ON EDUCATION 

In the section on cost-benefit ana~sis I posed the question _ 

How much expenditure on education as ccmpared with expenditure on other 

sectors, is needed to achieve certain targets of economio growth? !his is 

an overall allocation prob lem of our scarce resources and no economic 

criteria can explain how government allocates funds between the different 

seetors. We cam nevertheless examine what the various governments are 

doing to overcome illiteracy problem as they have realised the importance of 

literacy. 

For some of the high~ developed countries it is possible to compare 

the growth of education expenditure over fifty years or more. A first 

survey revealed that countries like the U.S.A., the U.K., the Netherlands, 

Germal\V, Ita~ and Japan spent around 1900 between one and two per cent of 

their National income on public education. Around 1960 this share had grown 

in these countries to between 4 and 6 per cent. Thus there was at least 

a doubling, in some cases tripling'~ of the lDdmIIl share. (See Figs 1 and 

2 below). 
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All these countries were hit severely by two world wars and by the 

great economic crisis o£ the thirties. This has greatly influenced the 

trend o£ educational expenditure. Its share in National Income £ell 

sharply during the wars and rose sharply during the great depression, 

when National Income was low but the contracted incomes o£ teachers could 

not be cut correspondingly. 

Bor most countries a £airly comparable and continuous series o£ 

expenditure £igures is available £or shorter periods. Examples taken 

£rom some 20 countries are given £or the period 1950 to 1960 in 

Figs. 3 and 4. 
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These countries have not been selected in order to prove a point, 

but solely because they happened to provide figures for these ten years. 

The figures are taken as they were reported to the United N.ations 

agencies. These curves and the index showing the growth of the share 

of education in the National Income (Table 16) speak fro themselves. There 

is no sign of a slowing down of the secular upward trend. But there are 

remarkable differences in the relative growth of educational expenditure. 

Since in most countries education is a financed mainly from public 

sources the question arises whether there is a similar growth of the 

share of education expenditure in relation to total public outlay. 

Tables 12A to D show that this is not the case. 
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~< ~~",~ \~' EDUCATIONAL E;:~~~T:I.E:~ :ER.',fANY* 

's." "",~ ,,~~! f." .,.... _. IN RELATION TO OTHER MACRO-Eco~OMIC DATA 

. f' "',: 1913-60 
'J'<' : ,~' ~ 'I (Current Prices) 

\", '1 ,':;! /1. :.7: .. 7:. ==~-----"7-"'--G-'-OS-'--;--"""T-O-"":I:'::'::'::':'::':':':::T':'O::":'I--:--E-' d-;~;:-~o::n~:;f~'n-'-I -------~-----
Popilla- National' National Public Education"! Expenditure Column (6) Column (6) Co:umn (6) 

)' 

" \\~ tion Income Product,' Expenditure Expcb'diturc per C(I/>ita i ns % of 9S % of ;IS % ot 
y"" (OOO's) (m, Rm,IDm,) (m, fun,IDm,), (m, Rm.IDm,) (m, fun,IDm,) (fun.IDm,) Column m Column (4) Column (5) 

, .. 
I~' 

~(1+)~~(~2)~ __ ~(3~)~ ____ ~(4~) ______ ~(~5)~ ____ ~(6~)~_' __ ~(7~)~~~(~8)~ ____ (~9)~ __ ~(10) 
1n3 60,220 . 43,728 7,178 1,227 20-37 .2-80 17-09 
inS 62,526 57,397 14,465 2,003 32·03 3,48 1J·S·~ 
1'126 62,967 60,050 17,201 2,149 34'12 3'57 12'49 
1927 63,H9 67,2S5 (j 18,770 2,455 38-75,. 3'64 13-0i 
1nS' 63,707 n.~95·' \ 20,801 2,730' 4N;S 3-77 13-12 
1929 64,043 72,297 20,872 2,870 , 4~'Sl 3·96 13-75 
19,10 54,37+, 66,199 20,406 2,695 41'86 'I 4'07 13-20 
1931 64,681 53,'94 16,977' 2,252 34.81 4'18 13'26 

I -1932 64,983 42,597 14,535 1,922 29'57 4'51 13-22 
1933 65,312 44,049 1,919,- 29'38 4.35 
1934 65,710 50,443 2,022 30'77 4'00 
1935 67,018 56,849 2,042 30'47 3.59 
1936 . 67,470 63,599 _ _ 2,100 31-12 3-30· 
1937 6S,OH i 71,477 2,244 • 32-99 3-13 
1950' '49,047 77,525 101,062 28,489 2,493 50-80 3-21 
1 ?.il 49,576 93,932 123,525 36,655 3,048' 61-50 3'24 
1952 49,897 106,725 140,719 4~04 ~ 3,585 7i'SO 3-35 
1~'53 50,381 115,087 151,207 -ofS,S4? 4,159 02'60 3·61 
19j4 50,902. 124,754 162,787 50,033 4,604 IJO·40 3-69 

1 1955 51,398 ·143,369 185,679 51,389 5,067 98'60 3-53 
1956 52,018' 158,584 204,648 59,873 5,758 '"" 110-70 3-63 
1957 52,657 .172,839 222,663 66,092 6,280 119-30 3·63 
1958 53,182 184,925 238,156 71,664 7,026 ·131·90 3.79 
1959 53,847 200,925 258,509 78,147 7,474 1,,-80 3-71 
1960 54,386 223,511 287,800 86,846 t 8,477 t 1'55-90. 3-79 

2'46 8'75 
2'46 S·30 
2-54 g-7B 
2-75 9·07 
2'82 9·20 
2-72 9-86 
2-81 9-61 
2·82 9'5,-} 
2,<)4 9,8.1 
2-89 9'56 
2-95 9-76 

• 1913-37 Deutsche;> Reich; 1~60-6~ Federal Republic of Ge~any, excluding the 5aart including Berlin (West)_ 
t Flscal year of 0 months adjusted to 12 months. ': 

j , 
I 
1 

i 
'1 

tlon 
• Ye", . (OOO's) 
, (1) .. (2) 

1910, 49,184 
1920 - 55,473 
1930 63,872 
1935 68,662 
1936 69,590 
1937 70,040 
1938 70,530 
1939 70,850 
11);'0 71,400 
19-+1 71,600 
1 !J42 72,300 
19+3 73,300 
1 <)44 ' 73,000 
1 ')45 
1i)46 
1947 
19+3 
~ () ... 9 
1950 
1951 
1952 
1953 
1954 
195'; 
1956 
1957 

National 
Income 

(01_ Yen) 
(3) 

11,7vO 
14,400 
15,500 
18,600 
20,000 
25,400 
31,000 
35,800 

, "2,100 
48,400 
56,900 

3(:0',900 
968,000 

1,961,600 
2,737,300 
3,381,500 
4,347,500 
4'<}S9,OOO 
5,647,000 

:5,984,400 
't'6,S35,OOO 

7,386,000 
8,269,000 
8,359,000 1%8 

1959 
19(,0 

. 7-5:j25 '<: 
77,983 
79,925 
81,703 
83,167 
84,550 
85,792 
86,975 
88,300 
89,276 
90,300 
91,090 
92,010 
93,040 
93,419 

, 9,666,000 
11,431,000 

" 
. 

. '\ 
TADLE .. I). I? 

EDL"CATIO~AL EXl·E.. ..... tiiTL"RE IX JAPM-. 

IN RELATION TO OTHER IVIACRO-EcONOMIC DATA 

1910-60 

Gross 
National 
Product 
(m. Yen) 

(4) 

3,947,000 
5,445,000 
6,118,000 
7,085,000 
7,466,000 
8,237,000 
9,307,000 

10,097,000 
10,380,000 
12,522,000 
14,350,000. 

(Current'Prices) 

Tot~l 
?ublic 

Expenditure 
(m. Yer.). 

(5) 

839 
2,253 
3,144-
4,069 
4,701 
6,515 
9,578 

10,673 
13,019 
18,541 
26,493 
40,459 
88,193 
40,320 

14(,,530 
263,584-
58+,808 . 
922,061 
933,509 

1,172,382 
1,409,188 
1,658,951 
1,7{i6,064 
1,727,000 
1,854,000 
2,033,000 
2,231,000 
2,473,000 

Tot,\l 
Educlllional 
Expenditure 

(rn. YCI1) 
(6) 

85-3 
~00-4 

.,~52·9 

497-1 
52+'0 
532·9 
536'7 
500-2 
671-9 
803-0 
888-0 

1,026-0 
1,111-0 
1,538'0 
7,025'0 

29,495-0 
b2,4S6'0 

127,199'8 
162,512'6 
216,474'0 
274,147-6 
329,350-1 
366,237-1 
371,972-4 
395,SI6-7 
+42,788-8 
471,806-2 
521,111-0 
612,483-7 

Total,' 
Educutional\' 
Expenditure Column (6) 
per Capita ,\S % of 

(Y cn) Coiwnn (3) 
(7) (8) 

1-73 
5'';'2 
7-09 3-87 
7'24 3'45 
7'53 3'38 
7'61 2-57 
7-61 2-68 
8-19 2-28 
9'41 2'17 

11.22 (2-24 
12-28 2-11 
14-00 2-12 
IS-OS 1-95 

'93'26 1'95 
37~'22 3-05 

1,032-04 4-21 
1,556'76 4-65 
1,9+2-03 4-78 
2,560-31 4-98 
3,195-49 5'53 
3,786-72 5-83 

,4,147-65 6-12 
4,166'$4 5'69 

. 4,383-35 5-36 
4,S61-00 5-35 
5,127-77.' 5-6~ 
5,600-94 5-39 
6,556-31 5-36 

Column (6) Column I,') 

ns %lof I,!,; ~,<, 
ColumnL(4) Colun1;\ >} 

(9) (10 

,-

4-09 
3-98 
4·.;.8 
4'65 
4-91 
4-52 
4'25 
4-39 
4-55 
4-16 
4-27 

i. 0'1(, 

14'<j-! 
12'2~ 
11'15 
S'lS 
$'('O 
5'4+ 
5'16 
4-33 
3-35 
2'55 

, 1·26 
, 3-S1 

4-7', 
11'1 'J 
14'11) 
l:H", 
17'':;'' 
i8'" 

.. :9-' 
20'~ 
21'S 
::'1',; 
21'!, 
21'1. 
21'(,; 



TABLE le I). '-

, 

.. Education in public nnd private schools, colicges and universities. 
t Annual average 1007-11, ~ Annual average 1012-1G. § Annual average 1917-~1. 

TADLE ... 'I). j) 
- EOtiCATIONAL EXPENDITURE IN THE NETHERLANDS 

;~. : IN. RELATION TO OTHER l\1ACRO-EcONOMIC DATA 

j 
1900-60 

(Current Prices) 

Total 
, ~, Total Educational 

Col~mn fS) Gross National Educational Expenciiture 
Popul.\tion National Income Product Expenditure per Capita ·as % 0 

Year (000',) (m. Guilder) (m. Guilder) (1,000 Guilder) Guildl!r Column (3) 
(I) (2) (3) (4) (5) (6) (7) 

1900 5,141'7 1.699 27,034 5'26 1'59 
1905 '5,550'5 1,94~ 34,975 6'30 1'80 

i 1910 5,901'7 2.283 47,446 8'04 2'08 
1913 6,163'5 2,670 55,871 9'06 2'09 
1920 6,848'2 6,006 177,882 25-97 2-96 
1925 7,365'7 5.394 183,180 24'87 3'40 

·ln7 7,576-1 5,603 187,506 24·i5 3'35 
I 1921) 7,78H 6,108 207,518 26'67 HO 

1931 7,998'6 5,129 226,502 28'32 4'42 
1932 8,122'5 4,558 221,134 27-22 4'85 
1933 8,236'9 4,391 219,451 26-64 5-00 
1935 8,433'3 4,251 196,781 23'33 4'63 
1<).17 8,598'3 4,802 185,202 21'54 3-86 
]1;]9 8,781'3 5,207 '" 190,782 21-73 3'66 
1'NS 9,tWO'2 12,166 411,970 42'04 3'39 
1 ').j.1) 9,955'6 ' 13,624 449,974 45-:W 3-30 
11)50 10,113'5 15,037 19,044 499,641 49-37 3-32 
11)51 10,264'3 16,969 . 21,728 546,812 lJ027 3'22 
PjS2 10,382'0 17,739 22,768 614,297 59-17 3046 
1'/.13 10,493'2 19,146 24,269 696,866 66'41 3-64 
19.14 10,615'3 21,606 27,065 903,965 85'16 4-18 
1<)55 10,750-8 24,565 30,300 1,079,176 100·38 4·39 

" ! 1956 10.957'0 26,510 32,587 1,309,159 119·48 +-94 " 1()S7 11,095-7 29,045 35,323 1,529,038 137'80 5'26 
1953 11,278-0 29,614 35,983 1,606,024 142·40 5'42 
1951) 11,41702 31,700 38,620 1,841,196 161-27 5'80 
1%0 11 ,556'0 34,810 42,340 

, 
I 

i, 

Column (5) 
as % (If . 

Column (4) 

(8) 

1-98 
2>23 
1'86 
HO 
3'15 
3'10 
3'89 
4-10 
3-65 
3'32 
3'51 
2'55 
1'83 
1'95 
2'81 
HI 
3'44 
3'82 
4-23 
4'77' 
5'10 

Column (5) 
os % of 

C?lumn (4) 
(8) 

.. 

