
 

   
TEACHERS FOR

TOMORROW’S SCHOOLS

ANALYSIS OF THE WORLD EDUCATION INDICATORS

2001 Edition

ORGANISATION FOR ECONOMIC CO-OPERATION AND DEVELOPMENT

UNESCO INSTITUTE FORSTATISTICS

WORLD EDUCATION INDICATORS PROGRAMME





"TABLE OF CONTENTS
 

ME FOrWO iiicece cccccccccccceccccccceeccccecscceeccecccecccecaeeecescsueeceecsatesecseessteeeeecsueeeeensaees 5

ME Untroduction oiiccccccceccccccceeececcceecccccucecccecseesececsuaeesecesseeeeececaneeecesaneeees 9

M Reader’s guide oo...ieeeceteratere ce nett neeienetienesieenetienaeeey 14

@ Chapter 1. TEACHERS TODAY ooo...cececece cee esceeeseneesenecseneeseeens 17

Tntroduction oo. .cccccccccecccccccececcccceceeeececcccececccaeeeececsueeececcueesececscstesececsueeeectceeeeeesanetees 19

1. Macro-Economic Conditions and Resources for Education ........000....ccceeeceeeeeeeees 21

2. Teachers and the Funding and Governance of Education ....0......0ccccccccceeeceeeeeceeeees 26

3. Teachers and the Organisation of Learning oo. cccececcececeeee ecne eens eeeeeeeeeey 38

4. Profiles of the Teaching POLCE coeeecccceccccccccceecccceceeecececseeceecceeeeeeeceeseceeeaatesecetaneeees 49

References .o..ececccccceecceecesccesceceescceeceneceeceseceseenecceeccecesecesceseeneceneeeneceneeeeeneeeneeeneeenes 56

|_| Chapter 2. TEACHERS TOMORROW ooonoooccc cecceccecccccceceecteceeccuseuscatenens 59

Tntroduction oo. .cccccccccecccccccececcccceceeeececcccececccaeeeececsueeececcueesececscstesececsueeeectceeeeeesanetees 61

1. Demandfor Teachers in the Next Decade oo... ocececccccceccccccceeecccccteceeceateecessaneeees 62

2.The Expectations Placed on Teachers 0.0.0... ccccceceeceesceeceeceseeeeeeeeeensensesseeneeneeeey 72

3. What is Offered to Teachers 000... ccecccccccececccecseceecccecceeecceecstecececsteesecersnetecernseeeees 90

4. Policy Choices 00... ccccececceccecencecescesceseneeseesceesesctneceentesteeteecneesteateeeneententens 101

Conclusions ooo... cccecccccccccececccecececccecceeecececeecccecseeececeeecteeeeeecstetccecseeseeetcueeeecrsanetetees 110

References ....ececcceccecccescescceecesceneceneceseceseeneccneceneceseceseceeecaecneceecessensecneeeneeeneeeeenseens 115

@ Chapter 3. COUNTRY PROFILES 200000000eeeene eee teeeneeneeeeneeenees 117

Argentina Lececeuccceuceusceceueceeceeceeceuceeceuceuscusceeceeceeccesceeceesercenscusceecesceeceesersenscuscenseesees 118

Brazil ooo... ccecccccccceeecccccceeeccecccecccccceecccecseeeecececcueeeceecauecececsueeecesseeesecertesesecerneseeeaes 120

Chile ooo ciccccccccccccccccccccccccccccecccceccecueccccuccecuecccaescccuecccseseecasessesesseauesssaescesesscauesssesseaes 122

Chita ooiiecc ccc ccccccccccccecccccccucecececeueccceccueeeccecueececececsueeceesceeeeeeecseetececseeeseeeraeteseeerraneeees 124

Egypt Loceceuceuceuceusceucecceeceeceeceeceecetceseuscusceeceeccaucteceeceecersenscuscesceeceeceecerserseresersenscutees 126

Tndomesia oie... ceeeccccccceeeccceccecececcceecececcauecccecsueececceccueeceescaeeeceecstesecessueeeeersteeteseeeaaees 128

JOar eeeeee cece ceescccnseeeenseecenseecesaceeesseceeseeseseeeceseeeessecessseeessseeessteeesseeeesseeees 130

Malaysia 2.0... ccecceececcececceececeecescesceceeseeseeeceeesseeceeeateatesteesneeteatesteeseecneeetneentents 132

Paraguay Lececeucececeuccuscceceeceecccecesceeceeceseccesceecesceeceeceesesentcensescescesceectecersetsenseutcascs 134

PLU oie ec ceccecceccceccuccuccecceececceeceeceucececcusceeceecceceeceeceesersensctscaeceeceecerceeceresersersenseatees 136

Philippines .....0. cececece ces cescsecceeceeesecseeceeceeceeceececeeseeseeceesecssessesneeneeseeseeneens 138

Russian Federation ......0.....cccceccccccceeecccccececcceccecececcucececsceteeeececseesececsneeseserseeeceeeaees 140

Thailand oiecece cccceccccccccecccccceecccecauecccecseceecceccucesececatesececatececessueeeeesstetteseeeaaees 142

TUNISIA oo e cee ceccccecccecccceccecececececececececececececuseccececececscececenseeeeseceeeaececeeeceteccetensteners 144

Uruguay Lcceceeceuceuceuscencescceceeceeceeceuceusenscuscteceeceecceeceeceecersescasceeceeceectecerserserecensetcascs 146

Zimbabwe ooo... cccccccccseecccccceceeccceccececeecseecccecseeeececsueeceescseesecececseesececneeeeesteeeeeeeaees 148

ME ANNES oooccc ccc cccccceccecuececcuccecuececeuececsecececuececeeeccuececsetecaueeeaueeecsueceteneeeers 151

Al. General notes ..00....cccccecccccccceccccccceeecceccuceeccecsueeececseeeeccesseeececeratetececateteeeeanetecs 152

A2. Definitions, methods and technical notes ....0.0.00.ccicee cele e ee eeeeeeeeeeeeeeeeeeeesseeeeeees 155

A3. Cross-reference between data tables (Annex A4) and notes ...........0ceee 170

A4. Data tables oo... iii cccceccccccceeccccccueecceccsceeccecseeeccecarsnesecesseeeeecseeteeerateseeesaneeees 173

A5Sa. International Standard Classification of Education (ISCED97) ..............00 206

A5b. Allocation of national education programmes to ISCED97

used in the WEI data collection .0.....0ccc ccc ceeeccccccececcccceeeeccecseeeccessaeecececeuaneeees 208





FOREWORD
 

The 1990s have witnessed growing demandfor learning throughout the world. Compelling incentives

for individuals, economies and societies to raise the level of education have been the driving force

behind increased participation in a widening range of learning activities by people ofall ages, from

earliest childhood to advanced adulthood. The challenge, in this era of spreading and diversifying

demandfor learning over the lifetime, is how best to meet rising demand while ensuring that the

nature and types of learning respond to needsin a cost effective manner. There is an increasing

recognition that teachers play the central role in efforts aimed at improving the functioning of

education systemsand raising learning outcomes. But do governmentpolicies consistently reflect

this awareness? How dothey help teachers promote excellence and thusinfluencelevels of learning

achievement? Teachers are expected to respondto an increasing range of societal demands, but how

are they enabled to do so?

In searchingfor effective education policies, governmentsare paying increasing attention to international

comparative policy analysis. Through co-operation at the international level, governments are seeking

to learn from each other about how to secure the benefits of education for all and how to manage

teaching and learning in order to promote learning throughout life.

In manycountries, this attentionhasresulted in a major effort to strengthen the collection and reporting

of comparativestatistics and indicators in the field of education. In keeping with thesenational efforts,

the OECD and UNESCOhaveadjusted their statistical programmesin an attempt to meet the growing

demandfor information on education systems.

As part of such efforts, the OECD has, over the past 13 years, developed and published a broad

range of comparative indicators that provide insights into the functioning of education systems,

reflecting both on the resourcesinvested in education and their returns to individuals and societies.

These indicators have becomea unique knowledgebase, underpinning public policies which attempt

to improve accessto education in order to makelifelong learning a reality for all, to raise the quality

of educational opportunities, and to ensure effective use of resources andfair distribution of learning

opportunities.

Building on the OECDindicators programme, eleven countries, together with UNESCOand the

OECDandwith financial support from the World Bank, launched the World Education Indicators

programmein 1997.These countries were Argentina, Brazil, Chile, China, India, Indonesia, Jordan,

Malaysia, the Philippines, the Russian Federation and Thailand. They first met on 10-12 September

1997 in orderto:

* explore the OECD education indicator methodology;

* establish mechanism whereby participating countries could agree on how to make common policy

concerns amenable to comparative quantitative assessment;

* seek agreementona small butcritical mass ofindicators that genuinely indicate educational performance

ofrelevance to policy objectives and measure the current state of education in an internationally valid,

efficient and timely manner;

* review methodsand data collection instruments in order to develop these indicators; and
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* determinethe directions for further developmental work and analysis beyondtheinitial set ofindicators

and establish an operational plan and schedule for the implementation ofthe pilot programme.

Since then, participating countries have contributed in many ways to conceptual and developmental work,

have applied theWEI data collection instruments and methodologyat national levels in collaboration with

the OECD and UNESCO,have co-operated in national, regional and international meetings of experts, and

have worked jointly on the development of the indicators. Further countries, including Egypt, Paraguay,

Peru, Sri Lanka, Tunisia, Uruguay and Zimbabwejoined the project subsequently. In 1999, the growing

demandfor policy-relevant, timely, reliable and comparable statistics at the international level led to the

creation ofthe UNESCOInstitute for Statistics.The UNESCOInstitute forStatistics has becomenotonly an

important contributor to the further conceptual and methodological development oftheWorld Education

Indicators programme,butis also progressively incorporating manyWEIactivities in its own programmeof

work.It is extending the WEI objectives and processes to a much wider range of countries, through both

regional andnational development programmes.

This report is the second in a series of publications that seek to analyse the indicators developed

through the WEI programmein areas of key importance to governments, bringing together data

from countries participating in the WEI programme with comparable data from OECDcountries.

Its main objective is to shed light on the demand and supply of qualified teachers inWEI countries,

in the face of increasing recognition of the role of teachers in improving the functioning of education

systems and ensuring positive learning outcomes. Chapter 1 sets out the broader macro-economic

context of education systems in WEI countries, andits influence on public policy; examines trends

in educational finance and governance,with particular attention to how they relate to teachers and

teaching conditions; and reviewspatternsof access and participation in education system to signal

changesin the demandfor teachers. Chapter 2 examines expected changesin the demandfor teachers

over the next decade under different enrolment scenarios and explorestheir financial implications;

compares what is demandedof existing and prospective teachers in terms of general expectations,

required qualifications and expected workload with what is offered to them in terms offinancial

incentives and career prospects; and finally reviews the policy choices and trade-offs that countries

make when balancing expanded access to education against the need to attract and retain good

teachers. Finally, Chapter 3 providesa statistical profile of important determinants of the demand

and supply of qualified teachers in each country participating in the WEI programme,highlighting

relative strengths and weaknesses of education systemsin the light of the characteristics of other

education systems in bothWEI and OECDcountries.

Despite the significant progress that has been accomplished during the first three years of the WEI

programme in delivering policy relevant and internationally comparable education indicators, the

indicators presented should not be considered final but have been, and continue to be, subject to a

process of constant development, consolidation and refinement. Furthermore,while it has beenpossible

to provide for comparisons in educational enrolment and spending patterns, comparative information

on the quality of education inWEI countries is only beginning to emerge. New comparative indicators

will be needed in a wider range of educational domains in order to reflect the continuing shift in

governmental and public concern, away from control over inputs and content towards a focus on

educational outcomes.
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The countries participating in theWorld Education Indicators programme, together with UNESCOand

the OECD,are therefore continuing with the development of indicators and analyses that can help

governmentsto bring about improvementsin schooling and better preparation tor young people as they

enter an adult life of rapid change and increasing global interdependence.
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INTRODUCTION
 

Education andtraining play a crucial role in helping individuals and societies to adapt to profoundsocial,

economic and cultural change, and foster the developmentof the humancapital needed for economic

growth. Theability of education and training systemsto fulfil these roles depends on whether educational

institutions themselves respond to change, and on whether teachers develop and deliver educational

content in ways that meet the needs of today’s and tomorrow’s citizens.

Policy-makersand society at large have high expectations of teachersas professionals, role models and

community leaders. Teachers are asked to manage the far-reaching changes that are taking place in and

outside schools and to implement the complex reformsof education systems that are under way inWEI

countries.

Educational policy-makers face a difficult balancing act in managing teacher deploymenteffectively and

efficiently. They need to ensure that the investment madein teachersis sufficient and proportionate to

the demands placed upon them. This means both that the qualifications of the teaching force must be

adequate andthat the salaries and working conditions of teachers must be sufficiently competitive to

attract and retain people with the desired qualifications into the teaching profession.

M@ RISING DEMAND FOR EDUCATION AND TEACHERS

Rising enrolmentrates, in some cases combined with an expanding school-age population,are increasing

the demandfor new teachers in manyWEI countries, notably in those with the lowest levels of economic

development.

In the majority ofWEI countries, the population of primary-school age has stopped growing or even

started to decline. On the other hand, unlike the situation in most OECD countries, where the population

at the age of secondary andtertiary education has tended to decline, the numberofindividuals beyond

primary-schoolageis still growing in mostWEI countries. The slowdownin population growth, which

began in the 1970s in most countries, will still take many years to translate into fewer children at

secondary andtertiary levels. Moreover, while mostWEI countrieshave achievedorare close to achieving

universal enrolment in primary education, enrolmentrates for the population of secondary-school age

vary widely, ranging from 87 per cent in Chile to 48 per cent in Indonesia.

These changes in student numberswill have significant implications not only for teacher training and

recruitmentbut also for the financial resources which countries need to invest in education if they are to

achieve universal education for all children ofprimary-schoolage andto increase, or merely to maintain,

current enrolment rates in secondary education.

Andyet, despite an increasing population of secondary-school age, the next few decades will provide a

unique window of opportunity for many WEI countries to improve the quality of educational services.

Becauseofthe relative decline in the size of the cohorts of primary-schoolage, the proportion of people of

working age will grow faster over the next few decades than that of children in manyWEIcountries. As a

result, countries will be in a better position to mobilise resources for public services, including education,

and should find it easier to fund their education systems. Policy-makers can use this opportunity to shift the

focusfrom expandingthe coverage ofthe education system to improvingthe quality ofeducational provision

and outcomes, including reducing the high proportion of over-age students, repeaters and late entrants

enrolled in primary education whichisstill found in certainWEI countries.
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The ability to meet demandat secondary andtertiary levels has been constrained in some countries by

the capacity of the teaching force. Teachers and non-teaching staff accountfor a sizable percentage of

national labour resources. In most WEI countries, at least one in twenty-five of all employed persons

worksin the education system.In Tunisia, this ratio is even higher - one in ten. Moreover, teachersare

often among the most educated workers: in Indonesia, more than half of those membersof the labour

force who have a tertiary qualification are in the education sector.

The proportionofthe teaching force meetingnational qualification standardsdiffers markedly betweenWEI

countries. SixWEI countries have moreorless reached the standard of requiring tertiary qualifications for

teaching in primary, lower and upper secondary education. The lowest proportionsofteachers withtertiary

qualifications are found in Brazil, China and Tunisia. Thefirst two of these countries also have the lowest

percentages at the lower secondary level. The situation in Tunisia, where only 14 per centof teachersat the

primary level have a tertiary qualification, contrasts sharply with that in Jordan, where almostall primary

teachers have such a qualification. Data from a recentinternational assessment show nonethelessthat there

is still sizable demandfor qualified mathematics andscience teachersin secondary education in both countries.