2-62 
2'51 
2-69 
2'S7 
3'33 
3-56 
4-01 
4-32 
4-+6 

'4'76 

" 



In the secular expansion of public spending in the highly 

developed countries, public expenditure on education has generally 

not enjoyed an increasing share. In a number of highly developed 

countries, the percentage of educational expenditure in the total of 

public outlays wl\;B higher before the first World War than in recent 

years. Other public responsibilities, in particular armaments and 

Social policy, have securred rapidly rising shares and caused the sharv 

of expenditure to diminish. This is equally true in the Soviet Union 

where educational expenditure absorbed 11-8 percent of total publio 

outlay in 1950 and only 9.8 per oent in 1960. Here the public sector 

is larger than in other countries. An exception is Japan. In Japan 

thex share in recent years has been more than dcuble what it was around 

191 O. Whereas educational expenditure in the highly developed countries 

amounts to between 10 and 15 percent of total public expenditure, Japan 

w~s spending in the 50's between 20 and 25 percent of tctal public 

outlay on education. 

It seems that Japan is, in this respect, representative of many 

of the develcping countries. If the public sectcr is small, then 

inevitably the high ratio of educational to national income which these 

countries have made their objective. If a country wishes tc spend 6 per 

cent of its Gross National Product on education, it can theoretically 



Ib 

choose 

/between bringing the public sector up to 30 per cent and spending 

20 per cent of it on education or having a publicsector of 10 per 

cent and giving 60 per cent of it to education. Since the public 

sector is limited to about 10 per cent in many of the poorer countries, 

it seems inevitable that in the recent drive for more educational 

outlay to total public spending has reached percentage far above those 

of the more developed nations. It may, however, be less noticeable 

in some countries because a large part of education is financed from 

abroad and this assistance is not included in the statistics of public 

expenditures. 

Sine the public sector in the poorer countries is bound in the 

absence of large scale Nationalisation to remain rather restricted for 

a long period to come, the percentage of educational expenditure in 

their total public outl~ is not likely to decrease in the foreseeable 

future. It can be argued that the share of education in aggregate 

National Product and even more in total public outlay must be much higher 

in the less developed countries, it is clear that the provinces or states 

with the lowest income level have to pay the highest percentage of 

arregate income for education to achieve the standards set as the 

compulsory national minimum. As a l'JI:le, therefore, these poorer parts of 

the developed countries receive financial assistance from the richer 

areas. It may well be that aid to developing countries will be regarded 

in the future as a normal procedure in a similar system of international 

finanoial equalisation, and that a larger part of total foreign aid than 

before will have to be devoted to education. 



Such proposals assume that education is.to be considered as a 

pre condition for economic development. But whether education is primari~ 

a cause or an effect of economio growth oannot be deduced easi~. as I 

have said earlier. What one can gather from the statistics of eduoational 
is mere~ the strong correlation between National Product 
expenditure/per head and expenditure on education per head. This 

correlationship is shown in Figs 5A and 5B for selected countries. 
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FIG. ", S B 
NATIONAL INco)'1E PER CAPITA AND EDUCATIONAL EXPENDITURE 

pER CAPITA IN SELECTED COUNTRIES AROUND 1960 
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In table 13, 23 countries are ranked according to the level 

of National Income per head. In the second column, the amounts 

of education expenditure per head range in a fairly similar order. 

Only Belgium, Norway and Finland seem to spend less per head of 

population than could be expected in a perfect correl~on. In the 

third column the deviations from a pDssibly assumed olose correlation 

with column one are very numerous. More than half of the countries 

listed in this table range in the percentage of National Income spent 

on education very difrerently from the range of National Income per 

capita.Only a few countries at the top and at the bottom range have 

in approximately the same order as in column obe. The poorer 

countries cannot be expected to spend on education as much per head as 

the richer countries do and vice versa. But the poorer countries 

have good reasons and should have a opportunities to spend a percentage 

of National Income as high as the richer countries. 

In practice to spend even 6 per cent out of the National 

Product on public education will prove very diracult ror the poorer 

countries. It would mean spending 60 per cent of the public sector 

for this purpose if that is, as is often the case, only 10 per cent 

of the National Product. To enlarge the public sector in a large 

predominantly agricultura~ and non- economy takes much 

time - or supposes substantial foreign aid. 
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In earlier decades, the correlation between national income 

per head and the share of educational expenditure in National 

Inoome must have been more positive than in reoent years. See Table 

14- below. There are indication that forty years ago it was the 

general rule that the level of Educational effort, measured as a 

percentage of educational expenditure in the National Product, was 

obliged to correspond to the level of average income. Japan was 

probably the first country to break this rule. Japan began even before 

the First World War to spend about 3 per cent of National income on 

education, which was at that time an extraordinary high percentage for 

a country with this low level of National Inoome per head. Except 

during Wartme, Japan has continued to spend in oomparison with most 

other countries, very high peroentage of the National aggtegate on 

education. The Soviet Union too, seems to have decided to regard 

eduoation as a good investment long before the eoonomics of eduoation 

were disoussed by Western Soholars. The percentage of the National 

aggregate spent on eduoation in the Soviet Union ma;y for some years 

in the thirties and after the Seoond World War, have been even higher 

than in Japan. It is probably not just a ooinoidenoe that these two 

countries whioh broke awa:y from the traditional rule have shown for 

some years extraordinaryly rubgh growth rates in productivity. This 

ma:y be regSirded as oiroumstan6al evidenoe to prove that eduoation 

expenditure oan, in favourable combination with other faotors, be an 

important oause of eoonomio growth. However, that may be, the example 

set in this respeot by Japan and the Soviet Union has played an im­

portant role in the planning of eduoational expansion in the develop­

ing oountries. 
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'INCOME PER HEAD IN 23 COUNTRIES AROUND 1960 
-:i.J,.lI.. I 3 (U.S. $) 

Eclucational 
Expenditure 

National Educational as % of 
Income Expenditure National 

Country per Capita per Capita Income 

United States (I) 2,237 (I) 133-43 (2) 6·19· ' 
Canada (2) 1,528 (2) 8%5 (3) 5·87 
Sweden (3) 1,470 (3) 73·74 (9) 5·02 
New Zealand (4) 1,301 (7). 49·55 (13) 3-81 
Australia . (5) 1,187.' (11) 41-41 (16) 3-49 
United Kingdom (6) 1,036 (8) +%4 (11) 4041. 
Federal Republic of Germany (7) 985 (12) 37·37 (14) 3·79 
Belgium (8) 931 (+) 57·20 (5) 5·83 
Denmark (9) 979 (9) +H3 ,(10) 4·50 
France (10) 968 (13) 33-87 (15) 3·50 
Norway (11) 909 (6) 49'78 (6) 5-48 
Finland (12) 806 (5) 53·32 (1) 6-61 
Netherlands' (13) 735 (10) 43-04 (+) 5·85 
Ireland (14) 528 (16) 18·00 (17) HI 
Italy . (15) 510 (14) 26·56 (8) 5·19 
rapan (16) 342 (15) 18·28 (7) 5·34 
Portugal. (17) 234 ( 18) 5·17 (20) 2·21 
Colombia (18) 216 (20) 4·36 . 22) 2·02 
Ecuador (19) 179 (19) 4·38 (19) 2-45 
Honduras (20) 167 (21) 3-66 (21) 2,20 
Ceylon (21) 122 (17) 5·37 (12) 4·39 
Drazil (22) 107 (22) 2·90 (18) 2·70 
India (23) 64 (23) 1-18 (23) 1·85 

! 
I 
I 
I 
I 
I 
I 
11 .. . . 
l 
1 
1 , 
i r 
I .. 
I 

I 

J 
'l 
'i 
,I. 

\ 

T .. , 
, ! 

! 
'I 
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TABL. ~ I J..f 
EXPENDITURE ON EDUCATW!'l AS PERCENTACE OF NATIONAL 

. 'IN 27 COU;;:;RIES AROUND 1950 AND 1960· 

Country 1956 1960 

r~C6MB 

Increase 
1950-60 

in % 

" 

----------------
. Honduras 0·60 2·20 (1958) 207 

Finland 2·57 6·61 157 

'", I Drazil 1·26 2·70 (1959) 114 
Ecuador 1·27 z.45 93 
France , 1·90 3·50 84. 

. ! Canada 
, 

3-21 5·87 83 
\ Netherlands 3·34 . 5·85 (1959) 75 

; Belgium 3·35 5·83 74 
.. , Argentina 1·30 (1948) 3·10 72 

'," 

" ")' Italy 3·03 5·19 71 

~, i Denmark 2·65 4·50 (1959) 70· ~ .. , Australia 2·06 3-49 69 
" ! I .... : I Colombia 1·21 2·02 (1959) 67 

'\ . 
.1 Portugal 1·35 (1952)' 2·21 1"64 0' 

·l~. 'I ' 63 Norway 3-37 5048 (1959) .~' 

I . I New Zealand 2-40 3-81 59 , 1 
: '." ...... Sweden 3-20 5:02 57 

'1 
India 1·20 1·35 (1959) 54 
Puerto Rico HO (1948) 7·40 54 

",l United States 4-04 6,19. 53 ., 
Ceylon 2·96 4·39 (1959) 48 , 

A Ireland 2,62 3-41 30 '~ 
Chile 1·89 2·37 (1959) 25 

.\ : ~i United Kingdom 3·65 4·41 (1959) 21 
I Federal Republic of Germany 3-21 3·79 18 I 

,,",) , . :) Panama 3-50 4-00 14 
\ 

• >,1' Japan 0 4·78 5·H. 12 

::' * The definitioils :of p-xpr;ntJiture used for the t,'·o years :lj.n·~ler compari:;on may, in-' 
,,: some cases, have changed considerably. . . . . 
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IS" tr TADLE (.0. 

EDGCATIONAL EXi'E:\DITVHE I:,\ GER;\IA;-\Y .... 

AT Dli'FEUE~T LEVELS OF Ern:CATW:\AL I ..... sTITUTioxs,· 

1913-60 
(Current Prices) 

(:Vrillion H:'l;.,'mi:jion Dm.) 

of which 

Total S~'c()ndOlry 
Educr,rional 
Ex;>t.:nc.iiturl! Prim,lry Towl G.:ncral Vocational IIi,:;her t O:b,'r; 

YC;lt Rm./Dm, % Rm./Dm. % Rm./Dm. % Rrr:./Dm. "' R:n./Dn"l. " ROI./Dm. 0' Hm.;;)m. 
'" /0 /0 

--~-,.-- .. 
1';13 1,~27'4 100'0 755'S S 6 ~ -6 § 37::: .. 9 30'4 276-7 22-6 %-2,;-,: 7-0 ;;~[ 81-2 6,6 j 7-5 

InS 1,0n'4 :(')0-0 1,23";'.1 § ill-!) § 55·;·9 27'9 433'3 21-8 121'51:~~ (l"! :,',; 169'7 $'5 3.~·i 

:'J26 2,h9'$ 100,0 1,306'1 § 60'S S 612'2 28'5 476-3 22-2 135'7 :1',' 6'31:",[ 191'4- l'l'i) ~ ',"/ 
b27 2,..;.53'7 100,0 1, ... 92'0 § 60'S § Gs.s·j 2$-1 54;'3 22'1 147· ... i,~: 6-01,',: 021'8 9'0 ~ ; " ;, 

1
'
)2f) 2,725-5 100,0 1,660'2 i 60,9 S 771'5 28-3 60H 22-2 167'4:i~: 6-1 i:C

,; 238'1 S'S 55'() 2" 
:· .. ·2<) .,' 
1,/3() 2,6S9'O 100,0 1,508-0 56'1 S7';"Q 32'5 575-0 21''';' 299'0 ii 11·1"H 253'3 9'';' 5~'7 
::031 2,24r)·o ;(;0,0 1,263'0 56'2 7::!O'2 3::"0 4$5'0 21'5 23':;'3 ':: 10'S li 22,)-1 9'8 ,;.S·l 
: '~'.;::' 1,'.llS'Q jl:'J'Q 1,10";"9 57'0 $04-$ 31'0 '~O.1·3 21'2 1",8'5 i! 9'8 il', 17'/'3 9-4, 3')":) ';'; 

: ')33 1,917'0 :GO'Q 1, i 10·2 57·1) 5'1!-3 30'9 407'0 21·J :~';"4 ii 9'0 :::: 170'0 (j·2 3.'" " 
1 '13+ 2,01 \j-G 100-0 1,172-1 58'1 6C(l"') 30'0 415'6 20-5 101'3 H 9'5 !:"I 200'4- !J'9 -"", 
1'135 2,OSO'7 100-0 1,lS0'3 57'0 620<3 :;0·2 41;)'9 20'4 2i)1-9 ~\ 9'811 210'5 10'3 ~),}! j •• 

:<)1) 2,0%'7 100'v 1,::8:'H· 56'4- 639'';- 30-5 42'.1,3 zed 2\,')-9 1 10'0 220-4 10,5 5:;-5 2·( 
i'J37 2,236'0 lGO'O 1,253'7 56'1 69';"8 31'0 456·8 20··t 2.3$-0 ,10'6 232'1 10'4 5vv 2· 

1 ').'iO 2,+93'1 100,0 1,382'$ SH SOD'';' 32'2 474·6 19-1 32::;'8 :3'1 23';'5 9-4 75'';' 3" 
195i 3,0';'7-6 100-0 l,6S1'7 55'2 1,(,('(;'0 3:;'0 595'6 .14)'6 ·~O')·';' 13'';' 272'6 $·9 ,', '.,. 2, 
1<)::2 3,5B4'7 100,0 1,n";"3 53'7 1 ,22~'9 3";"1 715·J i V·') 507-6 14'2 339·7 9-5 ~ i'~; ',' 
1 (j.~3 4,159'5 100-0 2,2\)::\'3 53·1 1,·\-+7'8 35,0 838'2 20'4 (;QC).() 14'6 3S5'3 Q'3 If).';'l :., 
~ (, 5·~ .+,60";'-1 100-0 2,375-9 51·6 1,6$0'2 3(1"$ %(l'1 :n·.;. () !).:. , 1 15'1 429·2 9'3 1 ~ :,. ,-; 2", 
1 liS; 5,O()7'i :0,),0 2,56S'(' 50·7 . 1,<)\)5'8 3,'() 1,127-2 :2·2 770·6 15'4 .;(1).0 9'3 ; 2.",) ~< 

10.~() 5,751~3 100-0 2,SSf)'6 40'7 2,202-2 ';);':;'2 1,31\1''';- 22'7 S9j ·9 15'5 54<)'6 % 1..;(·') 0" 

J S:57 6,2SV'O 100,0 3,0%'1 49,3 2,349'4 ~ i'..,. 1,306'5 22'2 952'9 15·2 671'4 10,7 1 ('3- J :>1 ' 
;058 7,025'6 180'0 3,";''';'7'5 ·49'1 2,614-0 j 7'1 \ 1,52'}'7 21-7 1,085·j 15· ... ';, 7%·J 11') 1l;,,'/ 
1959 7,474'2 100·0 3,630'7 48·6 2,7,')9'4 37·3 1,6';'1'4 21'9 1,HI)'0 15'4 $76'1 11'7 1 i~"l 2·· 
1%0..-· 8,':'76'7 100'0 3,990'3 47,1 3,231'7 38'1 1,900'7 22'4 1,330'9 15'7 1,0';'7'5 12'4 207'2 2··: 

.. 1013-37 GermilIl Reich; D50-GO Federal Re;mi)lic of Germany, cxcJ~ciin; the Sa;'lr, inc:\!din;; Dc.:iin \\',·st. 
t 1 f);:;O-GO inc:.\ldin;; tcacl1ct' trrlining'. :I: 1\Jl:l-:!7 • Administration': 10:15.:l7 and IflJO·GrJ 'Administration' ;);1(1 ol;;('r ~l .,,"':~. 
~ Inc~udin<: ?:\rt-till\(~ voc:ltionnl s<,.hool,. 11 lncllldinA" other schools. ~; J:xeludinj:t 1""·t·ti",,, vocn!ion.,/ ~("I"'.''''~ 
~~ \'.~ .. \ ~ .... ~~':' ........ ,.~ ... \",~, ... \ .. , ." ... : .... '.~ 
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TA"!.E ... IS f.) 

EXPENDITURE 0:-:1 EDUC .. \T!o~ IN THE U:)1'I'I<:D STATES 

AT DIFFERENT LEVEI.S OF EDUC.\TlON 

1909-57 
(Pcrccnt:lgcs) 

Tot:ll of which 
Educational ------_. __ . 

i'C,lr Expenditure Primary Secondary lIigher 

1909 lOO 68·6 10·9 14·7 
1911 100 67·2 12·3 14-7 
1')13 lOO 68·1 12-2 1+·0 
1917 lOO 61·8 18·6 14·9 
1927 100 79·6 18·5 
In9 lOO 78·6 19·6 
1935 lOO '18·4 29·5 21-4 
1937 100 47·1 30·6 21·7 
1939 lOO 48·1 23·6 22·6 
1943 lOO 46·8 27·7 2-1-8 
19+5 lOO 45·9 27·3 26·1 
1947 lOO 41·3 27·3 31·0 
19+9 lOO 53·5 17-4 23·5 
1 ')51 lOO 51·9 22·1 25·4 
1953 lOO 52·3 22·6 24·5 
11)55 lOO 5H 23-+ .24·9 
1957 lOO 51·2 22·9 25·6 

/' 

1 
;! 
:{ 
1 __ 

Other 

5·8 
5·8 
5·7 
4·7 
1·9 
1·8 
0·7 
0·6 
0·7 
0·7 
0·7 
0·4 
0·6 
06 
0·6 
0·3 
0·3 
.. ~ , 
\ 
I 
" 
J-
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'fABLE f;A IJI:.- Ir.i:J 

i EXI'ENDlTUHE 0:-:1 EDUCATION IN TilE N1:.T11EHI.ANDS 
E»PENDI'fURF. ON Em;CATION IN BELGlU:\f 

AT DIFFEHENT LEVF.LS OF EDUCATION 
! AT DIFI'EHEXf LEVELS OF EDUCATION 1907-59 

1900-58 
(Pcromtagcs) 

(Percentages) 

of ,,,hich 
~'''-'', "<"'."',".'" ··1 of which Secondary 

S~;;;ndarY-
of Wllich 

Total of which Total 
Edu":ltional . Voca~iol1al lIigher Other 

Ethlcational Voca- Teacher 
, Year E:-;rrnditure Primary Total General YC:lf E~'pt~n,liturc" Primary t Total Ceneral tional Tr:lining Higher Other 

19-2 IH 5-0 8-5 
•.. _--_.-

1900 lOO 72-3 1907 lUO 53-2 30-0 13·9 6-0 5·1 6·4 H 
1905 lOO no 13-8 13·7 5-l 8·2 1903 lOO 57-0 31·2 19-5 6-4 5·3 6·7 5·1 
1910 100 72-0 17·2 10-9 6·3 10-8 1909 100 57·5 30-6 19·3 6·2 5·1 6·7 5·2 

1913 100 72-8 13-1 10-7 7-4- 9-1 1910 lOO 53-5 30·1 13·7 6-5 4-9 6·7 4-7 
1920 lOO .74-2 '13-1 9·7 3-4 7-7 1911 lOO 57-8 29·7 13-2 6-4 5·1 6-9 5-6 

1925 lOO 73-0 20-3 10-9 9-9 6·2 1912 lOO . 57-I 30-3 17-6 6-5 6·2 6·7 5-9 

1927 lOO 7H 21·5 11·3 10-2 7·1 1924 lOO 62-2 32-3 17·7 11·5 3-6 5-0 

1929 lOO 70-7 21-9 10·7 11·2 H 1927 100 60-0 34·7 16-6 14-4 3·7 5-3 

1931 lOO 12-5 20-8 12-0 8-8 6·7 1930 100 62-0 32-3 16·9 12-0 H 5·7 
1933 100 72-2 20-4 11-8 8-6 6·S 0-9 19l} lOO 59-7 33·1 19-0 IJ.1 3-0 7·2 
1935 lOO 71-7 20-8 11·9 3-9 6·8 0·7 1935 lOO .58·8 3H 19-7 11·5 2·9 7·1 

1937 100 70·5 21·5 12-0 9-5 7·0 I-a 1936 lOO 5S·1 34-9 19-8 IN 2-9 7·0 
1939 100 69·1 22-8 11-8 11-0 7·3 0-8 1937 lOO 53-0 34-2 19·2 11·8 3-2 7·8 

. 

19-\8 100 67-2 23-9 11-4 12·5 7-9 1·0 1938 lOO 57-0 35-8 19·5 IH 3·2 7-2 I - 1919 lOO 65·1 24·1 11-4 12·7 3·2 2·6 1950 lOO 49-6 40-4 22-1 15-6 2·7 6-8 3·2 

I 1950 lOO 63-8 26·1 12-3 13-8 9-5 0-6 19;1 lOO 47·2 42·9 22-6 17·5 2·8 6·4 .3·5 

1951 lOO 64-1 2-1-9 10-7 14·2 9-6 H 1952 lOO 45·7 41·7 22-3 19-2 3·2 6·3 3·3 I 
1952 lOO 6H 25-6 11-0 14-6 10-0 1·3 1953 100 44-9 45-6 22·8 19-5 3·3 6-4 H 
1953 100 62-0 26-8 1J-6 15·2 10-0 1·2 1954 lOO 42-8 47·8 22-8 21·7 3·3 6·1 3-3 I , 
1954 100 62-3 26-6 12·2 14-4 10-0 1'1 . 1955 lOO 42·2 4S-0 24-0 20·9 3·1 6-4 3·4- i , 

I 
1955 ioo 62·2 26·3 11·3 15-0 10·2 1·3 1956 lOO 40-0 49·9 25-0 21-8 3-l 6·4 3·7 I .. ; 
1956 100 58-8 26-0 10·7 15·3 9-9 5·3 1~57 lOO 39·2 51·1 25-1 22·9 3-l 6·2 3·5 I 
1957 lOO 57-8 25-5 10-6 14-9 11·5 5·2 1l}S3 lOO 41-4 49-6 23·0 2H 3-5 5-8 3-2 

1958 100 56-4 25·9 10-5 15-4 12·5 5·2 1959 lOO 40-0 5l-1 23·8 23·8 3·5 6-0 2-9 i 

-: t., .. _ . ___ .. ,_ ...... ,_ ..... _=_ ..3.:_:.. ...... " .... ~ ... " ........ r,... .. C't .. ,1(>~t~ • 1 n4-!)!) total Cllrrent expenditure only_ t Including }lee-primary cdl1cation • i 
_ .. -".-----' .-.--_._.'.- .... 1 :;......:.:; - .. ",-,:-,,;~ -, , . -. , , 
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-r(l\31 
F.J'I<:llional 

Y(:-:r.r r.~~n,ljlUre rriUl:lJ"y 

1901 '100 9-4 
11)01 100 '23,6 i 1926 100 65·5 

! 1936 100 60,6 
, 19·16 100 61-1 
I 19;4 100 49·1 

.1 1955 100 50-2 
1 1956 100 50·5 

. J 1957 100 49-1 
',j 1958 100 4S·2 

1959 100 43-4 
1 1960 100 3S'8 
1:::7'''. _"'. ,c-. ~===:c:-

" 

.t) 

4\-7 
';0,6 
16-3 
21-5 

;24·6 ::.. 
,2j'3 
'29·9 

30·4 
30·4 
32-4 
33-4 
32·9 . 

.1 .. 

, . , 

23-1 
In·-
6,2 
\'7 

·5·0 
5·0 
5-1 
5-1 . 
6·2· . 
6·0 
8-1 . 

, 1:8 

.:-~ , 
.,~ .. 

21-8 
16·6. 
IH) 
12-2 
9-3. 

f 18·6 
14-8 
14·0 
13-7 
IH 
15-1 
16-5 

. ~'. 
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TA.!Jl.E/68 
EXf"E."'DJTUR£ O:i EDliC.HJO.s 1:-.1 bDIA ' 

],:I Dn·H:ltF ..... T L£\"F.LS OF ~ouCAnos 

1870-1955 
!i I. 

; 
i 

'~------~~----~----~_-_-_-_-_-_-_-~O-f"'-'h~~;~'~h~~-_-_-_-_~~-~-----~-----\-----,i 
ScronJ>UY_-:--co __ __ 

.. ". 

lSiO 
lSS0 
1~S6 
)$91 
1$96 
1901 
1906 
1911 
1916 
1?21 

. ,l?26 
1931 
1936 
1941 
1?'6 
1950 

-'. 1?55 

.;r 1\"hich f.: 
I"ro£d"Sic.ml ,. 

'I'rim.~,::,y:..-__ ·~rcO~"=-I __ c=-'n~.'~'~.t=-_·:r~":>h~~~i<>.:::I~.:::1:::Jigher ! 
100 28-3 60-3 47-5 12-8 11-4 i' 
100 ~O-3 40-4 31-1 8-1 9-3 i .. 
100 41-0 47-7 ';O'S.. 6-9 11-3 
100 39-1 50·6 401 103 10-3 
100 39·0 ·503 40-3 10-0 107 
100 _ 3j-S 51'S 40-... 11'1. 10-7 
100 39·0 50·' 37-S 12-9 103 
100 j1-3 51-2 3704 \3-S \1-5 
100 35'S' 52-4 39-0 13-4 \I-S j'<' 
100 31-0 49-7 35-4 IH 13-3 1 
100 '37-5 49-2 35-7 \3-5 \3-3' i",;;·,-,~,·,,· 
100 31-1 49-3 . 31-1 12-2 13-6' j; /. 
100 36-3 49,0 ·38·1' 1(}9 14-7 li . . ....... ',-' t·\ A' . 

:~ !~:~ j~:~ ~~:~ ." ~:! g:~,.: ].---}: ~---:-;. 
100' 41·8,044-335-2 9-1 .13·9--l--~':·-i..·r.". ::j 

'100:' 3s"'f~-:'_..:···· 47-2 "3S-2 9-0 _.~. 14·1 ·,f.·. h· --'-
----'7.~ .. 7,~, '7,,7,-;--:-: '.- _:_ ' .... _.-'.~-:-~:~::-: . . ~,~-~::_~:::-"i':::-~:';:;:-:-": ~',~ .::-~.:~-~ ',«::~-:-'::' r~'::; 
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TABLE/6c.. f 

'-" 
EXPENDITURE ON EDUCATlON IN SWEDE!"l I' 

0' \' AT DIFfEl':'E..'H LErELS OF EDUCATION 
" .'~ (:' 1913-58 ,I 

(rcrC\~nlagcs) 

Total of which 
EducatiOn:ll 

Year Expenditure Primary Secondary Higher Other -

1913 lOO 69'8 16,4 H. H 
1914 100 69·3 1% 5·0 10,1 
1916 lOO 71-4 14-6 4,7 9,3 
1918 lOO 70,9, 14-9 3·3 10,9 , 
1920 lOO 69·9 11·7 J.8 16·6 
1922 lOO 62·1 ' IJ.1 2·1 24·7 
1924 lOO 67·5 12-4 2'6 17·5 
1926 lOO 66·2 12·8 3-2 17·8 
1928 lOO 67·1 12·7. 3·2 17·0 

-- 1930 lOO 68·1 12·7 3·1 16·1 
1932 lOO 67·8 13-4 3·3 15·5 
1934 100. ( 67·6 12·9 3·5 16·0 
1936 100 64-5 14-2 3·3 18,0 

'. 1938 lOO 66·8 13·9 2·7 16·6 :', 1940 lOO 67·9 16·5 3·2 12-4 
1942 lOO ' 65·2 . 14-9 2·8 17·1 
1944 lOO 61·9 13·9 2·8 21-4 
1916 100 '61-4 12·5 3·3 22·8 
1948 ' lOO 66·5 14·3 4·1 15·1 , 
1950 lOO 65·6 14-8 4·2 15·5 i\' 
1952 '100 65·7 1404 H 15·5 

i" 1954 100 64-6 14·9 4·5 16·0 
1956 lOO 63·3 14·9 4·7 17·1 
1958 lOO 60·6 IH 5·3 19·7 

• Adult education, People's Liurarics, other education, 
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_?'f\lni~ 
cip<llities 

3H 
35·9 
36'0 
36·6 
35·9 
36·6 
36·2 
34-9 
J3·5 

'33-6 
35·2 

,------------------' 

'. 