A better-trained teaching force is an important factor in educational quality and efficiency, but there are

also organisational considerations. Policies that give children more access to educational opportunities,

such as larger classes and multiple-shift schooling, are common in manyWEI countries but may place

additional burdenson teachers. These practices are closely connectedto the issue ofrepetition: in Brazil,

Paraguay, the Philippines and Zimbabwe, between 30 and 50per centofpupils of secondary-school age

are enrolled in primary school as repeaters or late entrants. In such situations, teachers face greater

difficulties in managing classroomsanddelivering curricula.

Mi RESOURCE LEVELS FOR EDUCATION AND HOW MONEYIS SPENT

In order to meet the goals of expanding educational opportunities and improving quality, additional

resources will be needed. Furthermore, this report recognises that sustainable strategies for the

deploymentof teachers require a stable flow of resources, since unexpected declines in the level of

financial support will makeit difficult, if not impossible, to adhere to the strategies adopted. Rapid

macro-economic changesin the global and national economies meanthat strategies must also have the

flexibility to respond quickly, yet in a considered manner.

However, WEI countries are limited in what they can spend on education by shrinking public budgets,

except in those few instances where the economy, and hence public budgets, have expanded. Governments

are therefore asked to take decisions on which aimscan realistically be achieved in the light of the

resources available.

Countries that faced an economiccrisis in the 1990s must meet the double challenge ofbuilding sustainable

educational reform in an unstable macro-economic environment. Some WEI countries have had to

respondto diminished public resourcesby redistributing public funding betweenlevels of education and

categories of expenditure.In the Russian Federation and Southeast Asia, the proportion of spending on

teachers has remained relatively stable, while the amount available for spending on other types of

educational needshasfallen. Experience in these countries also suggests that in economic downturns,

greater pressure is placed on households to make private contributions to the costs of education.
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This raises the more general question of who should pay for the expansion of educational opportunities.

The funding of a national education system should be equitably distributed across the population.

Nevertheless, private expenditure plays an importantrole in financing secondary andtertiary education

in most WEI countries. In a number of countries, parents and communities help to cover costs by

directly or indirectly subsidising teachers’ salaries in state-run schools, or by directly employing and

paying teachers. The extent of private funding of education reaches high levels in some countries,

accounting for more than 40 per cent of total educational expenditure in Chile, Peru, the Philippines

and Thailand. These figures are well above the OECD meanof 19 per cent.

In the questfor solutionsto the issue of funding,it should be borne in mind that one of the main goals of

a national education system is to make the benefits of education accessibleto all. SeveralWEI countries

have made special efforts to this end, most notably Brazil, where indicators show that progress was

madein the second half of the 1990s in widening educationalaccessin the impoverished Northeastern

region. However, while access to education has improved, enormous gaps between Brazilian regions

remain in educational quality, as measuredbythe availability of qualified teachers, adequate infrastructure

and other indicators of teaching conditions.

Investing in the educational processalso meansproviding enabling environmentsfor teachersand students.

Well-qualified and motivated teachers are a necessary but not a sufficient condition for good learning

outcomes, and adequate investment in teaching materials and school infrastructure is also required.

Accordingto data from an 1999 international student assessment,a large proportion of 8th-grade students

were affected by shortages of teaching materials and poorly equipped or poorly maintained schools. For

example, over 80 per cent of students in the Russian Federation, Thailand and Tunisia were in schools

that reported ‘a lot’ of problemswith theavailability of teaching materials. An essential part of ensuring

good learning outcomesis providing teachers with the tools needed to deliver the curriculum.

Mi WHAT TEACHERS ARE ASKED ANDWHAT THEY ARE OFFERED

Expectations of teachers are high. They need to be experts in one or morespecific subjects, and this

demandsan increasing level of academic qualifications. They must continually update their expertise

and knowledgesince, in order to provide tomorrow’s world with the knowledge and skills on which

economicandsocial progressso critically depends, educationalinstitutions and teachers need to respond

by developing and delivering appropriate educational content. Moreover, teachers’ subject-matter

expertise must be complemented by pedagogical competence, with a focus on the transmission of a

range of high-level skills, including the motivation to learn, creativity and co-operation. In some WEI

countries, technology is becoming a new feature ofprofessionalism in teaching, requiring an understanding

of the pedagogical potential of technology and the ability to integrate it into the teaching-learning

process. Finally, professionalism in teaching can no longer be seen as an individual competence, but

mustincludethe ability to functionaspart of a “learning organisation” and the capacity and willingness

to movein and out of other careers and experiences that can enrich teaching ability.

The global trend towards moving decision-making in education to lower levels of governmentalso

affects teachers in the WEI countries in several ways: first, by bringing decisions about teachers(aside

from statutory salary scales) closer to the locality and the school and, second,by asking teachersto play

a greater role in managing the system. Some countries have adopted a modelin which schools operate
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within a centrally determined frameworkofcurricula and standards, but are given a considerable amount

of autonomy and responsibility for decisions.

The demandsplaced on teachers are therefore considerable. The balance between whatis required of

teachers and whatis offered to them has a significant impact on the composition of the teaching force

and the quality of teaching. Attracting skilled individuals and retaining them in the teaching profession

is an essential prerequisite for ensuring high-quality education in the future.

This report considers the challenges posed by the needto secure a skilled and motivated teachingforce,

and examines someofthe policy choices and trade-offs that countries make when balancing expanded

access to education with the need to attract and retain good teachers.

The relative level of teachers’ salaries and the availability of salary increases during the course of teachers’

careerscan affect the decision by qualified individuals to enter or to remainin the teaching profession. At the

same time, the pressure to improve the quality of education is often subject to tight fiscal constraints, and

teachers’salaries and allowancesarethelargest single factorin the cost ofproviding education, accounting for

two-thirds or more of public expenditure on education in most countries. The impact ofvarious elements of

the total compensation package varies from country to country, and within a given country, over time.If the

compensation package is too generousthere will be a surplus of qualified applicants for the profession. In

addition, teaching is sometimesone ofthe few occupationsavailable to individuals with a high level ofeducation

in developing countries. In such cases, there is no effective market alternative, and even low levels of

compensation will attract qualified applicants. As other areas ofthe economy begin to develop, however, there

is likely to be a sudden exodusofthe best-qualified teachers from teaching into more attractive new positions.

While uniform salaryscales are transparent and simple to administer, they do not help to motivate teachers

to perform at their best, nor do they help to solve problemsofshortages of teachersin certain subjects or in

rural areas. Amongthe policy options that manyWEI countries have notyet fully exploited are bonusesas a

meansofadjusting the remuneration ofteachers withoutaltering the basic governmentscales. Such adjustments

mayserve different aims, such as rewarding teachers whotake on responsibilities or duties beyondstatutory

norms,attracting better candidates to the teaching profession, encouraging teachers to improve their

performance,or attracting teachers into subject areas where demandis greater than supply, for example

science and mathematics, or to rural locations where thereis a scarcity of applicants.

The paymentof bonuseshas to be weighed carefully, however, and their impact evaluated from case to

case since there is evidence that they mayelicit responses from teachersthat have an effect opposite to

that which is intended, impairing school effectiveness and hence student achievement. The examples of

pay schemesdiscussed in this report show nonetheless that bonus schemescan beeffective.

Material incentives for teachersare notthe only factors of significance in attempts to improve the quality of

education. This report examines other importantindicators ofthe working conditionsofteachers,including

hours of teaching andinstruction,class size and student-teacherratios. If the working conditions for the

teaching force andtheir associatedcosts are to bejudged accurately,all ofthese indicators need to be considered

in combinationrather thanin isolation. Together, they can help to show whetherteachersare being asked to

do too much ortoolittle, and whethertrade-offs are well balanced. An unbalanced system may lead to poor

morale amongteachers, difficulties in recruiting qualified staff, and an exodusfrom the profession. It may
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also reflect a less efficient teaching process,leading to higher costs ofteaching. A balanced system contributes

to moreeffective teaching and henceto better learning outcomes.

When governments decide on their education budgets, they need to make trade-offs between factors

such as the level of teachers’ salaries, the size of classes, the number of teaching hours required of

teachers and the intended instruction time for students.

Some countries seek to increase the competitiveness of teachers’ salaries and/or to raise enrolment

levels by increasing student-teacher ratios, sometimes in combination with the introduction of new

teaching technologies. However, while this may be a viable option for improving the effectiveness of

education systems in some WEI countries, student-teacher ratios already exceed 40 studentsperfull-

time equivalent teacher in others, where it will be difficult to respond to the increased demand for

teachers by raising the ratio further without risking a deterioration in the quality of educational provision.

This report showsthat countries make different policy choices about these trade-offs. In some countries,

a lower than average teaching load is compensatedbylargerclass sizes, while in other countries, smaller

than average class sizes add to a light teaching load, increasing the salary costs per student. In Chile, the

Philippines andThailand, comparatively high statutorysalaries for primary teachers are compensated by

a high numberof teaching hours or larger than average classes, while in Indonesia, low salaries and a

high numberofteaching hoursarepartially offset by smaller classes. Uruguay, on the other hand, combines

small primary-level classes with a low numberof hoursof instruction and lowsalaries.

These examplesillustrate that there are a various approachesfor managing teacher deployment.The question

of which approachis better may be a natural one, but not entirely appropriate. Each education system is a

working system, whichto a greaterorlesser degreehassatisfied the requirementsofits society. The different

policy choicesdiscussed in this report represent a long history of decisionstaken nationally and are subject to

a certain inertia that makesit difficult to introduce substantial changes overnight,if for no other reason than

that some features ofthe system are subject to negotiation in the framework ofcollective bargaining agreements.

The success ofan approach mayalso dependonless quantifiable characteristics ofthe education system, such

as the teaching methodsused or the extent of remedial help available. The interplay between, for example,

class size and teaching methodsis far from clear. Small classes may mean that more attention to individual

studentsis possible, but in the absence ofcurriculum reform orofa changein teachingpractices, for example,

the expected benefits may not be forthcoming.

Whileit is difficult to assess the effectiveness of the different policy options conclusively, the analysis in

this report shows that there is room for choice and that international comparative analysis can be a

useful instrumentfor informing the debate. Future research is neededto elaborate the potential impacts

of the different strategies adopted by countries. It needsto identify countries that ask too much or too

little of teachers, or give too muchortoolittle to teachersin return. More information is needed about

teachers and the effectiveness of instructional strategies, particularly at the classroom level. Proposed

changesin the levels of resources invested, in the managementof teachers, or in teaching and learning

conditions, needto be seen in the context of overall public policy, which governs the complexrelationship

between teacher deployment,the internal efficiency of the education system, and learning outcomes.

More extensive micro-level data, especially more comprehensive and reliable measures of student

achievement, are required in order to understandthis relationship. The provision of such data remains

one of the most important future objectives for theWEI programme.
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Definitions and methods

TheWorld Education Indicators programme (WEI) places great importance on the cross-country

validity and comparability of the indicators. To accomplish this, participating countries have

endeavouredto base the collection ofdata on a commonsetofdefinitions, instructions and methods

that were derived from the OECD indicators programme. Annex A2 to this report provides

definitions and methodsthat are most importantfor the interpretation ofthe data in this publication

as well as notes pertaining to reference periods and data sources.

Five annexesare presentedat the end ofthe report:

* Annex A1provides general notes pertaining to the coverageofthe data, the reference periods

and the main sources for the data;

* Annex A2 provides definitions and notes that are important for the understanding of the

indicators presentedin this publication (the notes are organised alphabetically);

* Annex A3 providesa cross-reference between tables and notes;

* Annex A4providesthe full set of data used in this publication;

¢ Annex A5 documentstheclassification of 18WEI countries educational programmes according

to the International Standard Classification of Education (ISCED).

The full documentation ofnational data sources and calculation methodsis provided in the OECD’s

2001 edition of Education at a Glance andis also available on the Internet(http: / /www.oecd.org/

els/education/ei/index.htm).

In order to enhance the comparability of the indicators, countries participating in the WEI

programmehave also implemented a newstandardforthe classification ofeducational programmes,

ISCED97, which was developed by UNESCOto enhance the comparability of educationstatistics.

While comparability of the data is a prerequisite for the validity of international comparisons,it

often poses challenges for the interpretation of the indicators within the nationalinstitutional

context. This is because the implementation of comparable standards andclassifications requires

countriesto diverge from nationalinstitutional structures. For example, education thatis classified

as ISCED level 1 in this report (primary level of education) does not correspondstrictly in all

countries to the grades in which primary education is provided, because the numberof grades

associated with primary education varies greatly between countries. The detailed allocation of

individual national educational programmesaccording to ISCED97 is provided in Annex A5b of

this report.
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Coverage of the data

Althougha lack of datastill limits the scope of the indicators in manyWEI countries, the coverage

extends, in principle, to the entire national education system regardless of the ownership or

sponsorship of the institutions concerned and regardless of education delivery mechanisms.

Generally, all types of students and all age groups are meantto be included: children (including

thoseclassified as exceptional), adults, nationals, foreigners, as well as students in open distance

learning, in special education programmesorin educational programmesorganised by ministries

other than the Ministry of Education, provided that the main aim of the programmeis the

educational development of the individual. However, vocational and technical training in the

workplace, with the exception ofcombined school and work-based programmesthatare explicitly

deemed to be parts of the education system, is not included in the basic education expenditure

and enrolmentdata. Educationalactivitiesclassified as “adult” or “non-regular”are covered, provided

that the activities involve studies or have a subject-matter content similar to “regular” education

studies, or that the underlying programmesleadto potential qualifications similar to those gained

through corresponding regular educational programmes. Coursesfor adults that are primarily

for general interest, personal enrichment,leisure or recreation are excluded.

Calculation of international averages

The OECD country average, which is often provided as a benchmark,is calculated as the

unweighted meanofthe data values of all OECD countries for which data are available or can be

estimated. The country average therefore refers to an average ofdata valuesat the level ofnational

systems and can be usedtoillustrate how an indicator value for a given country compares with

the value for a typical or average country. It does not take into account the absolute size of the

education system in each country.
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8 INTRODUCTION

There is an increased recognition of the role of teachers in improving the Teachers are expected to

functioning of education systems and ensuring positive learning outcomes. But _respond to an increasing

do governmentpolicies consistently reflect this awareness? How do they help _range ofsocietal demands,

teachers, promote excellence and thusinfluencelevels oflearning achievement? —_but greater expectations

Teachers are expected to respondto an increasing range of societal demands, but —_are often accompanied by

how are they enabled to do so? Governmentpolicies are often contradictory — _fewer resources.

greater expectationsare often accompanied by fewer resources. Becauseofthis,

some observers have warned that teachers are at risk of becoming casualties

rather than catalysts ofchange (Hargreaves, 2000). In orderfor societies to meet

the changing demandsofthe 21* century, policy-makers need to foster a well-

qualified, well-equipped and motivated teaching force.

From the perspective of sheer numbers, teachers represent a considerable The numberofteachers

force that can be mobilized to meet changing demands. The number of in WEI countriesis

teachers in the 18 WEI countries exceeded 23 million in 1998 according 23 million and growing.

to head-count data, which by comparison, is greater than the combined The number has increased

population ofAustralia and New Zealand. This figure represents anincrease _faster in secondary and

of 10 per cent over the 1990 total, with the biggest gains at the secondary tertiary education.

and tertiary levels.

While not all WEI countries have fully met the goal of universal primary

education, they are coming close, so that there is growing pressure on

governments to provide additional places and teachers in subsequentlevels

of education. Most national policy-makers see the main challenges facing the

education system lying at the secondary andtertiary levels, reflecting the

growing need to enhance humancapital by raising levels of skills among the

populationin order to compete economically in an increasingly global market.

However,the goalof greater participation at secondaryandtertiary levels of

education presents difficult choices and trade-offs, especially for countries

that also seek to improve the quality of primary education. Trade-offs are an

inherentpart ofthe allocation of limited financial and human resources, and

investing in adequate training and support for primary-schoolteachers will

contribute to later educational achievement and attitudes that enable the

pursuit of lifelong learning.

This also raises the issue of targeting those in greatest need of the benefits of

education. For example, a key question in most WEI countries is how to

recruit and supportteachers in difficult conditions, often in rural or remote

areas. This raises policy issues both ofensuring quality throughout the education

system and, morespecifically, of targeting the deployment of teachers and

redistributing resources in an effort to overcome the effects of multiple

disadvantages (poverty, poor infrastructure and lack of qualified teachers) in

certain regions, cities or schooldistricts.
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Thesize, qualifications and working conditionsofthe teachingforce are linked

to anumberofdifferent institutional, historical, social and economicfactors.

This chapter examines how,in particular, economic factors help to establish

the parameters in which countries make choices about policy in terms of

teachers and conditions for learning. This sets the stage for the next chapter,

whichfocusesonthe specific policy trade-offs related to teacher deployment

(e.g., Class size, instruction hours,salary scales) that are used to achieve desired

outcomes.

Section 1 sets out the broader macro-economic context, and its influence on

public policy. In the 1990s, national income levels sometimes changed

dramatically, resulting in either additional government revenue or moresevere

budget constraints on public spending. Such trends can have an immediate

impact on government(andprivate) support for education. Moreover,thereis

a need to go beyond aggregate measures of national income and to examine

how incomeis distributed among the population. Education systems and

teachers in societies with wide social inequality face the difficult challenge of

distributing the benefits of education more equitably.

Section 2 examines trends in how educational systemsare financed and

governed, with particular attention to how they relate to teachers and

teaching conditions. It surveys the levels of funding and how education

spendingis allocated. Are governments in WEI countries paying sufficient

attention to the level of investment in education, and specifically in the

teaching force? Onthebasis of a 1998WEIsurvey and anotherrecentstudy,

this section also looks at trends in decision-making in education.Who makes

decisions about teachers, and what is the margin of autonomy granted to

schools in this regard? To what extentare teachers given authority to make

certain decisions at the school level?

Section 3 looks at current trends in participation in education in WEI

countries and reviews how students progress through the education system.

It also discusses certain characteristics of educational systems(e.g., promo-

tion policies or multiple-shift schools) and the implications for teaching

staff. This section also comparesresults from aninternational assessment of

8th-grade science and mathematics achievement in eight WEI countries

that participated in the study. The same study also provides, amongthis

sub-group ofWEI countries, a look at how teachers and students use new

information and communication technologies (ICT) in the classroom, and

someindicators of education quality: shortages or inadequaciesthataffect

schools’ capacity to provide instruction and how well teachersfeel they are

prepared to teach certain topics.

The final section presents a profile of the current teaching force in WEI

countries and looks at differences in patterns of gender, age and
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qualifications. The profile of teachers helps educational plannersanticipate,

for example, an aging teaching force or identify the gaps in teacher

qualifications, although in other cases it is not always easy or desirable for

countries to define specific benchmarks. This section examines the

characteristics of today’s teaching force that may present challenges and

opportunities related to expanding educational opportunities and improving

educational quality into the next decade.

MACRO-ECONOMIC CONDITIONS AND RESOURCES

FOR EDUCATION

Changing macro-economic conditions can have an immediate impact on the

public resources available for education by influencing levels of government

revenue and expenditure. In somecases, this may lead to budget constraints

on public social spending, particularly in the area of education. Macro-

economic conditionsalso affect households and can have a considerable impact

on the level of private spending on education. They may even influence

individuals’ decisions about pursuing or continuing education.

In the late 1990s, the macro-economicsituation inWEIcountries,as reflected

by levels of GDP, sometimes changed dramatically. In some countries, rapid

economic growth meanthigher governmentrevenue and hence a greater pool

ofpotential resources for education. Other countries faced declinesin national

income,tighter government budgetconstraints and fewerfinancial resources

for education.

Countriesin transition from heavily centralised systems, such as Russia, face

particular challenges in rebuilding institutions and educational curricula in

the face of severe budget constraints. As shown in Figure 1.1, the Russian

Federation was the only country to see a decline in GDP throughout the

1990s. Southeast Asian countries that suffered from the financialcrisis in the

late 1990s, notably Indonesia, Thailand and Malaysia, showedpositive growth

rates during that time, but at a far slower pacethanatthe start of the decade.

In 1998, they then suffered sharp declines in GDP, of 13.2, 9.4 and 7.5 per

cent respectively (World Bank, 2001). These countries face difficulties in

maintaining achievementsin education, especially among those segments of

the population hardest hit by the economic downturn. Onthe positive side,

China stands outas the country with the most rapidly expanding economyin

both the early and the late 1990s, with GDPlevels in Argentina, Chile and

Jordan also growingat a brisk pace. More recent events signal an economic

downturnin Argentina, and quite possibly in the Philippines and Zimbabwe,

where there was marginal economic growth in the late 1990s.

Measures of national income are perhaps too general for an adequate

assessmentofthe potential impact ofmacro-economic changes on education.

Macro-economic changes

can have an immediate

impacton levels ofpublic

and private spending on

education.

Economicinstability has

limited publicfundingfor

education in the Russian

Federation and in

Southeast Asia, but in

growing economies such

as Chile and China,

morefunds have become

available.
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In the 1990s, government

revenueas a percentage of

GDPdeclined in about half

the WEI countries, reducing

the potential proportion of

national income that can be

spent on education.

Figure 1.1

Average annual change in GDP growth, 1990-1994 and 1994-1998
(in percentages)
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Source: World Bank (2001).

The level of government revenue more accurately depicts the potential pool

of resources for education, although expenditure generally exceeds revenue

in theWEI countries. Figure 1.2 shows the wide variationin levels of govern-

ment revenue amongWEI countries in the 1990s, although the focushereis

on the change over time.

As a proportion of GDP, governmentrevenuein Jordan and Tunisia is twice

as high as in China, India and Peru. A comparison oflevels in 1990 and

1998 shows that WEI countriesfall into two groups. About half of the

countries, mostly in Asia (especially Malaysia and Sri Lanka) experienced

a decline in revenue as a percentage of GDP while the other half, mostly

in Latin America (particularly in Uruguay and Peru) saw increased

government revenue.

Changes in revenue and expenditure have obvious implications for education

spending. While unexpected and rapid declines in revenue often lead to lower
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Figure 1.2

Governmentrevenueas a percentage of GDP, 1990 andlate 1980s
(in percentages)
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educational expenditure, countries may respondby redirecting resources from

one level of education or type of expenditure to another.It is also necessary

to examine the breakdown of revenue between different levels of govern-

mentand geographical regions. Particularly in federal states, such as Brazil,

China or Russia, education systems are funded through complex arrange-

ments betweendifferent levels of government, from the centralto the local.

Aslocalsocial expenditure often exceeds local revenue (Klugman,1997) this

imbalancecalls for central governmenttransfers in order to equalise regions

with less capacity to generate their own revenue.

Another measure, GDP per capita, represents the theoretical division of

national income between all membersof a population, and is therefore

commonly used to compare national income between countries because it

adjusts for population size. As shownin Figure 1.3,WEI countries vary widely

in national wealth. The 1999 level of GDP percapita in Chile, 8 612 dollars,

converted using purchasing powerparities (PPP), was nearly four timesthat

in India (2 217 PPP dollars) but still less than half that of the OECD mean.

Between 1995 and 1999, the largest gains were recorded in China (31 per

cent), Tunisia (18 per cent), India (16 per cent) and Chile (14 per cent).

GDPper capita

varies widely between

WEI countries:the level

in Chile is nearlyfour

times that in India. In

the late 1990s, GDP

per capitafell in seven

WEIcountries.
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High rates ofinflation

mean thatfewer goods and

services can be bought with

the same amountofmoney,

reducing the purchasing

power ofeducational

institutions andthe real

value ofteachers’ salaries.

Figure 1.3

GDPpercapita, 1995, 1997 and 1999
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Partly because it has the highest rate of population increase among the WEI

countries, GDPpercapita in Jordan actually declined, despite considerable growth

in national income. In 1999, GDPpercapita also fell below the 1995levelin six

further countries: Brazil, Indonesia, Malaysia, Paraguay, the Russian Federation

and Thailand. The largest decline occurred in the Russian Federation, where

GDPpercapita fell by 12 per cent.

In certain countries, changesin national income were accompaniedbyhigh rates

of inflation. Thus, expressed in constant terms, the real value ofthese figures

after adjusting for inflation are lower. Between 1995 and 1999, the majority of

countries showed steady economic growth, with relatively small increases in

consumer price indices. However, high rates of inflation were recorded in

Indonesia, Russia, Uruguay and Zimbabwe,thefirst two ofwhich faced financial

crises in the secondhalfofthe 1990s. Aside fromits deleteriouseffect on general

welfare, the reduced real value of wages has an impact on employment, and

raises concerns abouttheability to retain qualified teachers, let alone to attract
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new teachersto the profession. How governments respond can have an impact

on the skill levels and composition ofthe teaching force. Governments may,for

instance, protect the real value of public sector salary scales by linking them to

some type of price index in orderto offset their declining real value.

Private contributions to education,as will be discussed in the following sec-

tion in greater detail, play an important role in financing the provision of

education in WEI countries. Thus, it is important to examine also how na-

tional incomeis actually distributed in terms of individual income, rather

than as though it were shared equally by each memberofthe population.

SeveralWEI countries are amongthose with the most unequaldistribution of

income in the world. In Brazil, for example, the richest ten per cent of the

population have more than 48 per cent of the wealth (World Bank, 2001).

The Gini coefficient, which measuresthe level of inequality, is plotted against

GDPpercapita in Figure 1.4. The higher the coefficient, the more unequal

the distribution of income (perfect equality is equal to zero and perfect

inequality is equal to one). This showsthat some of theWEI countries in Latin

America, namely Brazil, Chile and Paraguay, have highly unequaldistribution

of income. Inequality is an issue in otherWEI countries, but to a lesser extent

Figure 1.4

GDPpercapita and incomedisparity in the 1990s
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WEI countries in Latin

America are among the

most unequalin terms of

income distribution, with

concentrations ofthe very

rich and the very poor.
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This situation places

added pressure on

governments to distribute

educational opportuni-

ties, and the benefits

associated with them,

more equally.

Educationis the largest

area ofpublic social

expenditure, and those

employed in the sector

can accountfor up to

10 per cent ofthe total

labourforce.

than in Latin America. While there is general movement towards greater

equality as national incomeincreases, the Russian Federation is one example

where income inequality has risen.

Thelinks between thedistribution ofincome and educational opportunities have

been discussed widely, particularly in the context of Latin American countries.

Asaverage educationalattainmentincreases,inequality in incometendsto decline.

In countries such as India, however, education is even less equally distributed

than income, suggesting that yet greater efforts will be necessary to counteract

the imbalance there (World Bank, 2001).

In the light of this debate, pressure is often placed on policy-makers to

counteract the negative social and economiceffects of inequality, and education

is often cited as a key factor since it can help to provide the skills needed to

overcomepoverty and social exclusion. In mostWEI countries, compensatory

programmeshave been targeted at communities and school districts with

high proportions oflow-income households. Some countrieshave also sought

to facilitate participation in different types of early childhood education

programmes. There is a growing body of evidence suggesting that these

programmescan be effective in redressing unequal opportunities.

TEACHERS ANDTHE FUNDING AND GOVERNANCE

OF EDUCATION

Teachersareessentialfactors in the funding of education systems. Expenditure

on education can accountfor up tohalf of all public social spending. Salaries

and wages generally account for the major part of this sum. Teachers and

non-teachingstaff also accountfor a sizable percentage of the national labour

force. In most WEI countries, at least one in twenty-five of all employed

persons workin the education system.

In Tunisia, this ratio is even higher — one in ten. Moreover, they are some of

the most educated workers: in Indonesia, more than half of the labour force

with tertiary education are teachers. While most administrative functions

related to the education sector are dealt with by non-teachingstaff, teachers

play a major role in implementing decisions at the school level. While

governmentand administrative personnel technically “govern” education
ce ”systems, teachers “govern” classrooms.

This section looksat the availability ofpublic resources and howtheyare allocated.

It also examines the role of teachers in the decision-making process, and the

levels of governmentat whichthe decisions that affect teachers are taken.

Availability of public resources

Levels ofpublic spending as a proportion of GDPreflect levels ofcommitment

to educational provision.
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Public spending on education as a percentage of GDPis often interpreted as

the level of commitment which a state makes towards educational provision.

As shownin Figure 1.5, levels ofpublic spending on education in 1998 ranged

from 1.4 per cent of GDPin Indonesiato 6.8 per cent inTunisia. In mostWEI

countries, the figure falls well below the OECD mean(5.0 per cent in 1998).

Thelevel ofpublic spending as a percentage ofGDP mayalsoreflect differences

in the balance between public and private funding of education. As noted

earlier, in Tunisia educational staff account for a considerable percentage of

public sector employeesand thusofthe public wage bill. This goes some way

to explaining the higher public spending on education in Tunisia than in other

countries with similar levels of GDP.

There were notable changes in patterns of public spending in the period

between 1996 and 1998. These may reflect unexpected changes in GDPas

muchas decisions on levels of public spending on education. For example,

between 1996 and 1998, public spending on education increased by more

than a third in Paraguay, from 3.1 to 4.2 per cent of GDP, and bya fifth in

Figure 1.5

Levels ofpublic spending

ds a proportion of

GDPreflect levels

ofcommitment to

educational provision.

Between 1996 and 1998,

the proportion ofGDP

devoted to education grew

most in Argentina,Chile,

Paraguay and Thailand.

Public expenditure! on educationalinstitutionsas a percentage of GDP, 1998
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4. Year of reference 1999.

Source: OECD/UNESCO WEI,Table 4 in Annex A4.
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Spending on education as

a proportion oftotal

public expenditureis

generally higher in WEI

than in OECD countries,

accountingfor more than

one quarter ofpublic

expenditure in Thailand

in 1998.

Private sources play a

more importantrole in

funding education in WEI

than in OECD countries.

National averages can

conceal considerable

variation in spending

within countries. For

example, expenditure per

student in China can be

up tofive times greater in

some regions than in

others.

Argentina, Chile and Thailand. The proportion among other countries re-

mainedrelatively stable, although it is important to keep in mind that in an

expanding economy,real expenditurestill increasesifthe percentage of GDP

devoted to education remains the same.

Another measure of a government’s commitmentto education is the propor-

tion of total public expenditure devoted to education. WEI countries often

allocate a percentage higher than the OECD mean (12.8 per cent in 1998).

Thailand, for example, spent 27.2 per cent ofpublic expenditure on education

in 1998, more than twice the OECD mean,and a substantial increase from

the level of 21.8 per cent recordedin the previousyear. The percentage in the

Philippines fell from 28.3 to 19.7 during the same period. Thus, countries

that spend a proportion of GDP lower than the OECD mean maystill be

devoting a percentage oftotal public expenditure to education whichis at or

above the OECD mean.

Private sources offundsplaya significant rolein financing educational systems.

It is commonin all countries for public expenditure on education to be

supplementedby private contributions. Whenprivate spendingis taken into

account, combined public and private expenditure in Chile, the Philippines

and Thailand exceeds the combined meanofthe same measure among OECD

countries.

The extent of private funding of educationis striking, accounting for more

than 40 per centoftotal educational expenditure in Chile, Peru,the Philippines

and Thailand. These figures are well above the OECD meanof 19 per cent

(OECD,2001). In Egypt, Jordan and Tunisia, private expenditure is lower,

since there are few private providers. There are, however, a number of

countries where parents and communities help to cover costs by directly or

indirectly subsidising teachers’ salaries in state-run schools, or by directly

employing and paying teachers. One example is Indonesia, where parents’

organisations make small contributions to staff welfare at the primary and

lower secondary levels (OECD, 1998).

Substantial governmentsupportfor private educationis found in severalWEI

countries, especially at the primary and secondarylevels of education. Three

WEI countries are well above the OECD mean(10 per cent) in this respect,

although there is wide variation among OECD members. Atthe primary and

secondary level, about one third of educational spending goes towards

government-dependentprivate institutions in Chile and India, and 13 per

cent in Argentina.