"-.1. 

• Exc,luulnt;: the S.,ar; Inc1udlng Berlin West. 

TABLEI7B 

EXl'ENDl1'UltE Oi'l EOUCA'r10~ IN DENMAnK 

BY LEVZL OF GOVER.~~IE:-:IT 

, 

YeRr 

1938 
1950 
1951 
1952 
1953 
1954 
19S5 
1956 
1957 
1958 
1959 

.1938 AND 1950-59 
, (Percentllges) 

Total 

100 
100 
100, 
100 
100 
100 
100 
100 
100 
100 
100, 

55-l 
53·3 
52·7 
52-4 
49'1 
50·4 
49·2 
+9·7 
5H 
55·2 
56·6 

l\tunl· 
ciPlllitic. 

44·9 
46·7 
47-3 
47·6 
50·9 
49-6 
50,S 
50·3 
45·6 

''14,8 
43-1 
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TAllLE/7c 
EXPENDITURE ON EDUCA"f10N IN THE UNITF.D STATES 

DY LEVEL OF" GOVERNMENT 

1902-60 
(Pctccnt:lf,e-s) 

Federal -----­
Covern. 

Year Total ment States Local 

1902 100 1·2 6·6 92.2 
1913 100 0·8 9·5 89.7 
1922 100 0·4 % 90.0 
1927 100 0·3 9·7 90.0 
1932 100 0·6 12·0 87-4 
1934 100 8-6 I H 80.0 
1936 100 7·9 12·6 79-50 
1938 100 6·1 13-1 .80.8 
19·!Q 100 6'7. ]3·3 80.0 
1942 100 H 14·5 81-4 I 1944 100 0·5 1704 82.1 

. I 19·16 100 9·5 14·0 76.5 I 19'f8 100 30·3' 14·0' 55.7 • 
: 1950 100 25·6' 14·1 60.3 
, 1952 100 13,3 15-6 7J'1 i 195~ 100 7-2 . 16'1 76'7 
i 1954 .100 5·7 15'·3 79.0 
'I: 1955 lOO 6·3 15,0 78·7 

1956 100 6,6' 15·1 78.3 

l 
1957 100 6·4 16'3 77·3 

J' 1959 100 4-6 17,9 '77.5 
',,"',' 1960 lOO 3-6 18·3 '78.1 

~'r'" "·r~~:n~~l incrc:lse call~cd by Vtll!.:]~~~._~~.~:~.t~_ 

~ " 
.- .". ,~ -> 

.--.--."./-.<:~~j 

'. 

" . 

14-3 75-5 
11·2 79·3 
12-4 77-9 
13·2 75·6 
21-6 64-2 
21·0 . 65·8 
18·5 70·9 
19·0 69·3 
18·5 66·8 
21-4 63·9 . 
21·0 56'3 
20·6 52·2 

23-4 45·0 
24·0 43-6 
21·8 43-4 
21-1 45·0 
21·0 45·8 
20·7 48·9 
20·1 50'1 
20·0 49·1 
19·9 48·3 
20·5 46-4 
29·7 30·0 

27·9 25·5 
27·7 26·0 
30·6 25·9 
30·8 23·8 
31·2 23-6 
31·9 24-5 
30·5 22·3 
32·4 21·8 
31·2 21·3 
32·2 .21·9 
30'0 . 21·3 
30·3 21-3 
-----'----
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TAllLEI7E 

EXl'ENDITUHE ON EDUCATION IN ITALY 

DY LEVEL OF GOVERN;\IENT 

1907-60 'fABLE/7a 
(Pcl'(:tnt:lgcs) 

EXPE""OlTVRE ON EDUCATJO:-l IN SWEDEN 
-----of which DY 1,EVEL OF GOYl:.HN:'I1ENT 

--.-._----Total Muni-Year Total State Local Rcr;ions Pro\'inccs cipn.Jities .,., .,~ 

1907 100 3s.6 61-4 61-4 
1926 100 6H 38-4 1-7 36-7 1936 100 77-4 22-6 1-2 21-4 1946 100 85-3 14-7 1-6 13-1 1954 100 82-8 17-2 0-8 1-6 14-8 1955 100 81-0 19-0 0-6 1-7 16-7 1956 100 81-2 18-8 0-7 1-8 16-3 1957 100 81-4 IS'6 0-8 2'0 15-8 1958 100 81-8 18-2 0·8· 2-0 15-4 1959 100 79-1 20·9 0-9 1-9 IS;1 1960 . 100 77-1 22-9 Q-9 2-0 20·0 

1913-58 
(Pcrc('lltagcs) I " .- ,-",'- ~"."" - -_._---

;-"Iuni_ 
Year Total State cipalitics --------
1913 lOO 25-6 7404 
1914 lOO 26-2 73-3 
1916 lOO 2H 75-9 
1918 lOO 22-3 77-7 
1920 lOO 22-6 77-4 
1922 lOO - 30-2 69-3 
1924 100 23-6 76-4 - , 
1926 lOO 25-4 71-6 

i , 
1923 lOO 24-1 75-9 
1930 100 2H 76-9 

j TAULE/7 •. , 
EXPENDITURE ON EnUCA'fION IN INDIA i 

I BY LEVEL OF GOVERNl\fENT , 
1370-1955 I 

! (Pcrccntagt's) 

i 
__ -.J..-.•.• 

Central l\·Illni-! -Year Total Go\·crnnw.nt Local cip:'llitics 

i la70 100 .7% 19-1 1-3 I 1881 100 69-5 26-1 4-4 1886 . 100 63-5 27-6 8-9 I 1891 100 56+ 34-6 9-0 1896 100 56-8 34-3 8-9 

I 1901 100. 58-0 33-3 8-7 -1906- 100 62-4 30-8 6-8 1911 100 66-5 . 26-1 H I 1916 100 63-7 23-3 8-0 1921 100 78-5 1-1-6 6-9 
1926 100 76-5 15-6 7-9 1931 100 74·0 . 16-6 .9-4. 1936 100. no 1504 10-6 \. 
1941 100 '. 7-1-9 1-1-6 10-5 \ 19-16 100 75'5 15-1 9-4 1950 100 - 83-9 10-1 6-0 1955 100 87-8 7--! 4-8 

1932 lOO 22-3 ·77-7 
19:i4 100 22-0 73-0 
1936 100 24-3 75-7 
1933 100 22-1 77-9 
I <jiO lOO 29-0 81-Q. 
19-}2 lOO 21-9 73-1 
19H lOO 2·1-5 75-5 
1946 lOO 2-1-6 75-4 
19-13 100 1H 80-6 
1950 lOO 20-0 80-0 

; -1952 lOO 19-0 31-0 
1954 100 13-3 81-2 
1956 lOO 13-9 3l-1 
1958 lOO 19-2 80-3 

--------- . 
w 

~- . t_·· , 
;; 

:."- -::-,.. 
-'-- .j 
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4. EDUCATIONAL SYSTEMS AND CHANGES 

(a) Structure: 

The Universal Declaration of Human Rights, adapted unanimously by some 

fifty nations at the third session of the U.N. General Assembly on lOth Dec., 

1946, states: 

"Everyone has the right to education. Education shall be free, at least 

in the elementary and fundamental stages. Elementary education shall be 

compUlsory. Technical and professional education shall be made generally 

avail/!ble and higher education shall be equally accessible to all on the basis 

of merit." 

This is the educational profession of fsith of the world today. But for 

a fuller understanding of the goals humanity has set itself, one needs to 

place beside the Universal Declaration a sort of report on the present state 

of educational affairs - the purpose being constructive - to reveal the size 

of the task ahead, and not simply to reflect negatively on how far reality 

falls short of the ideal. Regular reports and investigations reveal from 

time to time what our achievements and failures are in achieving that goal. 

Each country has its own sYstem of education to acllieve this goal. 

The tenn "educational system" is very widely and frequently used, but it 

is by no means easy to define. An inclusive definition acceptable in all 

countries would serve little purpose; it wouid be more to the point to tske 

account of varying national views and thus discover areas of both similarity 

and differences. In brief, this is the purpose of comparative education. 

Each nation or independent state today h~s a range of institutions and agencies 

to provide education for its future'citizens. The public authorities have 

everywhere assumed some measure of responsibility for maintaining the process. 
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The principal vehicle of formal education in all countries is the school, 

which brings together children and adolescents, roughly between the ages of 

6 and 17 years. The public school system may thus be taken as the central 

part of what is meant by the educational system. To this must be added the 

agencies that ensure administrative, supervisory and welfare services for the 

schools, pupils and teachers, embodied at the highest level of government in 

the Ministry of Education. Various other elements will have to be included 

in the educational system of particular countries, depending on the way in 

which the nation views its educational taak and allots responsibility. SOme 

of these elements are in administrative terms: private schools and institu­

tions maintained by public auth~ties other than the educational; in terms 

of age level, institutions for pre-school age children and for higher education; 

and in terms of purpose, the part-time vocational education of adolescents and 

a whole gamut of institutions and agencies concerned with adult education. 

No two countries have educational systems identically composed and indeed 

any single system is constantly changing .and growing. In a dynamic society 

change is the norm and pre-requisi te of any educational system. It must be 

admitted, therefore, that within a country the description of a 'unified' 

educational system is an abstraction, and a listing of the component parts 

can at best be approximate. Yet, the degree of agreement between countries 

on essential points is sufficient to justify the abstraction and makes possible 

the comparative study of national educational systems as units. 

Cb) Cultural and GeOgraphical Segmentation: 

The principal criterion for fixing the geographical limits of an educa­

tional system must inevitably be pOlitical, since the process of education is 

related so closely to nationhood and citizenship. There can be little doubt 
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of, say, what is meant by the British, or the Russian, or the German, or 

the Malaysian educational system. In countries with a Federal Political 

structure, the unit is less obvious, and educational criteria may also have 

to be sought. Thus, in Australia, U.S.A., the states have almost complete 

autonomy in educational matters; resemblances between states are, however, 

more important than differences, and cover such essentials as the general aims 

of education and the organizational pattern. It is reasonable, therefore, 

to speak of the Australian and the U.S. system of education, while remembering 

that in each case there may be considerable variations of detail within the 

country. The USSR also, despite its vast expanse and many component parts, 

presents unity of aim and method. which justifies the description of a single 

educational system. In two cases the national unit cannot easily be made to 

fit the educational system: Switzerland and the United Kingdom. Locational 

differences in Switzerland ana so distinct that the custom has grown up, 

wi thin the country and abroad, of focussing attention on the twenty-five 

crantonal systems of education. For the United Kingdom also the three large 

political units -- England and Wales, Scotland, and Northern Ireland, have 

separate educational systems. While an outsider may see enough unifying 

elements. to distinguish a Swiss educational system from its neighbours, the 

French, German or Italian, the degree of abstraotion involved is greater than 

elsewhere. 

Another situation arises in a country with a plural population, like the 

Union of South Africa, where separate school systems have developed to suit 

different cultural conditions. Yet here, also, as in the Federal crountries 

mentioned earlier, typical national ways of going about education are to be 

found. -- Similarities between the several school systems outweigh differences, 

largely because they mutually influence one another, and there is little 



difficulty in describing the South African educational system as a unit. 

Finally, one comes to the non-selfgoverning territories usually distin­

guished from sovereign states on political grounds. To what extent shculd 

territories be regarded as having educational systems of the same order as 

independent countries? The answer appears to be that any difference between 

the two groups is one of degree, not of kind. Every territory has a school 

system, the complexity of the educational pattern and its place in the life 

of the people vary widely between territories; but in no case is the school 

system something entirely extraneous, bearing no relation to government and 

the community. In other words, while the educational ideas at work in a 

territory may come from the country administering the territory, the process 

of adaptation soon produces institutions and agencies that differ from the 

originals. In many developing but independent nations, this is how the 

present educational systems have evolved. It would be justifiable to treat 

the educational systems of territories as entities,' bearing in mind that rapid 

change is characteristic of these areas and that in some cases only a rudimen­

tary pattern is to be found at present. 

(c) Interaction of Inertia, History and Contacts: 

Patterns of education have been influenced by the degree of interaction 

of at least three basic elements - contacts with other countries, traditional 

beliefs and institutions, and indigenous attempts to innovate and experiment. 