The distribution of educational expenditure can also vary widely within a

country. Expenditure per student can differ by a factor of as much as 5.1

betweenregionsin China, or 3.8 in Argentina (NCES, 2001). Another study
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Figure 1.6

Expenditure per student by educational level, 1998
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The cost ofeducating a

child at the primary level

can varyfrom

116 PPP dollars in

Indonesia to

I 500 in Chile.

When educational

spending had to be cutin

the late 1990s, Malaysia

reallocatedfunds to

maintain primary

education at the expense

ofhigherlevels of

education.

After adjustmentis made

for differences in national

income, wide variation in

unit costs in education

tends to disappear.

has shownthat the variation between regions actually increased in Russia

during the 1990s, and that even after intergovernmentaltransfers, there

remainedsignificant differencesin the distribution ofresources for education

(Klugman, 1998). Some countries have sought to address regionaldisparities

in levels of resources. In Brazil, a special fund was set up in 1996 (Fund for

Primary Education Development and for Enhancementofthe Value of the

Teaching Process — FUNDEF)to distribute funds to states and regions where

expenditure per student falls below a nationally established level. Moneyin

School is another programmein Brazil that transfers cash directly to schools.

Use of public resources

Expenditure per student also differs widely between educational levels in

WEIcountries,although comparisons should be made with caution,as figures

reflect differences in levels of national income. As shown in Figure 1.6,

expenditure at the primary level ranges from 116 PPP dollars per studentin

Indonesia to 1 500 in Chile. As in the OECD countries, the cost per student

increases at higher levels of education. The OECD average expenditure per

secondary studentis 40 per cent higher than that per primary student, while

inWEI countriesthe difference ranges from only 5 per centin the Philippines

to several hundred percent in Indonesia.

The data show marked changesin several countries between 1997 and 1998,

although these maybe the result of either changing patterns of expenditure

or the numberof students enrolled. Moreover, these figures are in current

dollars, meaning that in countries with high inflation rates, such as Zimbabwe

or the Russian Federation, the real value of the expenditure might be much

less if it were measured in constant terms.

Countriesreact in various ways to the need to cut expenditure.In the case of

Malaysia, GDPfell by 7.5 per cent in 1998as a result of the economiccrisis.

Figure 1.7 shows that public resources devoted to primary education were

maintained while cuts were madeat the secondary andtertiary levels. Aninitial

policy to cut primary spending by 18 per cent in 1997 wasreversed in 1998, and

additional funding wasallocated to support social safety net programmes

(Knowlesset al., 1999). As result, net enrolmentrates in primary education

remainedstable duringthis period. However, negative effects on secondary school

enrolments were reported, especially among girls and in rural areas, due to

higher fees and higher opportunity costs(ibid).

It should be noted that expenditure per student, expressed in PPP dollars,

may distort comparisons by not taking into accountthe level of a country’s

national income. A measure that addresses this issue compares expenditure

per student with a country’s resources, i.e., GDP per capita. As shown in

Figure 1.8, the large differences between countries tend to disappear at lower
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Figure 1.7

Per pupil expenditure by level of education and GDP growth in Malaysia,
1996 and 1998
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Source: OECD/UNESCO WEI,Table 8 in Annex A4; OECD (2001).

levels of education. For example, after adjusting expenditure per primary

student by national income, Chile, the Philippines and Thailand reflectlevels

similar to the OECD mean.Both Tunisia and Zimbabwe spend a higher

proportion per secondary student than the OECD mean and other WEI

countries. At the tertiary level, however, differences remain considerable and

indicate that some countries, such as Zimbabwe,Indonesia and Brazil may

pursuea policy of supporting tertiary education at the expenseofotherlevels

of education.

The allocation of resources also differs by type or category. Educational

spending is conventionally divided into two categories — current and capital

expenditure. The former refers to spending on goodsorservices that are

consumedin the year of expenditure(e.g. teachers’ salaries), while the latter

represents longer-term investment in school buildings or equipment. Capital

expenditure may be higher as a percentage of total spending in countries

where expansion of the education system involves the construction of new

school buildings. The majority of recurrent educational expenditure goes

towards the salaries (and pensions where relevant) of teaching and non-

teaching staff in the education system.
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Figure 1.8

Expenditure per student as a percentage of GDPpercapita, 1998
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Source: OECD/UNESCO WEI,Table 9 in Annex A4.
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WEIcountries tend to spend only a small part of the education budget on

capital expenditure. In Indonesia, for example, 4 per cent of total public

spending on education at the primary and secondary levels is allocated to

capital expenditure. In other countries, the percentage is closer to the OECD

mean(8 per cent in 1998). Both OECD andWEI countriestendto allocate a

higher percentage to capital expenditure at the tertiary level, as this level

requires greater long-term investment. Malaysia, for example, spends 12 per

centoftotal public spending on education oncapital expenditureat the primary

and secondarylevel, and three timesthat figure (37 per cent) at the tertiary

level (see Table 7 in Annex A4). These differences may reflect a temporary

effort to expand the capacity of the system quickly.

It has been widely suggested that high proportions of compensation-related

expenditure, which is often more inflexible to change, may be at the expense

of other current or capital expenditure. Figure 1.9 showsthat among WEI

countries, countries with a high levels of compensation-related expenditure

Figure 1.9

Capital and compensation-related expenditure as a proportion

of total expenditure in primary and secondarylevels, 1998
(in percentages)
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Capital costs tend to be

highest in countries

which are expanding

educational provision.
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Salariesfor teaching and

non-teaching staff

accountfor the largest

share ofcurrent spending,

but the proportion by

type ofstaffcan vary

considerably.

Reforms involving the

decentralisation of

decision-making in

education were

introduced in many WEI

countries in the 1990s.

While the rationale

for decentralising

decision-makingis

well-established, it is

difficult to assess its

effects, particularly on

teachers.

in primary and secondary education, such as India, Brazil or Argentina, tend

to have lowercapital spending. And higher levels of capital spending are found

in the Philippines, Chile and Peru, where the shares of total expenditure

going towards compensation are considerably lower.

Figure 1.10 breaks downsalary costs for teachers and forall educational

personnelas percentagesof current expenditure in selectedWEI countries.

Indonesia and Peru spend morethan twothirds of the moneyallocated for

current expenditure on teachers’ salaries at primary and secondary levels.

The breakdownofexpenditure onsalaries by category of personnelreflects

wide differences in the use of non-teaching staff. In Peru,the salary costs

for teachers represent 70 per cent of current expenditure while other

staff account for only 2 per cent. In the case of Argentina, however, the

salaries of non-teaching staff accountfor a considerable proportion ofwage

costs. This difference can be seen in the ratio of classroom teachers to

school administrators, which is almost 30 to 1 in Peru but only 4 to 1 in

Argentina.

The next chapter discusses teacher salary scales in greater depth both from a

comparative perspective and in termsofoverall costs.

Governance of schools

Many WEI countries are in the process of decentralising financial and

managementresponsibilities to regional or municipal authorities, or even to

individual schools, as part of broader reform policies. These efforts may have

a considerable impact on the context of teaching. However, there are also

some WEI countries whichare at a different stage of the policy cycle and,

sometimes as a reaction to over-hasty decentralisation, are seeking to re-

centralise certain aspects of decision-making.

The decentralisation of responsibilities from central to regional and local

authorities has been motivated by a wide range of concerns. The aim of these

reformsis to improve efficiency and student performance, and to increase

community involvement. Decentralisation policies aim to give communities

and schools greater powerto select and manage their own personnel, to choose

certain areas of the curriculum and to control some aspects of financial

resources. In principle, the rationale underlying these steps is that local

decision-makers know their own needsbest.It is also thoughtthat this policy

should lead to greater accountability, as parents are encouraged to participate

actively in school governance, and ultimately, to improved student

performance.In practice, however,it is difficult to assess the actual impact on

teachers because of the complexity of the process of decentralisation.

Nonetheless, it is possible to draw some general conclusions from experience

in a numberof countries.
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Figure 1.10

Compensation for teachers and otherstaff as a proportion of total current

expenditure bylevel, 1998
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The potential impact on

teachersis considerable,

and teachers themselves

may be asked to play a

role in the decision-

making process.

The decentralisation of responsibilities may affect teachers’ workinglives in

different ways. For example, local municipalities or school principals may be

given greater power over certain aspects of personnel management, such as

recruitmentofteachers and pay awards,or for use ofresources. The ability to

reallocate expenditure within an overall budget or to raise local resources,

for example, mayhave a substantial impact on the fundsavailable for staffing

or in-service training. Teachers themselves may be asked to carry additional

responsibilities in the areas ofcurriculum developmentor school management.

Box 1.1 looks more closely at the results from a recent comparative study of

policy trends related to decentralisation in education.

 

The effects on teachers of decentralising education systems

Box 1.1

 

A recent study has examined the role of regional governmentsin the funding and governance of

primary and secondary education in 21 countries (NCES, 2001).The study included sixWEI countries,

four with federal systems of government(Argentina, Brazil, India and Russia) and two non-federal

systems (China and Indonesia).

Overall, the study found that 10 of the 21 countries had moved towards decentralisation in six

different areas of decision-making in the 1990s. Five countries remained basically centralised in

their decision-making, and others had a mixed profile. Two of these countries had moved towards

more centralised decision-making: the United Kingdom in the areas of curriculum, duration of

schooling, examinationsand inspection, and Australia in the area offinance.In the sixWEI countries,

the study found the trends summarised in Table 1.1.

Table 1.1
Shifts in levels of authority over educational decision-making, 1990s

(primary and secondary education)
 

 

 

C-R: Central to regional C-L: Central to local R-C: Regional to central L-C: Local to central

C: Central R: Regional L: Local

Curriculum Hour/year Exams Credentials Inspection Finance Overall

Argentina C-R R L R C-R—C-L C-R C-R

Brazil C-R C C/L ~ C-R C-R—C-L C-R—C-L

China C-R C R C C-R—C-L C-R—C-L C-R—C-L

India R-C R-C R-C R-C L L-C R-C—L-C

Indonesia C-R C C C Cc Cc Cc

Russian Federation C-L C-L C-R—C-L C-R—C-L C-R—C-L C-R—C-L C-R—C-L

 

~ : No information available.

Source: NCES (2001).  
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In general, decisions in somefieldsare traditionally madeat the regionalor local level, such as those

relating to curriculum choices and inspection; others, concerning the duration of schooling or

examinations and qualifications, are more likely to be the responsibility of central authorities.

Decisions about personnel supervision and budgets are made at variouslevels in theWEI countries.

For example,decisionsin these areas are the responsibility ofcentral authorities in India and Indonesia,

while they madeat the regional and local level in the otherWEI countries reviewed in the study.   
The special survey conducted amongWEIcountries in 1998 showed that the Within countries, most

level at which decisions about teachers are made differs from country to decisions that affect

country, but tends to be fairly consistent within each country. The only teachers are made

exception is statutory salary scales, whichare set at the central level in nearly consistently at the same

all countries. This diversity is shown in Table 1.2: in Indonesia, central level ofgovernment,

government is responsible for hiring and firing teachers, for prescribing whethercentralor local,

teachers’ duties and conditionsof service, and for determining teachers’ career but the salary structureis

progression, while in India these same decisions are made at regional level always a matterfor

and in Chile, largely at local governmentlevel. It should also be noted that central government.

decentralised decisions are frequently taken within a framework laid down

by central government,usually with some degree of consultation with regional

and local governments.

It is widely held that well-trained and motivated teachers are a major factor

in a school’s performance.In addition to strong teachingskills, teachers need

a supportive environment that fosters continuing training and teamwork and

makestime available for new responsibilities related to school management.

Table 1.2
Levels of authority over educational decision-making at ISCED 1/2, 1997

(decision taken at central, regional, local or school-level)
 

 

 

C: Central R: Regional L: Local S: School m: missing

Hiring /firing Setting Duties and Influence Allocation of

teachers wages condition career path resources

Indonesia C C C S Cc

India R R R R R

Chile! L Cc L L L

Philippines R C C S R

Thailand C C S S C

Argentina m m m m R

 

1. Data refer to public institutions only in 1996.

Source: OECD (1998).
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“School expectancy”, the

expected number ofyears

ofschooling, is a measure

ofaggregate enrolment

across the school-age

population.

Higher school expectancy

is not always associated

with higher levels of

GDP.

Some countries have adopted a model in which schools operate within a

centrally determined frameworkof curricula and standards, but are given a

considerable amount of autonomyandresponsibility for decisions. One

example of school-based decision-making is the team-teaching approach

adopted in Peru, whichidentifies and proposes solutions to problemssuch as

professional development and community outreach (ILO, 2000). New

educational legislation, such as that in Thailand, maycall for the creation of

school-based management committees comprising parents, teachers and

community leaders(ibid).

TEACHERS ANDTHE ORGANISATION OF LEARNING

Over the last decade, access to schooling has expandedat all levels, and

educational attainment among young people has increased several-fold over

that of their parents’ generation. In mostWEI countries, the focus ofeducation

policy has moved increasingly from access to primary education to higher

levels of education, and to issues of quality throughout the system. This has

meant a greater focus on teachers, particularly in the context of growing

demandat secondary and tertiary levels.

This section looks at the education systems in which teachers serve in WEI

countries. Systems differ widely in the demandsthey place on teachers, in

levels of participation in the education system and in the organisation of

educational programmes. The section examines the available evidence on

educational quality, such as what student assessments can tell us about the

conditions that teachers face in the classroom.

Growing levels of participation in education

Oneindicator whichreflects overall changesin participation in educationis the

average numberof years of schooling which a five-year-old child can expect,

conventionally termed “school expectancy”. This measure captures aggregate

patterns of enrolment by adding together the net enrolmentrates for single

years from the age of five (and dividing by 100). It represents the number of

years for which studentsare enrolled in the system, but does not indicate any

particular level of achievement. Higher school expectancy is usually found in

countries with higher enrolmentrates and more developed systemsoftertiary

education, but expectancy mayalso be increased by highlevels ofrepetition. This

indicator should therefore be interpreted with caution.

School expectancy varies widely in WEI countries, more years not always

beingassociated with higher levels of GDP per capita. Figure 1.11 showsthat

countries have achieved similar results in expected years of schooling with

widely differing GDP per capita. For example, Peru has achieved a level

comparable to that of Malaysia, but with only half the GDPper capita. Chile

has a level similar to that ofArgentina, but much lowernational income.This
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Figure 1.11

Expected years of schooling and GDPpercapita, 1998
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is not to say that this measure captures educational quality per se, but rather

access to education, and particularly at post-secondary levels. Nonetheless,

WEI countries with the lowest GDPper capita, such as China and Indonesia,

are found clustered together, having similarly low values for school expectancy.

Figure 1.12 shows estimated school expectancy in WEI countries in 1996 Between 1996 and

and 1998. Thelevel rose over this short period in five of the nine countries 1998, school expectancy

wheredataareavailable, especially in Chile, Malaysia, Paraguay and Uruguay. increasedinfive ofthe

Girls, in particular, benefited from the expansion of educational opportunities nine countriesfor which

in Uruguay. Generally, levels were still far below the OECD mean, where data are available.

continuation to tertiary education is more widespread. The gender gap

remained relatively stable among the 14 countries with data for 1998: girls

had more expected years of schooling than boys in seven countries (Latin

American and others) and feweryearsin the other seven (African and others).

School expectancy figures cannot capture actual learning outcomes, however. The expected number of

Data from comparative student assessments in Latin America show that the type years ofschooling does

of school matters. Students attending elite private schools score considerably not reflect the real

higher in mathematics and science tests than their peers in rural public schools outcome ofeducation:

(World Bank, 1999). Although the socio-economicdifferences underlying these Jearning achievement.

outcomesmayplay large role, good teaching and learning conditionsalso clearly

encourage good results. While the increase in school expectancyis a positive

achievementin itself, it is not sufficient to ensure either the equitable distribu-

tion or the quality of educational opportunities.
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Despite progress, there are

still challenges to be met

in extending education to

those who need it most.

Participation in early

childhood programmes

exceeds the OECD mean

in some countries, such as

Peru and the Russian

Federation.

Figure 1.12

Expected years of schooling under current conditions, 1996 and 1998
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An importantissue is who benefits from additional education. Not surpris-

ingly, it appears that children from poor householdsorliving in remote areas

are the hardest to reach. Evidence from household surveys carried out over a

numberof years in several WEI countries suggests that the poorare thelast

to benefit from increased access to education (Vandermoortele, 1999).

Governments have therefore madeefforts to create incentives for teachers to

work in remote areas. In Malaysia, for example, higher remuneration and

promotional schemes have been introduced for teachers working in schools

in remote areas. In Russia, Sri Lanka and other countries, the state provides

subsidised housingand special hardship allowancesforthis category ofteachers.

Nevertheless, recruiting and retaining qualified teachers remainsa challenge

in mostWEI countries.

Educational opportunities have expanded notonly at secondary andtertiary

levels, but also through accessto early childhood education. These programmes

are spreading along with the recognition that early intervention in education

is an effective way of providing the basis for lifelong learning and helping to
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break the cycle of poverty. In the WEI countries, rates of participation in

early childhood development programmesoften reach levels comparable to

those in OECD countries. For example, more than 80 per cent offive-year-

olds attend programmesin Peru and the Russian Federation.

The importance of basic education inWEI countries is underscored bythe fact

that attendance is compulsoryatboth primary and lower secondarylevels (which

togetherlast for between seven and 11 years). In the last few decades, mostWEI

countrieshavetheoretically achieved universal primary enrolment,although net

enrolmentratesstill show large gapsat certain ages in some countries. There are

still pockets of out-of-school youth in mostWEI countries.

Public provision of primary and secondary education is predominant, as is Enrolments in private

shown in Figure 1.13, but substantial proportions of students are enrolledin education are highest in

private institutions in Chile (44 per cent), Jordan (24 per cent) and Argentina Argentina, Chile and

(22 per cent). Private provision at tertiary level is more common,as elsewhere Jordan at the primary

in the world, and is particularly high in Indonesia (85 per cent of students), and secondary levels, and

the Philippines (74 per cent) and Chile (71 per cent). The comparable OECD in Chile, Indonesia and

meanis 26 per cent. Private tertiary enrolments represent only 5 per cent of the Philippines at the

the total in the Russian Federation, however. tertiary level.

Figure 1.13

Share of students in private educationalinstitutions by level of education, 1998
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High repetition rates

persist in several WEI

countries, lowering the

efficiency ofeducation

systems andcreating

problemsfor teachers.

Figure 1.14

Proportion of students repeating current grade by educationallevel, 1998
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Most WEI countries have been able to promote progression through the

primary and secondary grades,but high rates of repetition persist in several

countries. Figure 1.14 showsthat in Brazil andTunisia, repetition at the primary

and lower secondary levels remains a serious problem. While there isstill

wide debate on how best to measure the scope of the problem accurately

(Klein, 1999), it is clearly a pressing issue. From the perspective of teachers,

classes with large numbersof repeaters make it moredifficult to deliver the

curriculum and to manage the classroom.

Increasing the numberof students who complete secondary schoolingisvital

for enhancing humancapital and improving economic performance. Despite

the often high rates of non-completion noted in some WEIcountries, levels

of secondary school completion have risen sharply in many WEI countries,

thoughstill at levels below the OECD mean.Figure 1.15 showsthe range of
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Figure 1.15

Upper secondary graduation rates by type of programme, 1998
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by 100), by type ofprogramme.

Source: OECD/UNESCO WEI,Table 18 in Annex A4.

graduation rates inWEI countries. Data over time show that completion rates

have been increasing in countries with available data, with the exception of

the Philippines.

As reflected by secondary completion rates, education systems vary in the Education systems vary in

emphasis of their provision. Young people are more likely to follow a the emphasis ofupper

predominantly academic programmein Philippines (100 per cent), Malaysia secondary education,from

(97 per cent), Tunisia (88 per cent) and Paraguay (87 per cent), and amore predominantly academic

vocational programmein China (54 per cent) and Argentina (53 per cent). —_to predominantly

vocational.
Greater demand for secondary schooling has partly been the result of the

increased numbersof children completing primary education. Government-

dependentand independentprivate schools are therefore frequently playing

an increasing role in the provision of secondary education,as indicated above

(see Figure 1.13).

An extensive tertiary education system is needed to build the scientific and

technological infrastructure to respond to the emerging needsofknowledge-

based economies. Improving access to upper secondaryandtertiary education

therefore remains an important goal, as thereis still widespread inequality in

many countries.
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Multi-shift, multi-grade

and boarding schools are

common in some WEI

countries, but little is

knownasyet about the

implications ofsuch

arrangements.

There has been modest growthin tertiary enrolmentrates inWEI countries

in recent years. Generally, however, tertiary enrolmentrates are considerably

lower than those in OECD countries. And as shownin Figure 1.16, graduation

rates can also vary substantially by country and by type of programme inWEI

countries. A greater number of students graduate from professional

programmes(Tertiary-type B) inWEI countries compared to the OECD mean,

although university-degree programmesare strong in the Russian Federation

and the Philippines.

Although governments have had some success in expanding educational

opportunities, one ofthe main problems has been an adequate supply ofteachers.

As a result, some countries, as noted in Table 1.3, make considerable use of

multi-shift schooling at both the primary and secondary level. While research in

Brazil, Chile, India and Malaysia has shownthatthe use ofmulti-shift schools has

not led to poorer learning outcomesthansingle-shift schools,it has raised concerns

about difficult working conditionsfor teachers (Bray, 2000).

Figure 1.16

Tertiary graduation rates by type of programme, 1998
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Source: OECD/UNESCO WEI,Table 19 in Annex A4.
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Table 1.3
Prevalence of multiple-shift schooling, late 1990s
 

@® Common mu Rare n: none m: missing

 

Upper secondary Upper secondary

 

Primary Lower secondary General Vocational

Brazil =/n e/@e e/e n/n

Chile e e e m

Egypt m m m m

Indonesia m e e e

Malaysia @/n e e m

Peru n e n n

Philippines =/n a a m

Russian Federation =/8 a/8 a m

Sri Lanka n n n n

Thailand n n m a

Tunisia n n n n

Uruguay e/e e,/@e e,/@e e,/@e

Zimbabwe n n n n
 

Note: First or only symbol refers to double shift classes/schools; second symbolrefers to triple shift classes/schools.

Source: OECD/UNESCO WEI.

While national indicators supply valuable information at a general level about

teachers’ working conditions, they say less about what happensat the class-

room level. Additional evidence from an international study conducted in

1999is therefore included (see Box 1.2).This timely study helps to provide a

better understanding of some aspects of the challenges faced in teachers’

day-to-day situation . Moreover,it raises the vital issue ofmaintaining adequate

levels and distribution of resources at the school level. An essential part of

enabling teachers is ensuring that they are well-prepared and well-equipped

to meet the needsat the schoollevel.

 

aH

Box 1.2

What happens in the classroom? Evidence from international assessments

Growing concern aboutthe quality of education has focused on the outcomesoflearning, butthisis

an area that is very difficult to measure or monitor. For the most part, efforts have concentrated on

testing knowledgeof the prescribed curriculum in certain areas such as mathematics and sciences.

The Third International Mathematics and Science Study (TIMSS), for example, was conducted in

1999 in 38 countries, including eightWEI countries. It tested the curriculum-based achievementof

students in grade 8 (generally aged 13-14 years). In termsof national average achievementscores,

WEI countries tended to cluster at the lower end of the scale, as shown in Figure 1.17. Countries

with levels of GDP per capita similar to those ofWEI countries, mostly in Central and Eastern   Europe, achieved considerably higher average achievementscores.
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Figure 1.17

National achievementscores in mathematics and sciences, 1999

 

National achievementscores as a percentage of international mean
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Sources: Martin et al. (2000); Mullis et al. (2000).

In termsof science achievement, Malaysia and the Russian Federation were the onlyWEI countries

scoring abovethe international average. Girls did as well as or better than boysin science in 22 ofthe

38 countries, and in five of the eightWEI countries. Boys achieved higher scores thangirls in Chile,

the Russian Federation and Tunisia. In mathematics, Malaysia and the Russian Federation again

exceeded the international average.

Besides assessing students’ knowledge of mathematics and science, however, the study also collected

detailed information aboutthe characteristics of schools and teachers. Severalissues that it examined

were the use of information and communication technologies (ICT) in the classroom, the

“preparedness” of teachers to teach mathematics and science and shortages or inadequacies that

affect schools’ capacity to provide instruction.

There is much public discussion of the need for ICT in the classroom, but because of the speed of

changes, muchless knowledge about how ICTactually improves teaching and learning. The benefits

of greater access to informationare clear, but how new technologiesare incorporated into curricula

and how teachersare trained to use these new tools are importantissues for the immediate future.

According to the TIMSSstudy, the percentage of students whose schools have accessto the Internet

ranges from 98 percent in Finland to near zero in Indonesia, Iran and Morocco. The highest access

rates inWEIcountries are found in Chile, where 23 per cent of 8th-grade students have accessto the  
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Internetin their school. Thailand and Malaysia show the nexthighest figures, 17 and 16 per centrespec-

tively.The level of access in the Russian Federationis lower than might have been expected,only 5 per cent.

There is some indication of the extent to which teachers and students are using computers to

demonstrate ideas in science classes. According to TIMSS data, the use of computers in science

teachingisstill relatively limited in Indonesia, Malaysia and Tunisia, and is more frequent among

teachers than students in the Philippines and Thailand. The highest proportion of students using

computersin science is in Jordan, althoughat a level still below the international mean.

The study also measured accessto the Internet and foundthat even in countries with low levels of access

at homeorat school, muchlarger percentages of students reported having access elsewhere. Whileitis

possible that students have access through libraries, cafés and otherplaces,it is also likely that some

students donot have a clear idea of what is meant by Internet access (Martin et al., 2000).

Figure 1.18

Shortages or inadequaciesthat affect schools’ capacity

to provide science instruction (in percentages)
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As part ofbackground questionnaires completed by headmasters ofparticipating schools in the TIMSS

assessment, these figures refer to the proportion of 8th-grade students affected by a shortage or

inadequacy asreflected by the answer categories “some”and “a lot”.

Source: Martin et al. (2000).  
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While the use of new technologiesin the classroom is frequently looked to as a valuable tool for

teachers and efforts to widen access in schools have increased in WEI countries, the associated

costs are often large and compete with expenditure on other educational goods, such as instruc-

tional materials. The shortages in learning materials or the inadequate availability of supplies or

poor building conditions that affect a schools’ capacity to provide instruction were reported by

head-teachersin the eightWEI countries and give an interesting perspective of school conditions

(Figure 1.18). Countries that have faced shrinking educational budgets, such as Thailand and the

Russian Federation showed the greatest problems, with the shortage of instructional materials

affecting 80-90 per cent of the 8th grade students. Fewer problems were reported in Chile,

Malaysia and Indonesia, although the share of students affected still ranged between 20 and

40 per cent. While these results should be interpreted with caution, they may imply that in

termsofenabling teachers, governments need to look moreclosely at improving accessto traditional

tools of teaching and learning and not only in terms of access to the latest technology.

Figure 1.19 provides an indication of how confidentteachersare in their ability to teach 8th grade

mathematicsandscienceclasses.The index wascalculated based onself-reported responsesby teachers

and usesthe level of “preparedness” to teach different sub-topics in science or mathematics(e.g,life

science, biology, chemistry, algebra, geometry).

Figure 1.19

Teachers’ confidence in their preparation to teach science and mathematics topics

(in percentages)
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standards and required training. 
PROFILES OF THE TEACHING FORCE

This section identifies some of the key characteristics of the existing teaching

force inWEIcountries: age and genderdistribution,and qualifications. These

are significant variables and need to be monitored in order to respond to

changing patterns of enrolment and availability of financial resources.

The composition of the teaching force in terms of age and genderhelps to

provide insights into the state and status of the teaching profession. The age

profile of the teaching force not only reflects the supply of teachers and the

rate of renewal of the teaching force (which has implications for the forward

planning of teaching staff requirements) but also provides a proxy for the

overall level of teaching experience. The gender composition of the teaching

force to some degree reflects national social normsandtraditions, but also

gives an indication of the labour marketsituation of teachers. However,it is

difficult to define a right balance between young andold or female and male

teachers. Generally, these indicators can inform policy merely by identifying

serious imbalances.

The agedistributionofthe teaching forceis of particular concern.Policies on

the recruitment, deployment and retention of teachers will obviously

influence, and be influenced by, the balance between younger,less experienced,

and older, more experienced teachers. Countries with predominantly older

teachers, such as Chile, clearly have more accumulated experience in the

teaching force. Countries with significant proportions of younger teachers,

such as Indonesia, may have less accumulated experience, but the introduc-

tion of new curricula may prove to be easier among younger teachers who

have been trained more recently. Perhaps more importantly, they incur a

smaller wagebill, with the result that education systems can reach morepupils

at a lower cost.

Generally, teachers were more confident about their preparedness to teach in the area ofmathematics

than in science. For example, in Malaysia, the proportion of mathematics teachers who reported

their level of preparednessas Jow was only 5 per cent cent comparedto 61 per cent in science. More

than half ofthe mathematics teachers inThailand felt poorly prepared while more thanhalf of science

teachersfelt the same way in Thailand, Malaysia, Chile and Tunisia. While further research is needed

to see how these variables are associated with students’ actual learning achievement, they do give a

general indication of teachers’ views abouttheir training and therefore provide useful background

information for looking at teachers’ qualifications in the next section. However, as they represent

teachers views, they may notreflect actual differences between countries in terms of qualification  

While a reasonable

balance between age

groups and gendersin the

teachingforceis a

justified policy goal, it is

difficult to relate these

characteristics to student

achievement.
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Figure 1.20

Distribution of teaching staff by age andlevel of education, 1998
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Figure 1.20 and Table 22 show the age distribution of teaching staff by level of

education. In primary education, youngerteachers are mostprevalentin Brazil

and Indonesia. In Indonesia, teachers under 30 years of age make up more than

half of the primary-level teaching force. The age profile of primary teachersis

considerably higher in Chile and China. In Chile, the data clearly indicate that a

renewal ofthe teaching force is rapidly becoming a necessity, even taking into

account the falling number of students due to decreasingfertility rates. Over

half ofthe teachers employedat the primary level are older than 45 yearsof age.

In secondary education, there are fewer teachers under 25 yearsof age, partly

because many maystill be in training to meet the higher qualifications necessary

to teach at the secondary level. Age profiles are very similar in both lower and

upper secondary education, except in Indonesia, where there are more older

teachers at the upper secondary level. The youngest secondary-level teaching

force in theWEI countriesis in China, where the majority ofteachers are under

35 years of age. In Chile, over 50 percent ofthe teachersin lower secondary, and

40 per cent in upper secondary educationare older than 45 years of age.

Figure 1.21

Proportion of women amongteaching personnel and GDPpercapita, 1998
(in percentages)
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In primary education,

young teachers are in the

majority in Brazil and

Indonesia.

The age profiles of

secondary teaching staff

vary widely,from China,

whereover halfare under

35years old, to Chile,

where nearly halfare over

45 years ofage.
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The genderdistribution

ofthe teachingforce

relates more closely to

social norms and labour

market issues than to

level ofnational income.

The majority ofprimary

school teachers are

women inWEI countries,

except in China, India

and Tunisia. Women

accountfor an even

higher proportion in

private education, except

in Zimbabwe.

In the provinces ofChina,

women tend to work as

teachers rather than

administrators, but where

there is a high proportion

ofwomen amongteachers,

so there is among

non-teaching staff.

The policy implications of the gender compositionofthe teaching force are

sometimes contradictory. On the one hand, developmentliterature points to

the positive impact of female input and of the involvement of women in

education, especially in encouraging greater participation amonggirls. On

the other hand,a very high proportion ofwomenin teaching,as in the Russian

Federation, may reflect unsatisfactory labour market conditions and/or an

imbalance between the genders in the completion of tertiary education.