This interaction is most clearly typified in the case of Japan. The sources 

of the present Japanese system encompass the age-old Confucian principles, 

Western values and practices, especially French ,and American, and internal 

innovation such as the creation of appointed local school boards. The 

introduction of Western liberal ideas into an authoritarian semi-feudal society 
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in the late 19th century created serious social conflicts thst have persisted 

and hsve been accentuated in recent years. The strength of each of the two· 

major elements, traditional and Western, in shsping educational policy, hss 

resulted in an intense and not easily resolved conflict. On the other hand, 

in a country like Greece, where until quite recently the forces of traditional 

institutions and beliefs were dominant, conflicts created by the introduction 

of foreign elements hsve not been as intense. 

In most societies periods of national crises and overwhelming events 

hsve been followed by attempts at major educational reorganisation. It is 

interesting to note, for example, thst major reform of education followed 

World War 11. In some instances, as in the case of the Educational Act of 

1944 in England, educational reform was directly influenced by the war. The 

state of war revealed several gaps in opportunities for education and in the 

trsining of people for certsin technical jobs. In the Soviet Union, the post­

war emphasis upon polytechnical education may be attributed partly to the. 

losses in technolOgical manpower and the need created to allocate a higher 

degree of talent to the task of rebuilding the country. Like wars, revolu­

tions also seem to have been accompanied by major educational reforms. In 

Turkey, for example, the Kema1ist Revolution of 192} was followed by attempts 

to establish a secular, publicly controlled ,system of education in place of 

the traditional, voluntary religious system. Likewise, internal or external 

events of major importance, e.g., the first Russian sputnik, the issue of 

Civil Rights in America, etc., have provided the impetus for similar 

educational changes. 

Changes in education thst purportedly were revolutionary were not com-

pletely devoid of traditional elements. The system in Turkey, like thst in 

Russia, which directed its efforts to secularisation and democratization, has 
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retained the elitist and centralised characteristics of the ottoman period or 

the Tsarist characteristics in the case of Russia. In addition, in Turkey, 

the ottoman Tuba !gaci theory of education has persisted throughout the 

Republican period. This suggests that although new institutional arrangements 

may be introduced after a revolution, and a fortioni after a planned educational 

change, the historical social functions performed by education, as perceived 

by the people, tend to persist. Mere organization or administrative change 

does not automatically alter basic beliefs and values about the role of 

education. For example, the planned attempt in England after 1944 to establish 

technical schools that would enjoy parity of esteem with the traditional 

gremmar schools was not very successfUl because people continued to associate 

technical schools with inferior training, leading to low positions in the 

occupational hierarchy. For similar reasons the post-primary vocational 

schools established in Malaya in 1960, for those students who failed the 

entrance requirements to the academic secondary stream, were a complete failure. 

Likewise, in Japan, regardless of the post-war legislation to establish 

American-style comprehensive high schools that would provide different avenues 

for entrance into the prestigious universities, parents continued to view the 

traditional upper-secondary schools as the best schools for entrance into such 

universities, and thereby to 'the highest positions in the society. This 

fUrther suggests that for educational change to be effective, there must also 

be concomitant changes in both primary and secondary social institutions. 

The degree of educational centralisation or decentralisation is not in 

and of itself an index of either the tempo or the nature of change in the 

educational system. In the Societ Union, sweeping changes in the orgenization 

and content of secondary education were introduced and implemented during a 

relatively short period of time. In Greece, on the other hand, where the 
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control of education has been vested in a central authority, educational 

change was both sporadic and dilatory. In the U.S., which is characterised 

by state and local control of education, change has been uneven at both 

levels; e.g., innovation and curriculum change has been strongly resisted in 

some states and/or local communities, but fostered in others. For example, 

certain rural communi ties are known for their rigidi ty in the treatment of 

controversial issues or the hiring and dismissal of teachers. In both 

centralized and decentralized systems, there seem to be certain parodoxes 

regarding educational changes. In centralized systems, while change may be 

accelerated, it tends to rigidity the prevailing or proposed patterns and to 

stifle experimentation and innovation. In the decentralized systems, 

although local school systems are theoretically free to innovate and experiment, 

in actual practice they may be subject to local pressures as centralized systems 

are to national pressures. 

The question of centralized and decentralized control of education is often 

discussed in conjunction with democratic versus totalitarian political systems. 

For example, it is often assumed that decentralized systems of education are 

democratic while centralized systems are not. AI though this may be true in 

some cases, e.g., Soviet Union and the U.S., it is not true of France and 

Greece. In these two countries, there is a central authority that controls 

and supervises the tctal educational enteIprise, yet it is accountable to the 

popular will and subject to removal through legal procedures. One of the 

distinguishing features of democratic versus totalitarian systems is not the 

degree of centralized control, but the extent to which education is in the 

hands of one self-peIpetuating power group that makes all major decisions and 

is not accountable to public opinion • 
.. '0.',"'" 
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In this connection, it might also be noted that planned educational 

change at the national level need be neither intrinsically liberal and demo-

cratic nor constraining and undemocratic. , A great deal depends on the con-

text in which planning takes place and the values to which it relates. For 

example, government stipends and forms of educational support may be used to 

enhance opportunities; however, they may also restrict individual initiative 

and establish uniformity. 

The extent to which the educational profesaion participates in the formu-

lation of overall educational policy varies from country to country. In 

general, however, in major decisions, affecting aims, control and support of 

education, certification of teachers, curriculum organization, and even the 

selection of textbooks, the role of the educational profession is at best 

minimal. In the majority of cases, the power rests with political figures or 

legislatures functioning at state or national levels. In political demo-

cracies, decisions about education may also be largely by powerful, voluntary 

associations that mobilise themselves and act as political pressure groups. 

In the U.S., for example, organized groups such as the Danghters of the 

American Revolution, the Veterans of Foreign Wars, the American Civil 

Liberties Union, the American Bar Association, the National Association for 

the Advancement of Coloured People, and several religious organizations, have 

from time to time taken an active part in influencing educational policy and 

in thinking about the place of religion in schools, the teaching of communism, 

the issue of racial segregation, and so on. In Malaya, the Misaion Schools 

- Methodist and Catholic - have played a dominant role in influencing the 

teaching of English, and are continuing to play a vi tal part in the educational 

system of independent Malaysia. 
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(d) Institutional Differentiation 

Al though in the 20th century the avowed aim has been to establish 

elementary and secondary education for all, this goal has only been partially 

attained. In the European countries and in Japan, primary education is 

provided in common schools for everybody; in Turkey, India, Malaysia, etc., 

universal primary education has not yet been attained -- in some cases it 

will take many more years before this objective.is achieved., At the secon­

dary school level, education is provided in different types of schools, 

admission to which depends upon certain selected criteria. Such schools are 

differentiated in tems of curriculum, length of time spent at school, voca­

tional destinstions of students, and prestige. ,Thus, although the complete 

separation of elementary and secondary education, which characterized these 

educational systems in the 19th ?entury, has been largely eliminated, it has 

persisted at the secondary level. At the'primary level, there are virtually 

no conditions reg~ding entrance and attendance; this is not true of 

secondary schools. Theoretically, admission to secondary schools is based 

on the democratic notion of "equal opportunity according to equal abUi ty, 

i.e., on criteria of achievement rather than of ascription. In practice, 

however, ascription criteria such as family background and wealth continue to 

play an important part in both entrance and attendance at the various types 

of secondary schools -- the existence and practice of Public Schools in 

Britain are a clear illustration. 

The U.S. has rejected the multi-track institutional arrangement of the 

European countries we examined earlier. Instead, it has adopted the so-

called comprehensive high school, which extends the idea of a school common 

to all beyond the primary level. Yet, even though there is no institutional 
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differentiation in terms of types of schools, there is generally in terms of 

college - preparatory, vocational, and conunercial curriculum tracks. In 

addition, in recent years there has been a conspicuous trend towards 

speoialised programmes for the gifted. requiring special grouping on the 

basis of intellectual aptitude (discussed more in the later stages). What is 

of interest to us here is the fact that even with this type of differentiation 

ascriptive criteria have by no means been eliminated. It has been found, 

for example, that there is disproportionately higher representation of middle 

and upper middle-class children in the college preparatory curriculum, and 

that the drop-out rate is higher among children from the lower socio-economic 

strata. The differentiation has recently become accentuated by the rapid 

growth of affluent suburban communi ties. The suburban school system, 

although theoretically comprehensive as the urban and rural systems, in 

practice represent a new type of elite institution, catering for a socially 

and economically privileged group of children and providing better facilities, 

more vigorous programmes and higher quality teachers than their supposedly 

equivalent urban counterparts. It has been established that a very high 

percentage of students in these suburban schools contiInle their education in 

institutions of higher learning and that they are more successful in national 

programmes. Most of the students who get state and Federal scholarships, 

Colombo Plan, Conunonwealth, etc., scholarships, come from these institutions. 

Most of the students who get into Civil Service in Britain come from 

Cambridge and Oxford, who in turn are filled by students mainly from Public 

Schools. The picture in this direction, too, is changing as the door is now 

open to all on the basis of merit. 

In most societies except the American, there is a multi-track $Cpool 

organization. In some European countries, however, the post-war years 
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ri tnessed a movement towards the EStablishment of comprehensi vs schools or 

the extension of the common school stage. For example, although Conserva-

tives in England have taken a rather lukewarm attitude, several comprehensive 

schools have been set up, the cause of which has been espoused by the Labour 

and Liberal parties. The comprehensive schools have been justified on the 

idealogy of democratic egalitarianism, and in part have represented a protest 

agsinst the early selective practices of the English secondary schools. The 

inspiration for these educational ideas and practices has been the American 

comprehensive pattern. Yet, a careful look at the British arrangement 

reveals that rithin the comprehensive school there is a tripartite differen­

tiation, which in many respects is similar to the official secondary school 

pattern. For example, because of parental and student aspirations and expec-

tations concerning success in the General Certificate of Education examinations, 

the comprehensive school must compete favourably with the secondary Grammar 

School. In effect, such factors contribute to the dilution of the compre-

hensive school idea as envisaged by its proponents. 

(e) Continuities and Discontinuities 

-Never before in the history of the world has there been such an educational 

diffusion as today. Improvements in transport have annihilated distance and 

made it possible for scholars to go abroad and import some elements of the 

educational system. This situation is remarkable in view of the great 

progress made in recent years in the development of methods and techniques for 

the conscious and intentional transmission of knowledge and ideas between 

educational systems. Nowadays it is not sufficient to take into account 

only historical background as a determinant of differences and similarities 

between systems. One must also consider contemporary events through which 
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nations bring influence to bear on each other, and among them the large 

munber of official and unofficial programmes of educational exchange for the 

purpose of technical assistance, cultural relations and scientific cooperation. 

These programmes may consist of fellowships, scholarships, visiting professor-

ships, teacher exchange, conferences, meetings, seminars, advisory missions, 

visits by delegations, etc. It will be appropriate to mention here the link 

established between the University of Aberdeen and Malaya in 1965 with the 

intention of making some contribution to aid development. By this scheme 

some ssnior lecturers from certain departments will go on secondment for 

periods of about six months; and it is expected that cooperation between the 

two universities will develop in other ways. In addition, they may also 

incorporate extensive projects for the exchange of documents, publications, 

and audio-visual aids. Not of least significance are the many official sets 

of relationships between Ministries of Education, and the great increase in 

recent years in the number and membership of international non-governmental 

orgsnizations in a wide range of educational fields. 

As one travels across the face of the earth one finds "cultural continuity" 

as long as people are behaving and speaking in more or less the same manner, 

or at least in ways which are mutually intelligible; but when one encounters , 

completely different ways of life, then ther is a state of "cultural discon-

tinuity". Continuity or discontinuity is largely a matter of how far a 

particular system, consisting of interacting and interdependent parts, extends 

before it is replaced by other systems. The extent of continuity may vary 

greatly in the different aspects of international relations. There may be a 

high degree of cultural continuity between two nations on account of strong 

ethnic similarities. The Malaysian education system shows di verai ty within 

overall unity - the existence of Malay, Chinese, Tamil and English schools 
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strongly influenced by history and ethnic linkage with home countries 

illustrates this. This is unavoidable as Malaysia is multi-racial and 

polyglot and each racial group wants to uphold and maintain its culture which 

is best transmitted through education. Certain aspects of culture, such as 

language, are clearly very much more important than others in determining 

the extent of continuity. The whole purpose of any cultural cooperation lies 

in improving the degree of cultural continuity between different peoples in 

such a way that they will gain the maximum advantage from the interchange of 

ideas and knowledge. This advantage must be viewed not only in terms of 

mutual understanding between them, but also of their ability to cooperate for 

practical purposes, and to exchange ideas of artistic and scientific interest. 

But it is obvious that systems do not consist simply of ideas and ways 

of life. They consist of people who have the physiCal ability, unless 

stopped by frontiers or political reasons, to move to parts of the world where 

other cultural or political systems prevail. The question then arises as to 

how an indi-vidual fares when he moves into a system other than his own. 

What, in fact, are the practicable possibilities of mobility from one system 

to another? 

In the field of education, the present day position is that there are 

relatively clearly definable educational systems which are more or less 

identifiable with the different states and territories of the world. Within 

some states, as in U.S.A. or U.K., there may be several separately identifiable 

systems. Likewise, there may be a considerable degree of continuity in the 

sense used here between the systems of different states; but for histOrical·, 

poli tical and administrative reasons it is usual to find important discon­

tinuities between different systems. 
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There are, of course, many ways in which discontinuities between 

educational systems can be diminished without the element of personal travel 

entering the picture. Much can be achieved through books and audio-visual 

aids. But in the long run, the human element in the form of the personal 

traveller is by far the most important factor. Without going too far into 

the analysis of educational systems, it is possible to identify the various 

human components from which they are constituted. Basically, such a system 

consists of a teacher-pupil relationship. But there are usually other 

participants, such as administrators, research workers, text book writers and 

a whole range of technical specialists who may not be actively engaged in 

teaching. And it must also be considered to include other interested parties 

such as parents, pol! ticians and church members. In countries with universal 

edUcation, virtually the whole population, for at least part of its life, must 

be involved in the educational system. The point of interest here is not 

only in the analysis of systems as such, but in the examination of motives 

and consequences of interchange among the various systems, and the possibilities 

of mobility between them open to the participants. 