As shownin Figure 1.21, the proportion of women amongteachersat all

levels of education is not clearly associated with national levels of GDP per

capita. Two countries with roughly similar levels of GDP per capita, Brazil

(6 625 PPP dollars) and Tunisia (5 404 PPP dollars), have very different

proportions of women employedas teachers, 85 per cent in Brazil but only

46 per cent inTunisia. The proportion ofwomentendsto be influenced rather

moreby othercriteria, such as culturaltraditions, social norms, and labour

market conditions. For example, Central and Eastern European, and European

OECDcountries, tend to cluster together in the scatter-plot.

In WEI countries, primary teachers are predominantly women, with the

notable exceptions of China,India andTunisia, where womenrepresent 50 per

cent or less of the total numberofteachers. In all countries, the percentage

of women amongteachers in upper secondary education falls below the

percentage at the primary level, as shown in Figure 1.22, although women

still form the majority of the teaching staff in upper secondary education in

three of the six countries with available data. The lower proportion ofwomen

in upper secondary education may be explained in some countries where

upper secondary educationis largely vocationalby thefact that the occupations

for which students are prepared have a similar gender imbalance themselves

(e.g. agriculture and someindustries).

Somegenderdifferences may be associated with the type of school(public

vs. private). The proportion of women in public education tends to be

higher than that of menatall levels in almost every country (exceptTunisia).

In private education, the proportion of womenis also higher in Malaysia

(61 per cent in public and 84 per cent in private) and Thailand (58 per

cent in public and 79 per cent in private education). The opposite is the

case in Zimbabwe,where the proportion of womenin private educationis

only 40 per cent.

Although data on gender distribution are not broken down type ofstaff

(teaching, non-teaching and administrative) as part of the WEI project, data

from China for the year 1998 show that despite the high proportion ofwomen

in the teaching profession, the percentage of administrative positions occupied

by women (between 8 and 58 per cent) was substantially lower in every

province than the similar percentageoffull-time teaching positions (between
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Figure 1.22

Share of women amongteaching personnelby level of education, 1998
(in percentages)

 

9 Primary Q Lower secondary @ Upper secondary

%

100 098
094

9 +

° } 86 989 9 87
& 38

80 : : i
0/4 | Q77 Q76

65
63 6360 | 060 962 s 8 43

53 f O54
50 #49049 950

m36 6
OI 040 O4I

30

20

10

0 + “NN a “NN “NN“ “ “ “a c “ “
2 = i & 5 - & e g 3 — -
= &§ &S € £€ © $8 ¢ £€ £€ 8 SY
Vv oO ov = 8 3 < U a 2 2

- 8 3 § $ 2 & § 8&8
i os 2 < & = Ee C

= re = °o a =

<

8
a
=
c

Includes teaching staffin public andprivate institutions based on head counts.

1. Public institutions only.
2. Year of reference 1998.

3. Year of reference 2000.
4. Refers to lower and upper secondary.

Source: OECD/UNESCO WEI,Table 23 in Annex A4.

30 and 72 per cent) (Ministry of Education — China, 1999). The data also

show that the higher the percentage of womenteachers,the higher also the

proportion of womenin administrative positions.

The qualifications profile of the teaching force reflects its age distribution to The qualifications

some extent, in that the minimum qualifications required to teach ata given requiredfor teaching

level of education have changed considerably over time. For example, ateacher haverisen over theyears,

at the upper secondary level in Chile would today need to have at least a but the current teaching

tertiary qualification, i.e.,a degree from a university or teacher-training col- force may notreflect these

lege, whereas 20 or even ten years ago the minimum qualification for entering new standards yet.

the field was non-tertiary.
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Six WEI countries now

require tertiary

qualificationsfrom all

primary and secondary

teachers. The lowest

proportions ofteachers

with tertiary

qualifications arefound

in Brazil, China and

Tunisia.

Qualifications also differ accordingto the level of education taught, and there

are significant differences between WEIcountries. As shownin Figure 1.23,

six countries have more or less reached the standard of requiring tertiary

qualifications for teaching in primary, lower and upper secondary education.

The lowest proportions of teachers with tertiary qualifications are found in

Brazil, China and Tunisia. The first two of these also have the lowest percent-

ages at the lower secondary level. There may be large differences between

countries within the same world region, as betweenTunisia, where only 14 per

cent of teachers at the primarylevel have a tertiary qualification, and Jordan,

where almostall teachersat the samelevel have such a qualification. In general,

the proportion of teachers with a tertiary qualification increases at the

secondary level, where more advancedtypesof training are expected.

Information collected from the eightWEI countriesparticipating in the TIMSS

assessmentreflects a seemingly contradictory situation with regard to the

qualifications of mathematics and science teachers. In most, the percentage of

students whose science or mathematics teachershad primarily studied the subject

that they were teaching wasclose to the international average.The two exceptions

were the Philippines and Thailand, although this result may be affected by

pre-service training policies in those countries. At the same time, headteachers

Figure 1.23

Share of teachers with tertiary-level qualifications, 1998
(in percentages)
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reported shortages in qualified teachers. The percentage of students in schools

reporting such shortages washighestin Jordan and Tunisia.

As shownin Figure 1.24, the distribution of qualified teachers may vary more Thedistribution of

within one country than between countries. This is illustrated by the case of qualified teachers can

Brazil, where teachers in less developed regions are muchless likely to have _favour someregions over

tertiary qualifications than those in better-off regions. The variation between others, as illustrated by

Bahia, which ranks twentieth out of the 27 regions in Brazil in terms of the the case ofBrazil.

human developmentindex, and Sao Paolo, which ranksthird,is striking. Pro rata,

Sao Paolo has 14 times as many primary teachers withtertiary qualifications as

Bahia, and at the lower secondary level, where qualifications may matter even

more, the proportion is two and a half times greater in Sao Paolo. The challenge

of improving standards in less developed regions must be metif educational

quality is to be enhanced and students’ life-chances improved.

Having examined the contexts in which teachers work — the impact ofmacro-

economicindicators on the funding of education systems, the organization of

education systems and some of the challenges that teachers face in the

classroom — we turn in the next chapter to some of the policy trade-offs

which both influence and are influenced by these contexts.

Figure 1.24

Share of teachers withtertiary-level training
by level in selected states of Brazil, 1998

(in percentages)
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8 INTRODUCTION

There is robust evidence that knowledge andskills are a significant factor in

economic growthandsocial development. Educationandtrainingplay a crucial

role in fostering the development ofthe humancapital needed by the economy,

and in helpingindividuals and societies to adapt to profound social, economic

and cultural change. The ability of education and training systemstofulfil this

role depends on whether educational institutions themselves respond to

change, and on whetherteachers develop and deliver educational contentin

ways that meet the needs of today’s and tomorrow’s citizens.

Educational policy-makers need to ensure that the investment made in

teachersis sufficient and proportionate to the demandsplaced upon them.

This means both that the qualifications of the teaching force must be

adequate andthatthe salaries and working conditions of teachers must be

sufficiently competitive to attract people with the desired qualifications

into the teaching profession.

This chapter considers the challenges posed by the need to secure a skilled

and motivated teaching force, and examines someofthe policy choices and

trade-offs that countries make when balancing expandedaccess to education

against the need to attract and retain good teachers:

* Section 1 examines changes in the demandfor teachers during the first decade

of the 21st century underdifferent enrolmentscenarios. It also explores

the financial implications of changes in the size of the teaching force.

* Section 2 looks at what is demandedofexisting and prospective teachers: it

considers the general expectations that policy-makers inWEI countries place

upon teachers, and the required qualifications and expected workloads of

teachers. These aspects are examinedin the context of national income per

capita.

* Section 3 then examines whatis offered to teachersfor fulfilling their tasks.

The section includes a comparative analysis offinancial incentives and career

prospects.

* The concluding section brings the factors examined in the preceding sections

together, with the aim of quantifying the cost of changing the structural

characteristics that determine the interplay between what is demanded of

teachers and whatis offered to them.

While the analysis in this chapter encompasses both OECD countries and the

countries participating in the OECD/UNESCOWorld Education Indicators

(WEI) programme,the focus is on teacher supply and demand in WEI

countries.
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The numberofteachers

hassteadily increased in

the developing world; but

the increase has not

always been sufficient to

outweigh the growth in

the school-age population.

In mostWEIcountries,

demographic pressure

has somewhateased at the

primary level but is

increasing at the secondary

and tertiary levels.

DEMAND FORTEACHERS INTHE NEXT DECADE

Rising enrolmentrates, in some cases combined with an expanding popula-

tion of schoolage, are increasing the demandfor new teachers in manyWEI

countries, most significantly often in those with the lowest levels of economic

development. Thishas significant implications not only for teacher training

and recruitment but also for the financial resources which countries need to

invest in education if they are to achieve universal educationfor all children

of primary-school age andto increase, or merely to maintain, current enrol-

ment rates in secondary education.

The demandfor teachers in the context of population and

enrolment trends

Teachers represent some 1.6 per cent of the world’s 15-64 year-olds and

comprisethe largest single group of white-collar highly skilled professionals.

The total numberof teachers in formal education systems(in all countries

andatall levels) has increased by more than seven million in just seven years,

rising from 52 million in 1990 to 59 million in 1997. In 1997, more than two

thirds of these teachers were employed in the developing world, up from

63 per cent in 1990 (ILO, 2000).

However,the steady increase in the supply of teachers in the developing world

has, on average, been counterbalanced by a comparable growthin the number

of school-age children. Therefore, despite significant efforts made during the

1990s to train new teachers and to improve education, many developing

countries still experience severe shortages of teaching personnel and must

seek to go on training large numbersofnew teachersat low cost and to retain

them with limited scope for monetary incentives.

In the majority ofWEI countries, the population of primary-school age has

stopped growing or even started to decline. On the other hand, unlike the

situation in most OECD countries, where the population at the age of

secondary and tertiary education is also tending to decline, the number of

individuals beyond primary-schoolageisstill growing in mostWEI countries.

The slowdownin the average numberofchildren per woman, which began in

the 1970s in most countries, will still take many years to translate into fewer

children at secondary and tertiary levels.

Moreover, while most WEI countries either have achieved or are close to

achieving universal enrolmentin primary education, enrolmentrates for the

population of secondary-school age range from 87 per cent in Chile to only

48 per cent in Indonesia (see Table 20 in Annex A4). Furthermore,in Brazil,

Paraguay and the Philippines, between 20 and 45 per cent of pupils of

secondary-school age are enrolled in primary school as repeaters or late

entrants (see Table 20 in Annex A4), so that the proportion of the relevant
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school-age populationactually enrolled in secondary educationis significantly

lower than suggested by total enrolmentrates. Thisis very different from the

situation in most OECD countries, where virtually all individuals enter the

secondary level of education and where, on average, 79 per cent of an age

cohort gain a qualification at the upper secondary level of education (see

Table 18 in Annex A4).

Comparing current enrolment rates and student-teacher ratios with the Comparing current

projected school-age population provides a rough approximation of the enrolmentrates with the

changes requiredin the supply of teachers. In what follows, four benchmarks projected school-age

are used to quantify the demandfor teachers over the period 1998-2010, on population provides a

the assumption that student-teacher ratios remain constant. rough approximation of

changes in the demand
* A “current enrolment scenario for the population of primary-school age” for teachers

depicts the changes in the supply of teachers that would be required to

maintain current enrolmentrates while compensating for population growth

at primary-schoolage;

* A “universal primary enrolment scenario” depicts the changes in the supply

of teachers that would be needed to enrolall children of primary-school

age by 2010;

* A “current enrolmentscenario for the population of secondary-school age”

depicts the changes in the supply of teachers that would be required to

maintain current secondary enrolmentrates;

* A “best practice scenario for the population of secondary-school age” depicts

the increase in the supply ofteachers neededto enrol 87 per cent of children

of secondary-school age, whichis the average of the three best-performing

WEIcountries, by 2010.

These scenarios represent an attempt to quantify the efforts required ofWEI

countries in order to meet the demandfor teachersat the end of the decade.

Whenthefiguresare interpreted,it should be bornein mindthat the challenge

is often not solely to increase the numberofteachersbutalsoto raise their

qualifications through appropriate pre-service and in-service training

arrangements.

Obviously, these projections oversimplify the real situation in a numberof

ways:

* First, they do not take into account the demand for new teachers due to the

turnoverofexisting teachingstaff, whichis significant in someWEIcountries.

* Second, the assumption of constant student-teacher ratios is not always

realistic since the remaining percentage of students may be geographically

or socially harder to reach and hence require a lower ratio. On the other
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hand, raising the student-teacher ratio may be a useful expedient in the

short term in order to address temporary shortages of qualified teachers

and, in some of the WEI countries where there are signs of over-staffing,

perhaps even in the medium and long term.

* Third, demand for teachers based simply on the populations of primary

and secondary-school age cannot betakenas an indicationofthe true demand

for primary and secondaryteachers,given thatthe figures do notdistinguish,

within the student population of secondary-school age, between students

enrolled above the normal age in primary education and studentsactually

enrolled in secondary education.

Figure 2.1 shows the demandfor teachers in 2010 under the “current enrol-
.- » <4 . . . ”

ment scenario” and the “universal primary enrolment scenario”.

In three out of 13 WEI countries, the projected growth in the population of

primary-schoolage over the period 1998-2010 will increase the demandfor

teachers by more than ten per cent.

For each country, the bottom partofthe barillustrates the “current enrolment

scenario”, that is, what percentage change (1998=100) is needed in the

teaching forcein order to maintain current enrolmentrates in the population

of primary-school age until 2010. The top part of the bar illustrates the

“universal primary enrolmentscenario”, thatis, the percentage change in the

teaching force required to enrolall children of primary school age by 2010.

Figure 2.1

Estimated change in the demandfor teachers due to changes in the population

of primary-school age under different enrolmentscenarios,
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Source: OECD/UNESCO WEI,Table 37 in Annex A4.
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The figure showsthat as a result of the growth in the population of primary-

school age, nine out of 13 WEI countries will have to expand their teaching

force by between 1 and 24 per cent over the period 1998-2010 in orderto

achieve or maintain universal primary education with current student-teacher

ratios (see Table 37 in Annex A4). Again, this is unlike the situation in most

OECDcountries, which haveall achieved full enrolment and wherethesize

ofthe teachingforceis likely to decline because ofdemographicfactors, except

in Ireland, Japan, Luxembourg and Turkey (see Table 3 in Annex A4). In

Argentina, Malaysia, the Philippines and Uruguay, the WEI countries where

universal primary education has already been achieved, the increase in the

demandforteachersis therefore entirely driven by changes in the population

of primary-school age.

In Indonesia and Zimbabwe, on the other hand, where the population of

primary-school age is expectedtolevel off or decrease duringthefirst decade

of the 21st century, the teaching force will still have to expand in order to

achieve universal primary enrolment by 2010 (see Table 37 in Annex A4). In

Paraguay and the Philippines, both population growth and rising enrolment

will lead to an increased demandfor teachers. In Paraguay, the Philippines

and Indonesia, this extra demand is expected to exceed 10 per cent at the

primarylevel. The scale of the need for teacher training becomes even more

striking when the percentagesare translated into actual numbers. Indonesia

will have to employ some 125,000 additional teachers, Paraguay 12 000 and

the Philippines an additional 38 000 teachers. Conversely, in Chile there will

be nosignificant change in the demandfor teachers between 1998 and 2010,

and in Brazil and Tunisia, the demographic projections suggest that in 2010

the demandfor teacherswill be slightly below 1998 levels. Finally, inThailand,

the demandfor teachers is expected to be about 12 per cent lower in 2010

than it was in 1998.