The problems of educational interchange can be viewed from two very 

different perspectives. One of these consists in the historical viewpOint, 

in so far as peoples who have had long standing relations in a general way 

with each other are also likely to have special educational relations. Their 

systems may resemble each other, and the content of education may include a 

great deal of teaChing about each other's language and history. Moreover, 

education, especially at its higher levels, is a field of human activity in 

which there is a long standing tradition of internationalism. EdUcation, 

travel and contacts between scholars of different nations are very far from 

being modern phenomena. 
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But there is another perspective that has developed more recently. 

There is an increasing realisation, which has accompanied the world-wide 

development of institutional education, that few of the problems encountered 

are restricted to a single nation, and that the experience of one school 

system can prove invaluable in the growth of another. Herein, of course, 

can be found one of the main reasons for increased interest in comparative 

education. The viewpoint thus established has acquired particular importance 

in the light of emphasis now placed on programmes of technical assistance. 

With education recognized as a major factor in economic development, the 

problem is no less than one of establishing in the space of a few years 

modern educational systems based on the principle of literacy, among people 

whose education up to the present has been wholly or partly related to a non­

literate tradition. 

There is no doubt that education has become a subject of international 

significance in quite a different sense from any previously understood. 

There is now a need not only for an understanding of different systems, but 

also for the creation of a more effective organic relationship between the 

various nations of the world in the field of education, whereby one can learn 

from the experience of the other. Comparison of systems, whether descriptive, 

explanatory or dynamic, is not enough. The methods and techniques of inter-

change between systems have become in themselves a matter of importance. 

Starting from the concepts of continuity and discontinuity, it is possible 

to identi~ at least five stages in the relations between systems. At one 

extreme there is the stage of intelligibility, where a minimum degree of con­

tinuity renders mutual understanding possible. At the other extreme, 

there is a maximum degree of continuity which permits an almost complete 
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mobility of participants between the systems. 

The five stages mentioned above can be identified as follows: 

(1) Recognition of ethnic similarity and a common historical 

tradition. 

(2) Comparison of systems, whereby the institutions of one are 

rendered intelligible in the terms of the other. 

(3) Organized interchange of information and ideas • 

. (4) Provision for partial mobility between systems. 

(5) Complete mobility of participants between the systems. 

These stages can be found in all types of cultural relations but in each 

specialised area of which education is one, there are particular indications 

to be taken into account. Firstly, at their most rudimentary level, inter­

national educational relations are based upon historical tradition. Certsin 

peoples have ethnic similarities to each other, and may educate their children 

in much the same way. Similarities may be due to migration, colonisation or 

political or administrative influence. It is generally understood, in a 

commonsense way, that educational systems having such a relationship musttend 

to resemble each other, and that interchange between the systems is thereby 

facili tated. 

Next, the student of comparative education enters the scene and attempts 

to identify the components of one educational system in terms of the com-

ponents of another. Here initial similarities facilitate his task. 

Dissimilari ties complicate it. The organized study of education leads to the 

conclusion that it cannot be isolated from the study of social development in 

general. Therefore comparison tends to broaden its range of interest, so as 
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to encompass society as a whole, rather than certain of its institutions. 

Conscious efforts are made to exchange information and ideas. Scholarships 

are awarded for study abroad, nsi ting professorships are organized. 

Libraries make exchange agreements, e.g., the British Council and USIS 

libraries in Malaysia. Joint meetings and seminars are held. National 

educational associations begin to affiliate with each other to create inter­

national organisations. 

Limited arrangements are made for mobility between systems. Agreements 

are concluded concerning the recognition of diplomas. Research institutions 

exchange workers and results. Foreign teachers are assured of conditions of 

employment which will give them a degree of seouri ty which is satisfactory in 

terms of their own systems. Joint commisaions examine the contents of text­

books, and in particular those elements which have a bearing on international 

understanding. 

Beyond this lies a fifth stage which can rarely be attained nowadays, 

except perhaps where there is political fusion between states. In practice 

it is very difficult for teachers and pupils to participate fully in educa­

tional systems other than their own on the same basis as the citizens of the 

country. Moreover, complete mobility between systems is rendered difficult 

today not simply by cultural factors, but by the interpretations of the 

standards of recognition of degrees and diplomas. Even where there is a high 

degree of mobility between systems where questions of study are concerned, 

the position is very different when it comes to practising a profession on 

the strength of qualifications acquired. In most countries there are legal 

and administrative measures which present obstacles to employment abroad. 

Underlying this situation there still prevails the perennial problem of 

supranationality. In education, as in all other matters of international 
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relationships as found in the conferences of UNESCO and the International 

Bureau of Education. The setting up of international standards having 

legal authority is likewise restricted to the conventions and recommendations 

agreed by these organs. This reflects upon the possibilities of mobility 

between systems as much as upon any other aspect of educational cooperation. 

(£) Change towards demand 

In most systems there has been a tendency to raise the school leaving age 

SO as to give the ""late developers" a chence to awaken to the realities and 

needs of the society. This arrangement would postpone secondary selection, 

it would provide a diagnostic period for better educational and vocational 

guidance, and it would be more democratic. This experiment has been intro­

duced only in France but it has only reached an estimated 40-50 per cent of 

the elementary school students. There has also been a change in the expansion 

of the curriculum to include modern subjects like science, foreign languages 

and vocational or practical subjects. Nevertheless, the traditional distinc-

tion between the liberal and vocational curriculum has not been eliminated. 

Such academic secondary schools as the English Grammar school have incorporated 

science, foreign languages, and history into their erstwhile classical curri­

culum; however, they have remained academic in their orientation, and they 

provide very little, if any, training in vocational preparation. Even in 

the Soviet Union, where since the Revolution there have been concerted efforts 

to break down the liberal-practical dichotomy in education and all the social 

accoutrements associated with it, the whole argument behind Khruschev's 

attempted reorganisation in 1958-1959 was based on the conviction that this 

separation still prevailed. It would be true to say that the Soviet Union 

has come closer to bridging this gap than any other of the countries I have 
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mentioned, including the United states. 

A professed major function of the systems of education under study has 

baen to make the curriculum of the schools an important contributory factor 

to the social and economic development of the society -- to relate the 

curriculum to the needs of an expanding economy. This relationship, referred 

to as "functional education" has been interpreted to mean that the school 

programme should emphasize knowledge and Skills that have direct bearing upon 

the national productive effort. In order to attain this goal, the tendency 

has been to strengthen technical education by expanding the offerings in 

technical arid'scientific subjects and by seeking to make technical-vocational 

courses and schools equivalent to the traditionally academically oriented ones. 

As described earlier, the Soviet Union represents a rather extreme case of how 

this aim of functional education may be implemented. On the other hand, 

Greece presents us with the opposite extreme -- i.e., a system that may be said 

to be dysfunctional in that it is not geared towards meeting the demands of an 

emerging industrial society. The need for technical knowledge and skills has 

become pressing in the agricultural as well as the industrial sectors of the 

economy. Yet, education in Greece continues to be dominated by the clasaical 

literary tradition. The same problem was acute in Judia and the whole 

educational system needed a complete overhaul -- if that does not sound a bit 

drastic. In Greece and India many graduates seek employment in the already 

crowded clerical occupations in business and government, in spite of the fact 

that industrial, agricultural and mining enterprises are in dire need of 

technically trained personnel. As a resuit, there is both unemployment and 

underemployment among the graduates of such schools. These defficiencies 

have been diagnosed and reforms are tSking place, but in a tradition-bound 

society change takes place slowly and cautiously. 



99 

(g) Educational Obsolescence 

In a dynamic society no system can afford to stand still, and particularly 

is this true in the field of education. If it is to meet the needs of the 

economy and aspirations of the society, it must move with the times. It is 

both a force and a product and as such has to be flexible, versatile and yet 

purposeful and functional. No engine is perfect, nor any system of social 

organization either. Perfection is not the standard but tolerable performance 

is, and performance that of realistically attainable alternatives. 

It is one of the most striking f~lings of our educational system that it 

seems to be unable to readjust its ways of doing things to meet changing 

requirements. Scientific and technological advances have altered the educa-

tional requirements of society. More trained people - people trained in the 

skills required by scientific and technological innovation - and a deepened 

capacity for scientific research, are widely recognized as prime requisites for 

economic progress. In response to these needs there has come to be an accep-

tance of the notion that educational systems are concerned not only with trans­

mi tting a cultural tradition and pushing forward the frontiers of lmowledge, 

but also with producing the professional and technical 'know-how' required by a 

dynamio society. 

"Education to be effective must take the social scene into account, react 

to it, participate in it, and help to mould and shape society." - Hansen. 

In point of fact, education frequently falls short of this goal, failing 

to realize its full potential as an energizing force for social reconstruction 

and modernisation. When society's requirements run shead of educational 

practice and productivity, when education serves social needs now extinct or 

passing, it is Called dysfunctional, irrelevant to current demands. Today, 
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in the modernising world, there is widespread feeling that too much education 

is irrelevant, out of touch and out of tune with modern life, dysfunctional in 

terms of the services it is currently being called upon to render. Evidence 

of this discontent with education is not hard to find. Country after country 

has undertaken education reforms, assembled outside and inside experts to draw 

new plans for education, and budgeted heavily to have up-to-date educational 

systems. Educational change receives high priority almost everywhere, 

indicating a widely prevalent feeling that education is not carrying its share 

of the development burden. 

Education is always dysfunctional in relation to some unrealized expecta­

tion, goal or target. In a free society expectations, goals and targets are 

determined by the consumers of education, who demand that it be adequate for 

their purpose. Goals change from society to society and from time to time. 

Education that today is criticised as inadequate for newly free and independent 

nations was probably regarded as adequate by the colonial powers that governed 

them prior to independence. Poli tical and social conditions change with 

independence and if education also does not change it becomes dysfunctional and 

of little use. 

In one sense then, education may be judged to be dysfunctional wherever 

its results fail to measure up to what the society or the recipients of 

education expect its results to be. If, for example, the aim of education 

is to make the educated man employable and he remains unemployed, his education 

will probably be regarded as dysfunctional, even though the fault may not rest 

exclusively with education. Actually, the judgment of whether education is 

functional or dysfunctional is seldom simple, for education generally has 

multiple aims - some of which are individual, some of which are social. 
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Often the expectations or aims of some individuals may be in poor accord 

with the expectations of the broader society. When this is the case, what 

is functional for some individuals may be conaidered dysfunctional for the 

society at large. 

Let us turn for a moment from the concept of dysfunction in education 

to that of function. Functional education among the developing nations has 

acquired an increasingly specific set of meanings, not always the same from 

country to country, but with large areas of agreement in common. These 

meanings increasingly find their philosophical frame of reference in social 

reconstruction that ties education to social purposes and human well being. 

This philosophic direction imposes upon education a concern for economic 

systems that sustain life at adequate levels of physical energy and health, 

for political systems that are protective, rather than exploitive, of human 

rights, and for SOCial, cultural, and religious systems that enrich and 

expand the scope of human expression. Such a position means that education 

is concerned with jobs, widening opportunities, free political institutions, 

and social and cultural values. EdUcation that contributes towards these 

ends, or enhances the possibility of their attainment, may properly be called 

functional. 

It would be appropriate if we further examine the concept dysfunctional. 

The Indian educational system has produced a burden of arts graduates who 

find no demand for their skills. Education may be dysfunctional in many ways. 

When Ghandi called Indians away from Western oriented primary schools, fonna.l 

in operation and foreign in concept, he asked for basic schools related to the 

everyday activities of village children. The spinning wheel expressed his 

conviction that in its earliest stages education should be relevant to the 
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everyday activities of village children. The spinning wheel was his symbol 

in education as well as in other social crusades. It should decide how they 

employ their time, it should help to sustain their families and to build their 

futures. Not everyone agreed with Ghandi about the dysfunctional nature of 

Westernized primary schools. Such schools did open the door to middle and 

secondary schools, to the university and to white collar jobs in the government 

and elsewhere. A parent who wanted his children to get white collar employ­

ment, to join the country's new elites, vie,wed the primary school as quite 

functional, even though his own children might be among those who failed in 

the race for educational survival. Those students who advertised their 

credentials as "Failed B.A." ]mow that they are still among the favoured few. 

The mixed Indian reaction to Ghandi's programme of basic education illus­

trates how educational may be functional or dysfUnctional, depending upon one's 

goals and aspirations. Ghandi, seeing the village as a valued way of life, 

wanted to preserve and enrich it. He saw it threatened by irrelevant education 

that not only brought foreign values to the village, but also induced young 

people to leave for the cities where their presence created more social ills. 

On the other hand, certain elite groupS in India valued the prestige brought 

by Western oriented education and hoped their children would achieve upward 

mobility and escape the village. For these groups, in the light of their own 

interests and expectations, the education that Ghandi viewed as functional 

threatened to be dysfUnctional. In a democratic society, expressing diverse 

points of view, there is a need both for some consensus about the larger goals 

of education and for alternative programmes that make it possible to accommo­

date a variety of specialised educational needs and individual aspirations. 

Let us now examine what are the main causes of dysfunctional education or 
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educational obsolescence. As a community moves from a primitive to a modern 

orientation, it moves, in a sense, from the need to know to the need to teach. 