Countries that still have growing school-age populations, such as Paraguay

and the Philippines (see Table 3 in Annex A4), will have to invest significant

additional resources in order merely to maintain enrolmentrates at the 1998

level. In countries where the pressureofthe school-age population has levelled

off or started to decline,such as Brazil, Chile, Egypt, Indonesia, Thailand and

Zimbabwe,every additional sum invested in the teaching force will be a step

towards universal primary education, where this has not yet been achieved,

and/or will allow access to higher levels of education to be expanded, and

quality to be enhanced (e.g. by reducing class sizes, increasing teachers’

qualifications and salaries, or addressing problemsof disparity in educational

opportunities).

Figure 2.2 shows the expected change in the numberof teachers for the

population of secondary-school age, under the “current enrolmentscenario”

and underthe “best practice scenario”.
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Figure 2.2

Estimated change in the demandfor teachers due to changesin the population

of secondary-school age under different enrolment scenarios, 1998-2010
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Source: OECD/UNESCO WEI,Table 37 in Annex A4.

In five out of 13 countries, the projected growth in the population of

secondary-school age is expected to increase the demandfor newteachers by

between 10 and 23 per cent, in order merely to maintain current enrolment

rates.

For each country, the bottom partofthe barillustrates the “current enrolment

scenario”, that is, what percentage change (1998=100) will be neededin the

teaching forcein order to maintain current enrolmentrates in the population

of secondary-schoolage by the year 2010. The top part ofthe barillustrates

“best practice”, that is, the percentage change in the teaching force that will

be required to enrol 87 percentofthe population of secondary-school age by

2010, the figure reached today by the three WEI countries with the highest

enrolmentrates.

In nine out of 13 countries, the demandfor teachers is expected to increase

between 1998 and 2010 in response to the growth in the population of

secondary-school age (whether enrolled in primary or secondary education)

in order merely to maintain current enrolment rates (see Table 37 in

Annex A4). Amongthese countries, in Chile, the Philippines and Zimbabwe

the increase in the demandfor teachers is expected to exceed 10 per cent,

while in Malaysia and Paraguay, it is expected to exceed 20 percent.
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Raising enrolmentrates in secondary education, whichis a policy target in

manyWEI countries, would further expand the demandfor new teachers.If

the current average enrolmentrate ofthe three best-performingWEIcountries

(Brazil, Chile and Peru)is taken as a benchmark(87 per cent), then Indonesia

and Zimbabwe would need to recruit 79 and 76 per cent more teachers

respectively by 2010 (i.e., more than 500 000 and 23 000 teachers, respec-

tively) than they have today (see Table 37 in Annex A4), followed by Paraguay,

Malaysia, the Philippines and Egypt, where the required expansion in the

teaching force would range from 20 to 63 per cent. On the other hand,in

Argentina, Chile, Peru, Tunisia and Uruguay, there would be limited demand

for new teachers because of demographic changes in the population of

secondary-school age. In some of these countries, as in most of the OECD

countries, the ageing of the existing teaching force (seeTable 22 in AnnexA4)

is likely to be a more importantfactor in the demand for new teachers than

the demography of students.

These figures show that, despite the significant progress made by manyWEI

countries in containing population growth,it will still be very difficult for

them to enrol, say, three quarters of the population in secondary education.

Student-teacherratios

Student-teacher ratios need to be taken into account in evaluating the demand

for and supply of teachers.

Theratio of students to teachingstaff, which needsto be distinguished from

class size (see Box 2.1) is an important indicator of the resources which

countries devote to education. Figure 2.3 showscurrent student-teacherratios

in WE] and OECD countries by level of education.

 
|

Box 2.1

Class sizes and student-teacherratio

It is importantto distinguish student-teacherratios from class sizes. The

relationship between these two measures is complicated by manyfactors.

These include differences between countriesin the length of the school

year, the numberofhours for which students attend class each day, the

length of the teacher’s working day, the numberofclasses or students

for which teacheris responsible (e.g. in systems ofmulti-grade teaching

or where there are multiple shifts of students with the same teacher),

the division of the teacher’s working time between teaching and other

duties, the grouping ofstudents within classes and the practice of team-

teaching (OECD, 2000a).   



* Public institutionsonly.
Source: OECD/UNESCO WEI,Table 21 in Annex A4.

Countries are ranked by the student-teacherratio at the primary level of education.

D
e
n
m
a
r
k

H
u
n
g
a
r
y

It
al

y

N
o
r
w
a
y

I
c
e
l
a
n
d

S
w
e
d
e
n

G
r
e
e
c
e

A
u
s
t
r
i
a

S
w
i
t
z
e
r
l
a
n
d
*

U
n
i
t
e
d

S
t
a
t
e
s

A
u
s
t
r
a
l
i
a

F
i
n
l
a
n
d

C
a
n
a
d
a

Sl
ov
ak

Re
pu

bl
ic

F
r
a
n
c
e

N
e
w

Z
e
a
l
a
n
d

U
r
u
g
u
a
y

A
r
g
e
n
t
i
n
a

Th
ai

la
nd

G
e
r
m
a
n
y

J
a
p
a
n

U
n
i
t
e
d
K
i
n
g
d
o
m

In
do

ne
si

a

Eg
yp

t
C
z
e
c
h

Re
pu

bl
ic

Tu
ni

si
a*

P
e
r
u

M
e
x
i
c
o

Br
az
il

T
u
r
k
e
y

K
o
r
e
a

Ch
il
e

35
30
25
20
15
10
5
0

  

=i

  

 
    

a

    

rf

 

 
 
 

     

 
 
  

     45
40

Students per teacher  Upper secondary education  

35
30
25
20
15
10
5
0

D
e
n
m
a
r
k

H
u
n
g
a
r
y

It
al

y

N
o
r
w
a
y

S
w
e
d
e
n

G
r
e
e
c
e

A
u
s
t
r
i
a

S
w
i
t
z
e
r
l
a
n
d
*

U
n
i
t
e
d

S
t
a
t
e
s

A
u
s
t
r
a
l
i
a

F
i
n
l
a
n
d

C
a
n
a
d
a

Sl
ov
ak

Re
pu

bl
ic

F
r
a
n
c
e

C
h
i
n
a

N
e
w

Z
e
a
l
a
n
d

U
r
u
g
u
a
y

A
r
g
e
n
t
i
n
a

Th
ai

la
nd

G
e
r
m
a
n
y

J
a
p
a
n

U
n
i
t
e
d
K
i
n
g
d
o
m

In
do
ne
si
a

Eg
yp

t
C
z
e
c
h

Re
pu

bl
ic

Tu
ni

si
a*

P
e
r
u

M
e
x
i
c
o

Br
az

il
T
u
r
k
e
y

K
o
r
e
a

Ch
il

e

    =H     

 
 

 
 

 
 

 45
40

Students per teacher  Lower secondary education

   

  
wvlate abil 

  D
e
n
m
a
r
k

H
u
n
g
a
r
y

It
al

y
L
u
x
e
m
b
o
u
r
g
*

N
o
r
w
a
y

I
c
e
l
a
n
d

S
w
e
d
e
n

G
r
e
e
c
e

B
e
l
g
i
u
m

(F
I.
)

Au
st

ri
a

Sp
ai

n
S
w
i
t
z
e
r
l
a
n
d
*

Un
it
ed

St
at
es

N
e
t
h
e
r
l
a
n
d
s

Au
st
ra
li
a

Fi
nl
an
d

Ru
ss

ia
n
Fe

de
ra

ti
on

C
a
n
a
d
a

Sl
ov
ak

Re
pu

bl
ic

F
r
a
n
c
e

P
a
r
a
g
u
a
y

C
h
i
n
a

N
e
w

Z
e
a
l
a
n
d

U
r
u
g
u
a
y

A
r
g
e
n
t
i
n
a

Th
ai

la
nd

G
e
r
m
a
n
y

J
a
p
a
n

Ma
la

ys
ia

*
I
r
e
l
a
n
d

Un
it
ed

K
i
n
g
d
o
m

In
do
ne
si
a

Eg
yp

t
C
z
e
c
h

Re
pu

bl
ic

Tu
ni

si
a*

P
e
r
u

M
e
x
i
c
o

Br
az

il
T
u
r
k
e
y

K
o
r
e
a

Ch
il

e
Ph
il
ip
pi
ne
s

Z
i
m
b
a
b
w
e

68

 

Students per teacher

  
 
 

(Q2INuwwaN |EACHERS TOMORROW

 
      

Figure 2.3

L WEI countries L] OECD countries

Primary education

Student-teacher ratio by level of education, 1999
Calculations based onfull-time equivalents
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Student-teacher ratios vary greatly among theWEI countries.At the primary

level, the number of students per teacher ranges from a low of 18 in the

Russian Federation to a high of around 40 in Zimbabwe(seeTable 21 inAnnex

A4). It should be noted that the lowest student-teacher ratio among theWEI

countriesisstill only at the level ofthe OECD average (18 students per teacher

at the primary level). Ratios for the remaining 16 countries with comparable

data are between 20 and 41 students per teacher, well above the OECD

average :

At the secondarylevel, Argentina, Paraguay and Russia havethe lowestratios,

below 15 students per teacher, while at the opposite end of the scale the

Philippines and Brazil have more than 30 students per teacher at the lower

and upper secondarylevel, respectively (see Table 21 in Annex A4). Student-

teacherratios at the secondary level tend to be considerably lower in OECD

countries than in WEI countries, ranging from nine students per full-time

equivalent teacher in Belgium to 32 in Mexico.

In bothWEI and OECD countries, the student-teacher ratio declines as the

level of education rises. In a few WEI countries, however, the number of

students perteacheris higher at the secondary level than at the primarylevel.

These include Brazil and Thailand and Uruguay (at the upper secondarylevel

only). Differences in student-teacher ratios between the various levels of

education may indicate the priority given to particular levels of education,

but they mayalso reflect delays in matching the teaching force to changing

population and enrolmentpatterns.

As countriesface increasing constraints on education budgets,the decision to

decrease student-teacher ratios needs to be weighed against the goals of

increased access to education, competitive salaries for teachers, and invest-

mentin schoolinfrastructure, equipmentand supplies. Student-teacherratios

are, however,at critically high levels in three countries, where the demand

for new teachersis expected to increase significantly over the next decade,

that is, in the Philippines at both the primary and secondarylevels and Chile

and Zimbabweat the secondarylevel. In these countries, it will be difficult to

respondto the increased demandforteachersby raising student-teacherratios

further withoutrisking a deteriorationin the quality of educational provision.

Financial implications

Expanding the teaching force implies funding the education of teachers, as

well as paying them competitive salaries. With the exception of teachers’

salaries, it is difficult to estimate the costs of employing teachers and to

compare them between countries.

Figure 2.4 showsan estimate of the impactof the changes in the demandfor

teachers in primary to upper secondary education on expenditure on

The student-teacher ratio

rangesfrom 18 to 40

students per teacher at

the primary level and

from 12 to 36at the

secondary level.

Differences in student-

teacher ratios between

levels ofeducation may

reflect either policy

choices or delays in

matching the supply of

teachers to changing

demographic patterns.
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Figure 2.4

Change in expenditure on educational institutions due to

in/ decreases in the expected numberof teachersat the primary and

secondarylevels of education, 1998-2010
Assuming changes in the numberofteachers lead to equal increasesin all current

and capital expenditure
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with the highest rates.

1. Public institutions only.
Source: OECD/UNESCO WEI,Table 11 in Annex A4.

educational institutions (1998-2010), based on the assumption that changes

in the numbersofteacherswill affect current and capital expenditure equally.

The projected increase in the demandfor teachers, due mainly to the expansion

in the population of secondary-school age, is expected to lead to a rise in

spending on educationin the majority ofWEI countries. For example, Paraguay

would have to increase expenditure on education from 3.5 to 4.5 per cent of

its 1998 GDPin orderto maintain current enrolmentrates for the populations

of primary and secondary-schoolage, and to 4.9 per cent of its 1998 GDPin

order to achieve universal primary education and to achieve the secondary

enrolmentrate of the three best-performing WEI countries (87 per cent)

(see Table 11 in Annex A4).

Similarly, in 2010 the Philippines would have to spend 5.5 per cent ofits

1998 GDPon education (compared with 4.9 in 1998) in order to respond to

the increased demand for teachers due to the growth in the school-age
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population, and 5.8 per cent of its 1998 GDP in order to provide enough

teachersto enrolall children of primary-school age and 87 per cent of young

people of secondary-school age.

Finally, Malaysia would have to increase expenditure on education between

1998 and 2010 from 3 to 3.7 per cent of its 1998 GDPin order to expand the

supply of teachers to match the growth in the populations of primary and

secondary-school age andto enrol 87 per cent ofthe population of secondary-

school age.

While these estimates are based on the assumptionthatall conditions other

than enrolment numbers and rates remain constant (including teachers’

salaries), several other factors may have an impact. During the 1990s, many

countries in South Asia and in sub-Saharan Africa madea trade-off in order to

enrol more students at lower cost, for example by appointing untrained

teachersat lowersalaries, raising student-teacher ratios, and/or increasing

teaching hours while reducing instruction time for students. Conversely, in

Latin America and even moreso in Eastern Asia and the Pacific, despite the

expansion in enrolmentofthe school-age population, expenditure per student

as a percentage of GDPalso increased in response to the demand for new

teachers and buildings (Siniscalco, 2000).

Improving quality

Despite an increasing population of secondary-schoolage, the next few decades In manyWEIcountries,

will provide a unique window of opportunity for many WEI countries to current demographic

improvethe quality ofeducational provision. Because of demographic changes, changes provide a unique

which are already having an impact on the size of the cohorts of primary- window ofopportunity

school age, the proportion of people of working age (15-64 years) will grow _for improving

faster over the next few decades than that of children (aged under 15) in educational quality.

manyWEIcountries. Before the declining ratio of children to active workers

is eventually overtaken by the rising ratio of retired people to workers,

countries will have an increased ability to mobilise resources for services

including education, makingit easier to fund better education systems.It will

therefore be possible to shift the focus of educational policy from expanding

the coverage of the education system to improving the quality of educational

provision.

Oneofthe issues that need to be addressed is the high proportion of over-age

students, repeaters or late entrants enrolled in primary education (see Table 15

in Annex A4). High rates of repetition and drop-out impair the efficiency of

education systems, increase the cost of education and cause wastage.

In addition, education cannotbe defined narrowly to mean merely enrolment

in school. While the emphasis on putting more children into school may be

an essential step in the development of education systems, it is by no means
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Today more than ever,

schools and teachersface

high expectations.

sufficient. In the next few decades, the development of a well-trained and

motivated teaching force will be a major challenge facing manyWEI countries,

which will need to be reflected in the priority given to education within

national budgets.

THE EXPECTATIONS PLACED ONTEACHERS

Recent educational reforms throughout the WEI and OECD countries have

focused on improving students’ educational outcomes, in order to ensure

that young adults have acquired both knowledge andskills in key subject areas,

and the capacity and motivation to continue learning throughoutlife. The

success of educational reformswill critically depend onthe ability of teachers

to incorporate these goals into their daily teaching and to move from self-

contained model of school education to a modelin which school educationis

seen as the foundation for a learning process which is meant to continue

throughout life.

These high demands madeofteachers need to be weighed against whatteachers

are offered in termsofpre-service educationandtraining,continuingtraining,

salaries and working conditions.

Policy-makers and society at large have high expectations of teachers as

professionals, role models, expertsin a wide range of areas, substitute parents

and communityleaders. Teachersare asked to managethefar-reaching changes

that are taking place in and outside schools, and to implement the complex

reforms of education systems that are under way in most countries. In the

words of two WEI programmerepresentatives:

“Teachers are asked to be major agents of the profound structural and curricular

transformation taking place” (Argentina).gP g

“The teacher is the most important agent in the implementation ofthe innovations

introduced through thereform ofthe education system”(Paraguay).

The future role of teachers dependsnotjust on the specifics of how teaching

is organised, butalso on the future role ofthe schoolitself (QECD, 20015).