The traditional community, without a school, is itself an informal school in 

which children learn with ease to become adults by seeing, participating in, 

and absorbing the life around them. They experience education without schools. 

They learn what they need to know, and that quite easily and effectively. If, 

later on, such a community acquires a formal school, it is apt to be quite 

i=elevant to the life of the community, largely because infomal education 

satisfies the need for knowing. 

As a community becomes more developed, greater specialisation is apt to 

create more demand for formal education, in short, greater demands to teach. 

The need to know the things that everyone in primitive communi ties agreed had 

to be known gives way to the need to teach that which not all agree must be 

!mown. While the demand for fomal schooling increases as development pro-

gresses, community sanction for what is to be kno~m, present in the traditional 

community, is apt to be lacking. During this stage of development, as in 

Ghandi I S India, education may be dysfunctional for most of the children, and 

at the same time functional for a few of the children. 

The demand for universal or compulsory education can render old educational 

systems dysfunctional. Schools that were geared to serve an elite of the few 

are not well suited to the needs of the many. Simply to multiply the numbers 

of traditional schools may only compound the problem. Yet this is the temp-

tation of the developing countries since the pressure to expand educational 

opportuni ty has become so great. Most educational officials simply do not 

have the time or resources to reassess their position and alter education to 

meet new demands. Increasingly, however, developing countries are undertaking 

long-range educational planning, appraising where they are, where they should 
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be going, and then formulating specific programmes to get there. 

Perhaps the greatest single cause of dysfunctional education is that 

modernizing nations are simply expecting more of education than at any given 

stage it can deliver, demanding that it be an instrument of social and 

economic development, a strong agent for bringing about desired changes. The 

pace at which aspirations for development are moving makes the educational 

lag painfully visible. Education must gear itself for rapid change and 

become functional in giving shape to the future. 

Inherent in dysfunctional education are many dangers. One of the most 

tragic is wastage. The village child entering a primary school whose pro-

gramme is not adapted to his needs is likely to drop out before having become 

functionally literate. The investment in him in tems of money, buildings, 

and teachers is largely wasted. Wasted, too, are his human potentialities 

and talents, which, only minimally developed, often do not enable him to 

create a more satisfactory life for himself. His dropping out of school does 

not imply that it is solely due to the dysfunctional nature of the school. 

The total community situation frequently discourages his continuing: the need 

for children to work in the homes and fields, the lack of reinforcement in the 

home of what the school is attempting to teach, and the failure to see educa-

tion as a genuine alternative opening up new paths for children. But, in 

fairness, it should be said that the community may not reinforce the school 

because the school has not demonstrated its usefulness to community life and 

concerns. 

Another consequence of dysfunctional education is that it may produce 

large numbers of people whose education does not fit them for available jobs 

and who cannot be absorbed into the economy, even though specialised jobs in 
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other sectors of the economy may go begging. Too many other factors are 

involved in determining the level of manpower planning and utilisation. 

Still, a functional educational system can do much to discourage the excessive 

number of graduates with unneeded skills and encourage the preparation of 

more graduates to enter areas of needed skills. India, despite very high 

illiteracy, has a large proportion of its arts graduates unemployed. This 

is a drain on the country's scarce resources. 

One of the most serious consequences of dysfunctional education is the 

frustration that results from the inability of educated people to find satis-

fying employment. This Id.nd of social dynamite is of real concern to many 

developing nations and their political leaders. The fear of having within 

the popUlation a large number of unemployed, disgruntled, educated young 

people has led many leaders to doubt, at least privately, the wisdom of 

extending educational opportunities beyond the ability of the country to 

absorb the educated. But the currently strong and growing demand for more 

education cannot be ignored by political leaders in free societies. And 

because it cannot, intelligent educational planning assumes an urgent and high 

priori ty. 

(h) Changes in U.S.A. 

The changes that have occurred in the U.S. in the past ten years are very 

impressive and manifest the realisation of functional education. Mathematics 

and science courses have been thoroughly overhsuled, and the modernisation of 

courses in other subjects is well under way. Instead of being required to 

sit passively while knowledge is poured into them, students are increasingly 

being encouraged to learn by discovery and otherwise become actively involved, 

and interested in learning. Schools are not only trying to meet the demands 
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of society, but are also'trying to adapt education to the particular needs 

of each child. Compensatory education for culturally disadvantaged children, 

job training for unemployed youths, retraining for workers displaced by auto­

mation -- these are the powerful engines of social change to ensure that all 

will share in the increasing bounty of the U.S. economic system. 

In general, we might say that in varying degrees educational change has 

characterised most past and present societies. At the same time, however, 

the forces of tradition have acted as countervailing influences. Even 

societies that have undergone a revolution paradoxically have not managed to 

"free" themselves completely from traditional institutions, beliefs, and 

values. In contemporary societies, modernization has been a motivating force 

and has brought about major changes -- anticipated and unanticipated __ in 

educational ideas and practices, as well as in the total life of a country. 

Education has become an integral part in the movement towards modernity, and 

it has always been assumed that it contributes to the creation of better human 

beings and better societies. 
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5. THE EDUCATIONAL SYSTEM IN HALAYSIA 

(a) Economic Problems: 

Great strides have been made in a number of fields of economic and social 

development. The country enjoys a relatively high standard of living and an 

atmosphere of social harmony in a multi-racial plural society. Nevertheless, 

there are many economic and social problems and it is to this end that our 

resources should be directed. When resources are limited, as they are in 

Malaysia, an effort to plan for a higher level of living than might otherwise 

be attained demands a prudent balance in investment in different sectors. 

The First Malaysian Plan seeks to attack these problems through a carefully 

conceived and vigorously executed effort at planned social and economic 

development. The main socio-economic problems facing the nation at present 

are:-

1. A heavy dependence on the production of rubber and tin for the export 

markets. The price of rubber is falling steadily, and the known 

reserves of tin are being depleted rapidly. 

2. A high rate of population increase, ~Ihich poses a challenging problem 

of finding productive employment for each year's new entrants into the 

labour market and imposes a social cast, in that resources which might 

have been used to increase levels of warfare must instead be devoted 

to supporting the growing popUlation at the existing standard of living. 

3. The existence of dual economy and uneven distribution of income. 

4. A relativelY low level of human resource development, which results in 

shortages of many of the skills needed to carry out development. 
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(b) Past Developments in Education 

The history of Malaya's education is one of the most extraordinarily 

rapid development. This is sometimes overlooked by those Who, rightly, are 

all too conscious of how much remains to be done. But any close comparison 

of 1967 with that of only a quarter of a century ago, or even less, would 

reveal the immensity of past achievements. 

Secular education began in Malaya under the stimulus of British mission­

aries and administrators, a century and a half ago. The first school was 

established in Penang in 1816 by the Church of England with financial assis-

tance from the East India Company. The medium of instruction was English and 

was attended by children of all races. As the British educational policy was 

ambivalent in character, the government provided the Malays with compulsory 

free primary education in the Malay medium aimed at making "the farmer a 

better farmer and the fishennan a better fishennan than his father". 

The Government did not feel obliged at first to give education to Chinese 

and Indian children in their own languages or dialects as they feared that to 

do so would merely strengthen the barriers of race and encourage the growth of 

foreign loyalties among them. They were, however, free to establish their 

own vernacular schools. At the same time the Chinese, with their traditional 

respect for education, were quick to establish Chinese-medium schools Which 

after 1911 dispensed with the outmoded traditional pattern of classical Chinese 

education and took the Modern Schools of China as their model. In 1923 the 

Government decided to give small grants in aid to the Chinese to encourage the 

education of Chinese children in their own dialects. In 1902 it was also 

decided to provide facilities for Tamil vernacular education as a means of 

encouraging Indian estate labourers to stay on in their jobs in Malaya. Hence, 
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what was at first considered politically and socially undesirable was now 

encouraged for economic reasons. 

present day pattern. 

Here, then, was the beginning of the 

Before World War II there were few schools that could not take more 

pupils than were enrolled. An amazing change of attitude towards education 

occurred during the Japanese occupation. Families of all races became eager 

to have their children educated. The burden on the disrupted and partially 

damaged schools was greatly increased by a shortage of qualified teachers, 

and by the needs of older children whose education had been interrupted by 

the war. Before the war about 263,000 children had been in school throughout 

the Halay Peninsula; in January 1946 there were approximately 266,000 children; 

by l1arch 309,000, and the number has been increasing very rapidly. According 

to the 1947 census, 62 per cent of the population of 15 years of age and over 

was illiterate. 

In February 1948 the constitutional change from Halayan Union to Federation 

established a new responsibility for education. The Federation Agreement 

assigned to the Federal Government responsibility for a common policy and a 

common system of administration for primary, secondary and trade school 

education. This division still stands. 

An educational crisis began to be evident as the post-war rise in 

enrclments and costs gained momentum, There were extensive considerations of 

policies and principles to be followed by a central Advisory Committee on 

Education, established in 1949; a study team on Chinese Education; a committee 

on l1alay Education; and by a special committee appointed to recommend legisla­

tion. National educational policy was crystallised late 1952 with the passage 

of a comprehensive Federal Ordinance. It set, as an eventual goal, free 
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compulsory six-year primary education for children from 6+ to 12+ and the 

establishment of National Primary Schools. The National Schools would be 

open to children of all races, with the medium of instruction either of the 

official languages, at the option of the people in the area. In Malay medium 

schools, English would be taught to every pupil from the beginning of the 

first year; in English medium schools, Malay would be taught from the 

beginning of the third year. All National Schools tTould be re'luired to 

provide facilities for the teaching of Tamil or Chinese when parents of 15 or 

more children of the same linguistic standard asked for it. 

With the enactment of the Education Ordinance 1952, the Federal Government 

committed itself to enlightened but admittedly ambitious goals which were 

frankly recognized as possible of attainment only in the course of decades. 

The technical difficulties in implementing the Ordinance became increasingly 

clear within a year. Enacted at a time of national prosperity, the cost 

implications had been considered only in vague and general terms, though it 

was plainly evident that the programme carried a potential financial commitment 

several times as large as the then current education costs. With the decline 

in world rubber and tin prices, new economic situations and needs developed 

which have necessitated carefUl review of the outlook for education. 

(c) Progress During 1961-1965: 

The period 1961-65 was one of transition, with a number of changes being 

introduced to adapt the system of education to meet the needs of a rapidly 

developing independent nation. Fees in Primary schools in Malaya were 

abolished. Most of the partially assisted primary and secondary schools 

remaining outside the national system of education were brought into conformity 
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with it. The school leaving age was increased from 12 to 14 years and a 

reorganization of the secondary school system was effected through the intro-

duction of the comprehensive system of education. At the same time, a 

decision was taken to establish upper secondary vocational schools, which will 

in future incorporate the educational facilities formerly provided in Sckalah 2 

Lanjutan Xampong. The teacher training programme was integrated and stream-

lined to cope with the ever increasing teacher requirements. A system of 

guidance counselling was introduced in lower secondary schools, while Malay­

medium secondary education was consolidated and the government's National 

Language policy was implemented. 

The main efforts in school education were to consolidate primary education 

and expand secondary educational facilities. An additional 5,890 classrooms 

were constructed in primary schools and 3,120 classrooms in secondary schools 

to enable their respective enrolments to increase from 979,350 to 1,231,740 

and from 98,960 to 275,360 pupils between 1960 and 1965. In 1955 pupils in 

assisted primary schools were 719,282, in assisted secondary schools 59,818, 

and in 1963 they were 1,147,856 and 155,143, respectively. 

Starting from 1965 there is no entrance examination for admission to 

secondary schools, and universsl education is being extended to a totsl of nine 

years. A comprehensive educational system has been introduced for the first 

three years of the secondary level, where the curriculum includes subjects of 

a practicsl or pre-vocational nature. A scheme of further education offers 

facilities to young people and employed persons. An intensified rursl adult 

education programme was launched in 1961 as an integrsl part of the national 

and rursl development programme. It includes not only literacy, but slso the 

teaching of other akills. The objective is to achieve functional literacy for 

sll before 1976. The programme involves the teaching of home economics and 
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the use of radius and village libraries. 

Expansion programmes were also carried out at the Teacher Trsining 

Colleges, Technical Colleges, and in the University of ~la1aya. 

For the future, plans are being worked out to link secondary education 

more closely to economic development and to extend the comprehensive educa­

tional system to the upper secondary level. A higher education Planning 

Committee has been appointed to make recommendations about future developments 

of this type of education. With a view to continue the qualitative improve­

ments in education, an educational planning and research division and an 

advisory committee on the teaching of basic science have been established. 

The University of Malaya has established facilities for post-graduate training 

as well as educational research work. 

The Higher Education Planning Committee has endorsed the establishment of 

the Penang University College in view of the shortage of facilities available 

in the existing higher educational institutions in the country. This has 

resulted in a large number of ~aysians going abroad to the United Kingdom, 

Australia, etc., to pursue higher education, and causing a severe strain on 

our balance of payments. It would be a useful exercise if the Higher Education 

Planning Committee could carry out a sort of cost-benefit exercise to find out 

whether it is cheaper to send students abroad for higher studies or to provide 

the ssme facilities at home. In times of scarcity, particularly when resources 

have alternative uses, we must use our scarce resources in those directions 

which would give us the maximum yield. 

valid criteria. 

Priorities must be based on objective 
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(d) Expenditure for Education: 

Public education has become a primary function of government in Malaysia 

and already occupies a position of considerable magnitude and high priority 

in the budget. In Malaya the government's expenditure on education has 

increased from £16 million in 1947, £95 million in 195}, to £230 million in 

1963, which represents nearly a quarter of the local recurrent expenditure 

budget of £970 million. This is further expected to rise sharply because 

education is now widely regarded as equipment for a livelihood, and ever-

larger numbers of families demand places for their children in primary school, 

make sacrifices to keep their girls as well as their boys in school, and want 

secondary and technical, post-secondary or university education for their 

young people. Costs are also likely to increase due to modernisation of 

vernacular schools; financial support to Chinese schools; mounting demand 

for English education which costs the government at least twice as much per 

pupil as vernacular education (a pupil year in Malay and Indian schools costs 

the government about £100); and the rapid rise in primary school age popula-

tion. Expansion of teacher-training colleges, post-secondary schools, 

. university expansions, etc., all add to the cost. The prospects for off-

setting economies are limited. The estimated cost of implementing the 

educational programme as outlined in the National Plan is shown below: 

MALAYSIA: DEVELOPMENT EXPENDITURE FOR EDUCATION, 1966 - 1970 (£ millions) 

LEVEL OF EDUCATION MALAYA ~ SARAWAK MALAYSIA 
Primary 54.6 7.8 12.3 74.7 
Secondary 188.7 14.2 29.2 232.1 
Technical 30.8 2.9 2.8 36.5 
University 30.0 30.0 
Teacher Training 28.5 2.3 1.1 31.9 
Other Education and Trsining ..l2d ~ ....22.& 

TOTAL: ~68.0 ..:1J..:1. 45.6 4~0.8 
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So development and recurrent expenditure for education will absorb about 5% 

of GNP by 1970. This level of expenditure compares favourably with even 

some of the more advanced countries (see section on Role of Education in 

Economic Development). 

(e) National Need and Private Aspiration: 

The educational process, whether in Malaysia or elsewhere, has no single 

aim. There are many different objectives and their relative significance and 

importance varies according to one's standpoint in society. Pupils, parents 

.teachers and the state may all be looking for different benefits from an 

education system. 

In most societies, the traditional functions of education include:­

(a) Development of the intellectual, physical and moral potential of the 

child and the formation of his or her character. 

(b) Socialisation of the young through the transmission of the cultures, 

ideas, values, behaviour patterns, world view, etc., of the society 

into which they are born. 

(c) Encouragement of economically useful aptitudes and skills in the 

rising generation. 

In young countries like Malaysia which want to modernise themselves at 

an accelerating pace, governments take a special interest in the potential 

of education as a means of achieving broader political, social and economic 

objectives. They often regard education not only as good in itself, but as 

a tool for' social engineering' to change the existing fabric of society. 

In particular, they look to education to promote a sense of national unity in 
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their country and to develop modern attitudes and skills in its people. 

National unity is the first objective in Malaysia as the frequent speeches 

of government ministers attacking racialism show. The Education Ordinance 

summarises the post-independence education policy as follows:-

"The education policy of the Federation is to establish a national 

system of education, acceptable to the people as a whole, which will 

satisfy their needs and promote their cultural, social, economic and 

political development as a nation, with the intention of msking the 

Malay language the national language of the country whilst preserving 

and sustaining the growth of the language and culture of people other 

than Malays living in the country." 

The educational policy is thus liberal and progressive. The role of the 

educational system in providing the skills essential for realizing the 

National Development plans is also of great importance to the government. 

Largely for these reasons, one has found an increasingly interventionist 

attitude towards education on the part of Malaysia's present government. 

It seems natural and right that in a poor country at an early stage of 

its development and devoting a high proportion of its national income and 

government revenue to education, the expansion of the system should be deter­

mined quite as-much by social priorities as by individual hopes and 

aspirations. 

(f) Manpower Situation in Malaysia: 

In terms of employment, Malaysia today is a nation of contrast. In 

Sabah labour shortages have been accentuated with the curtailment of the inflow 

of unskilled Indonesian workers and skilled artisans from Hong Kong and Taiwan. 
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A significant volume of economic activity has thus been forgone as a result 

of shortages of both unskilled and skilled workmen. In addition, unusually 

large increases in wage rates of skilled construction workers resulting from 

the shortage of trained manpower have contributed to inflationary tendencies 

in the construction industry. 

On the other hand, in Malaya job seekers continue to outnumber available 

opportunities to a certain extent and under-employment remains a problem. 

Through persistent efforts at economic development during the last five years 

Malaya has been generally successful in providing jobs for the mature work 

force. The unemployment rate for men over 25 years of age has been held to 

under 3% of the number seeking employment. 

youth unemployment, however, remains high. Of the young men between the 

ages of 15 and 19 who are seeking work, about 16% are believed unemployed in 

Malaya as a whole. In the major towns, the unemployment rate is 27% as com­

pared with about 14% in the rural areas. It is estimated that about 30% of 

unemployed males in this age group remained unemployed for more than one year 

and that 80% have never had a job. Many of the latter are presumed to be 

fairly recent school-leavers still living with their parents. Among young 

men aged 20 to 24, the unemployment rate is lower, averaging 10% in the large 

towns and around 6% in the rural areas. However, total unemployment at 6% 

of the male and female labour force has remained at a somewhat more satisfac­

tory level and compares not unfavourably with other nations in Malaysia's 

stage of development. 

In order to reduce significantly the overall rate of unemployment, the 

economy will have to grow rapidly. To accomplish this it will be necessary 

to break a number of skill bottlenecks which have impeded development to date. 
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For in~tance, in Halaya, nearly 30% of jobs in the private. sector which 

require more than a secondary school education are either vacant or filled by 

non-Malaysians. Most, if not all, of these represent jobs for which qualified 

Malaysians are not available. Similarly, in the public sector, recruitment 

during 1964 succeeded in filling only 70% of the 3,500 vacancies in government 

departments. And in the schools, an estimated 5,000 teaching positions are 

reported either unfilled or filled with untrained under-qualified teachers. 

The shortage of qualified manpower has had other effects which are less 

measurable, but perhaps even more costly. Agricultural diversification and 

productivity gains have been deferred because of lack of research specialists 

and trained extension personnel. Locally financed industrial expansion has 

proceeded less rapidly than it might have, because the small businessman 

lacked adequate access to expert assistance on financing production and market-

ing problems. Some new industries have not yet been established because the 

staff to undertake engineering or economic feasibility studies were not 

available. In these and many other ways the shortage of specialised know-how 

in science, technology, business and management has been and remains one of 

the most important limiting factoISon the expansion of private investment and 

employment. .It is quite clear that if the ambitious plans for the economic 

and social development of the country are to be carried through, even larger 

numbers of skilled and educated people will be required at the upper levels in 

order to plan and staff the new projects and services. 

(g) Need for Planning: 

It is obvious from what has been said earlier that it is essential to 

plan objectively so that the supply of skills corresponds closely to demand. 

From the national standpoint in Malaysia it is urgent to increase the numbers 
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of educated and trained Malaysians. Of the many economic problems facing 

the nation at present (see under 'Economic Problems'), the major one is the 

relatively low level of human resource development which results in shortages 

of many of the skills needed to carry out development. Apart from the 

problem of mobilising financial resources for public and private investment, 

Malaysian economic and social development faces one other serious constraint 

which deserves particular attention. This is the serious shortage of 

trained and skilled manpower which exists in many areas of economic activity 

and over a wide range of skills. As we have seen in the earlier section 

(Role of Education in Economic Development) that a country's rate of economic 

development is determined not only by its material resources and the size of 

its internal market, but also by its "brain-power", i. e., by its success in 

developing and in utilising effectively the intellectual capacities of its 

population. Wastage of these human capabilities, whether through unemployment 

or failure to develop sufficiently the intellectual potential of individuals is 

a drag on development as well as a major social problem. It is thus a 

fundamental objective of the First Malaysian Plan (1966-1970) to ensure that 

the nation's human resources are developed and employed in such a manner as to 

secure their greatest possible contribution to national economic development. 

Unless the educational system is geared to meet the development needs of the 

economy, there will be a misallocation of an important economic resource, 

which will slow down the rate of economic and social advance. While widespread 

basic education is necessary, a modern society requires people of varied 

educational attainments and skills. As the economy develops, the quality and 

experience of the labour force assume an increasing importance. 

Then to provide employment for those seeking it, while developing the know­

hO~1 needed for accelerated growth is the manpower objective of the First 
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Malaysian Plan. In this endeavour the nation is not starting anew but is 

building on the solid foundation laid by previous decisions, particularly the 

decision to undertake rapid expansion of educational and industrial development 

programmes. The government has also initiated manpower planning operations 

designed to anticipate the needs of expanding industry for the various types 

of trained workers. Ideally, the number of students completing education at 

different levels should correspond to the demand for manpower at those levels. 

In order to ensure that the education system meets manpower needs, educational 

development has to be coordinated with manpower planning. Inche Rhir Johani, 

j;he Minister of Education and Chairman of the Higher Education Planning 

Committee, said at the foundation stone laying ceremony of the Penang University 

College: 

"the courses, of study to be offered at this college will have to 

be conaidered in the light of national needs for the various categories 

of high-level manpower so that our country will have a balanced human 

resource development. There should not be under-production, and what 

is more important, overproduction of graduates in certain fields of 

diSCipline." 

The first step towards coordinating educational development with manpower 

planning is already being taken. The Higher Education Planning Committee is 

attempting not only to estimate the manpower demand during the next twenty 

years, but also to plan the educational facilities needed to meet the demand. 

To complement the task of the Higher Education Planning COmmittee, a manpower 

survey was carried out in 1965 to assess the resources currently available. 

Also, in recognition of the importance of manpower planning for economic 

development, a Manpower Planning Department has been recently established in 
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the Economic Planning Unit. Its task will be to assess and keep under con-

stant review the manpower requirements of the economy. 

(h) Difficulties of Planning: 

The task of the planning authorities to mske a quantitative estimate of 

manpower needs of the administration and economy and to translate these into 

workable targets from the educational, which in future is to be planned largely 

with the economic and social requirements of the country in mind, is not easy. 

Accurate assessments of what future manpower needs will be are not easy to 

make, even in an advanced country having available sophisticated planning 

machinery and techniques and reasonably accurate and detailed statistical 

information. In Malaysia, as in many other countries, the science of manpower 

planning is still in its infancy and until recently nobody was able to give 

the Ministry of Education authoritative and detailed account as to what output 

of educated people at what l~vels is needed from the education system, and how 

soon. It has to be recognized that the task the planners are setting themselves 

is extremely complex and that many of their assumptions will be quite arbitrary. 

First of all, they are predicting what will be the rate of development of the 

Malaysian,economy for several years ahead - a hazardous exercise. Secondly, 

they must find some means of translating the economic targets into requirements 

for skilled manpower of different kinds. Thirdly, they must equate these man-

power requirements in some way with different types of educational qualification 

(does a primary teacher need School Certificate or a University degree, for 

example). It will be obvious that the scope for error is simply enormous, and 

it is therefore wise to set targets in rather broad terms initially and to 

review them regularly as experience grows. 
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(i) Need for Control: 

Effective educational and manpower planning does, of course, presuppose 

ultimate government control over the different parts of the educational system. 

To this end, the Malaysian Government has taken powers to supervise and control 

more closely the independently founded primary and secondary schools, and it is 

also taking a more active interest in policy towards the University, the 

Technical College, etc., particularly in regard to their courses and curriculum. 

As regards the rights of universities and colleges to decide what they will 

teach, it is hard to avoid the conclusion that in the final resort he who pays 

the piper must call the tune. The higher education institutions of Malaysia 

are becoming more fully committed to achievement of the national objectives of 

the country than perhaps they have been in the past. This is as it should be, 

for it would be intolerable for autonomous educational institutions at the 

higher levels to decide independently of the government what Malaysia's output 

of trsined people in different specialisations should be. What is going to be 

needed is a readiness to concentrate on courses with a structure and content 

most relevant to Malaysia's needs; and acceptance of less 'lush' conditions 

of life for students and a heavier teaching load for staff- - as recently 

suggested by the Minister of Education. 

Educational and manpower plans must also, of course, take account not only 

of the needs, or demand for skills, as calculated by some reasonably objective 

method of assessment. They must also take into consideration political 

realities and popular expectations, and it is quite possible for these to be out 

of line with the true needs. In Malaysia as elsewhere there is tremendous 

popular demand for educational opportunities at all levels, particularly the 

lower ones. Materialism was in the past, and still remsins, the basis of 
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Malaysian's enthusiasm for schooling since education has been the most direct 

path to well-paid jobs. Unfortunately, popular expectations in this respect, 

being based on past experience, are frequently out of touch with present 

realities. In Malaysia, as in much of the ex-colonial countries, it seems 

only yesterday that those with a completed primary education were members of 

the elite and commarided the best jobs then available to Malayaians. This is 

no longer so. Today (to generalise rather wildly) it is the school certificate 

holders who form the elite and the boys and girls with nine years' schooling 

cannot be sure of wage employment unless they take a period of further training 

first. Tomorrow, so to speak, or the day after, it will be necessary to have 

a degree to obtain the best jobs, and even some of the school certificate 

holders may have difficulty in getting jobs. 

In fact, the latest manpower forecasts already anticipate a situation 

where there may be a surplus of educated people, particularly at School 

Certificate level. It is obvious that school certificate holders will find it 

progressively more difficult to find well-paid employment and their expectations 

about the kind of job they can hope to obtain will have to be revised constantly 

downwards. 

Looking to the future, therefore, one might conclude that Malaysia will 

have to exercise care to ensure that in her despera~e hurry to produce more 

educated people in the next ten years or so, she does not permanently expand 

the capacity of the education system to produce too many (bearing in mind the 

cost of their education and the available jobs) educated people in a decade. 

There must be balance between education and the economy and it is evident that 

in relation to the level of the economy the present educational deficit could 

turn into a surplus sooner than expected. 
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