Will it remain a key social institution or is it likely to decline? Those who

suggesta declining role for schools and teachersargue that:

* the growthin alternative sources of information and knowledge,including

the media, and in peer and youth culture, is leading to a decline in the

monopolyof schools over information and knowledge,andis reducing the

impact of schools and teachers;

* economic, political and cultural globalisation is tending to render obsolete

the locally based, culturally boundinstitution of the school (and withit the

teacher);
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* even within schools, greater individualisation in modes of learning, made

possible partly through the spread of ICT and humanresources other than

teachers, is displacing supply-dominated models and implies a decline in

the importance ofteachers.

However, it would be an oversimplification to regard schools as being

exclusively about the transmission of knowledge and to concludethat this

task can now simply be transferred to other technologies. Schools have always

had widerroles, including social functions, which arelikely to become more

rather than less important. There is a strong sense of schooling as a “public

good”, and a marked upwardshift in the generalstatus and level of support

for schools. The individualisation of learning needs to be temperedby a clear

collective emphasis. Greater priority needs to be accorded to the social,

community role of schools, with more explicit sharing of programmes and

responsibilities with the other settings of further and continuing education

and training.

In some respects, therefore, the role of the school is expanding, at times Teachers need to develop

perhaps unrealistically. The consequent expectations of teachers have many 4 newtype ofprofession-

dimensions: alism that draws on both

old and new models of
* Expertise. This traditional characteristic of a good teacher will not be the

what it meansto be a
only attribute needed,butits importance should not therefore be underes-

, good teacher.
timated. In the wordsofone oftheWEI programmerepresentatives: “Teachers

are asked to be not only knowledgeable and innovative, but also highly disciplined,

strongly motivated and dedicated” (Malaysia). The importance of teachers’

expertise is shown, amongotherthings,in the increasing level of academic

qualifications required of them. However, the way in which teachers

themselves access knowledge must change, since they will need to update

their expertise continually.

* Pedagogical know-how. This characteristic continues to be central as well,

although it should focus on the transmission of a range ofhigh-levelskills,

including motivation to learn, creativity and co-operation, rather than on

information recall and performance in tests. The increasing pedagogical

training requirementsfor teachersatall levels indicate recognition of the

importance of this aspect.

* Understanding of technology. This is a new key feature of professionalism in

teaching, requiring an understanding of the pedagogical potential of

technology andthe ability to integrate it into teaching strategies. “Teachers

and headteachers need to become familiar with distance education and new

technologies” (Uruguay).

* Organisational competence and collaboration. Professionalism in teaching can

no longer be seen as an individual competence, but mustincludetheability
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Policy-makers arefaced

with the questions ofhow

much to invest in

pte-service as opposed to

in-service training, and of

how to invest strategically

in those levels ofeducation

that justify higher

qualification requirements.

Pre-service training is

typically a combination

ofacademic education,

professional training and

teaching practice.

to functionas part of a “learning organisation”. The ability and willingness

to learn from and to teach other teachers is an essential aspect of this

attribute.

* Flexibility. Teachershave to acceptthat professional requirements may change

several times in the course of their careers, and must not interpret

professionalism as an excuse to resist change. “Teachers mustbe lifelong learners”

(Thailand).

* Mobility. A particular form offlexibility is mobility, that is, the capacity and

willingness to move in and out of other careers and experiences that can

enrich teaching ability.

* Openness. This ability means being able to work with parents and other non-

teachers in ways that complementthe teacher’s professional role. “Therole

ofthe teacher is changing and comprises aspects such as(...) working in a team,not

only with other teachers but also with the educational community, since the

organisation of the teaching/learning process is an integrated whole, based on

interaction between the various elements” (Paraguay). “Teachers’ openness to

workwith other stakeholders, including parents, teachers’ associations and

the community, promotes a harmoniousrelationshipthat can result in better

teaching/ learning processes” (Philippines).

Whether schools can start to meet these expectationswill depend to a high degree

on their ability to develop a central position in society, as more “open” organisa-

tions serving a wide range ofinterests and a broadclientele. This, in turn, means

that teachers will have to develop a new type ofprofessionalism which will need

to draw on both old and new models of what it means to be a good teacher.

Pre-service training requirements for new teachers

Increasing expectations of schools and teachers, together with the current

spread of knowledge-based societies and economies, call for higher levels of

specialised training in the teaching profession. Policy-makers are faced with

the questions of how muchtoinvest in pre-service as opposedto in-service

and on-the job training, and of how toinvest strategically in those levels of

education that justify higher qualification requirements.

As in the OECDcountries, pre-service training inWEI countriesis typically

a combination of academic education (i.e., subject-matter teaching) and

professional training (i.e., pedagogical studies), often accompanied by

periods of work experience (i.e., practical training). Limited research

evidence suggests that the number of years of teachers’ education is

generally positively correlated with their students’ performance,although

there is a debate about the threshold at which the returns from additional

teacher training declines.
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Figure 2.5

Numberofyearsof tertiary training required for prospective teachers by level of education, 2000
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1. Prospective primary teachers have the choice of attending either a secondary-level programmeleading to an ISCED 3

qualification, or a tertiary-level programmeleading to an ISCED 5 (A or B) qualification.

2. Pedagocial studies are included in specific studies.

Source: OECD/UNESCO WEI,Table 34 in Annex A4.
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In all WEI countries, a

tertiary qualification is

requiredfor entry into

the teaching profession at

all levels ofeducation.

The duration of

pre-service training tends

to increase with the level

ofeducation taught...

Figure 2.5 shows the numberofyears of post-secondary education required

ofprospective teachersby level of education taught, with distinction between

subject-matter teaching, professional training and work experience.

In the same way as OECD countries, all the WEI countries supplying data

train their prospective primary teachersattertiary level, either in universities,

other post-secondary non-university institutions or special teacher training

institutes (see Table 34 in Annex A4). The only partial exceptions are Brazil

and Paraguay, where primary teachers have the choice of a secondary-level

programmeleading to an ISCED 3 qualification,or tertiary-level training. In

Brazil, this secondary-level programme will however disappear by 2007

according to the reformsin progress.

Some countries have the same qualification requirements from primary to

upper secondary education: in Uruguay, an ISCED 5B qualification is required

for entry to the teaching professionatall levels of education, while in Chile,

the Philippines and the Russian Federation, primary, lower and upper

secondary teachers must have obtained an ISCED 5A qualification (seeTable 34

in Annex A4).

Other countries have higherqualification requirements for secondaryteachers:

in Brazil and Malaysia, an ISCED 5B qualification may be sufficient at the

primary level, while prospective secondary teachers have to obtain an

ISCED 5A qualification, and inArgentina an ISCED 5B qualification is required

for primary and lower secondary teachers, whereas upper secondary teachers

have the choice of either an ISCED 5B or a 5A qualification. Finally, Indonesia,

Peru and Thailand allow prospective teachersat all levels of education to

completetheir training by meansofdifferent paths leadingto either ISCED 5B

or ISCED 5A qualifications.

As comparedto this, all OECD countries require an ISCED 5A qualification

for entry to teaching in upper secondary education. At the primary level,

Austria, Belgium, Denmark, and Hungaryare the only countries where an

ISCED 5B qualification is sufficient for entry to the profession at both the

primaryand the lower secondarylevel of education, and in Portugala tertiary-

type B qualificationis sufficient in primary education.

WhileWEI countries, like OECD countries, generally require a qualifica-

tion at the tertiary level, the duration of pre-service training is usually

shorter in WEI countries. For primary teachers, this varies from a mini-

mum of two years in the Russian Federation to five years in Peru, with

three to four years oftraining in the majority of countries (see Table 34 in

Annex A4). In OECD countries, the duration of pre-service training for

primary teachersvaries from three years in Austria, Belgium and Spain to

5.5 years in Germany.
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The average duration ofpre-service training for secondary teachersin general

programmesranges from 2.5 years in Argentina and three years in Malaysia

to five years in Peru, the Russian Federation, Argentina (upper secondary

level only) and Chile (upper secondarylevel only). In halfoftheWEI countries,

the duration of training for lower secondary teachersis higher than thatfor

primary teachers,the largest difference being in the Russian Federation.

Pre-service training requirements are higher for upper secondary teachers

than for primary teachers in one third of the countries (see Table 34 in

Annex A4). However, the duration of pre-service training at the upper

secondarylevel in theWEI countries remains considerably below that in the

OECD countries. Among the WEI countries, the duration of pre-service

training for upper secondary teaching exceedsfive years only in Argentina,

Chile, Paraguay, Peru and the Russian Federation, but only six OECD countries

are below this level (Australia, Greece, Ireland, New Zealand, the United

Kingdom and the UnitedStates).

The choice to invest more heavily in the training of teachers working at the

higherlevels of education is, from an educational pointofview, not an obvious

one given that important foundationsfor learningarelaid in theearly years.

Andinfact, though predominantin bothWEI and OECD countries,this choice

is not universal. In Malaysia, for example, the duration ofpre-service training

is three years for the primary level, while for the secondarylevelit is either

three or four years depending onthe choice ofthe teachertraining programme.

In Peru and the Philippines, the duration of pre-service training is the same

for all levels (see Table 34 in Annex A4).

In morethanhalfofthe countries supplying data, pre-service teachertraining

is clearly structured into subject-matter teaching, pedagogical studies and

teaching practice (see Table 34 in Annex A4).

Upgrading the educational and training requirementsfor prospective teachers

meansthat new teachers obtain the knowledge andskills considered suitable

before they enter the profession.While greater professionalism in the teaching

force requires more resources for institutions of tertiary education and

specialised teacher-training establishments, together with highersalariesat

entry levels, these requirements for additional investment maybe offset by a

reduction in the burden on administrative, training and supervisory budgets.

Not all members of existing teaching forces meet the requirements that

governments have set for new entrants to the profession. The discrepancies

are most notable in those countries which have upgraded qualification

requirements for teachers only recently. Comparing the requirements for

newteacherswith the actuallevel of qualifications of existing teaching forces

provides an indication of the efforts which countries will need to make in

... but that choice is not

an obvious one.

Someofthe returns to

investment in the

professionalisation ofthe

teachingforce accrue in

theform ofsavings on

guidance and supervision.

Some countriesstill

have a long way to go

before the entire teaching

force meets current

qualification requirements.
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In many WEI countries, the

demandfor teachers accounts

for a high proportion of

tertiary graduates. 7

order to bring all their teachersup totheleveloftoday’s standards. Figure 2.6

showsthe proportions of existing teaching forces that do not meet current

pre-service requirements, by level of education.

Figure 2.6

Percentage of the existing teaching force that does not meet current

pre-service requirements for new teachers, 1999
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Source. OECD/UNESCO WEI,Tables 32 & 34 in Annex A4.

The Philippinesis the only country where the whole employed teaching force,

at both primary and lower secondary level, has obtained the requisite

ISCED 5A qualification,including necessary teacher training (see Table 32 in

Annex A4). In Malaysia, all employed teachers also have an ISCED 5A

qualification, but a small percentage ofthese do not hold the required teaching

certificate.

At the other end of the scale, between 58 and 78 per cent of active primary

teachersin Indonesia, and Brazil and more than 40 per cent oflower secondary

teachers in Malaysia have not completed the tertiary-level education required

of prospective teachers today. These countries have recently made a decision

to upgrade teachers’ qualifications, but making this a reality for the entire

teaching force will require substantial in-service training.

New qualification requirementsplace current tertiary education systems under

some pressure. Figure 2.7 compares the demand for new teachers over the

period 1998-2010 with the numberoftertiary graduatesover the sameperiod,

on the basis of current graduation rates.
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Figure 2.7

Primary and secondary teachers to be employed by 2010 as a percentage

of tertiary graduates, 1999
Annual graduate output estimated by educational attainment of25 to 34-year-olds
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Note: Enrolmentrates at the secondary level of 87% representthe rates reached by the three

WEIcountries with the highest rates.

Source. OECD/UNESCO WEI,Tables 19 & 37 in Annex A4.

If tertiary graduation rates remain at current levels until 2010, more than

7 per centofthe total supply of graduates in Chile and the Philippines will be

required merely to sustain the current size of the teaching force. If the

projected growth in student populationsis taken into account,this figure will

rise to more than 11 per cent in both countries.If, in addition, Chile and the

Philippines attain universal enrolment at the primary level and reach the

average secondary-level enrolment rate of the three best-performing WEI

countries (87 per cent), then more than 12 per centof tertiary graduates in

Chile and more than 14 percent of tertiary graduates in the Philippines will

need to go into teaching.

In Malaysia and Indonesia, the “best practice” enrolment scenario (87 per ... which underlines the

cent) means that 19 and 46 per cent of current tertiary graduates, respec- enormousefforts required

tively, would needto go into teaching. These are unrealistic objectives which in many WEI countries.

illustrate the enormousefforts that will be required in manyWEI countries

to ensure access to qualified teaching for all students.

In the OECD countries, the comparable figures tend to be much smaller,

since tertiary qualifications have, in most OECD countries, been an entry

requirementfor teachers for a long time.
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Box 2.2

The role of professional developmentfor teachers

In-servicetraining, continuing education, furthertraining and the upgradingofteachersare different

termsusedto refer to continuing professional developmentof teachers. Although the main focus of

teacher education continuesto be on pre-service training, the need for in-service upgrading, updating

and renewalof knowledge,skills and capabilities in now widely acknowledged asa highpriority.

In both OECD and WEI countries, the speed of reform and the scale of expectations of schooling

continuetorise, placing new responsibilities on all teachers, including the requirementfor continuing

professional learning. In the OECD countries, for example, the age structure of the teaching force

indicates that 15 to 20 years have passed since the large majority of teachers received their initial

training. In manyWEIcountries, substantial proportionsofteachers have received virtually no training

or do not meet newly introduced qualification and training requirements.

Asin otherhighly skilled professional occupations, the pace of change meansthat continual updating

of knowledgeandskills is required. In-service training is therefore an essential componentofcareer

development.

While there is no shortage of in-service training in many OECD countries, it is noted that much of

whatpassesfor professional developmentis fragmented andfleeting, is not sufficiently focused and

is too “top-down”to give teachers any real sense of ownership. Finally, the analysis undertaken by the

OECDshowsthatrelatively few resources out of the total education budget are spent on in-service

training. However, other evidence, for example on the ways in which teachers spend their time

within schools, needs to be considered,in orderto includetheinvisible costs of professional learning

that is integrated into day-to-day schoollife.

In mostWEI countries, in-service training aimed at upgrading teachers’ qualificationsis currently a

high priority that has a significant impact on educational budgets. Notall of this upgrading occursin

educationalinstitutions. Brazil, for example,is carrying out extensive in-service training programmes,

mainly by meansof distance education, in order to upgrade the qualifications of the entire pre-

primary and primary teaching force by 2007, in accordance with the new requirementsofthe 1996

National Educational Guidelines and Framework Law. This law increases the minimum requirement

for basic education teachers from a secondary to a tertiary qualification.

 

Teachers’ workload

 
Working hours and the

numberofstudents per

class are important

factors in the workload of

teachers.

Significant indicators ofthe workload ofteachersincludeclass size and student-

teacherratios, teaching hoursand the extent ofnon-teaching duties. Moreover,

as students’ family structures and background change and the impact ofthe

media grows, teachers will have to spend more time handling behavioural

problems associated with these changes. This is an additional requirement

thatis difficult to quantify.
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A teacher’s work does not end with statutory teaching hoursbutincludesall

the working hours (whether specified or not in the teacher’s contract or

conditions ofservice) that are devoted to otheractivities related to teaching,

such as the preparation of lessons, correction of assignments andtests,

professional development, counselling of students, meetings with parents,

staff meetings and general school tasks. Working patterns for teachers vary

widely between countries, making it difficult to undertake international

comparisons. Table 2.1 depicts the structure of a teacher’s working week.

Note that working time, as reportedhere, refers to the normal working hours

of a full-time teacher. According to the formal policy in a given country,

working time may refer solely to the time directly spent teaching (and in

Table 2.1

Structure and organisation of teachers’ working time

in public institutions, 1998
 

In thefollowing countries,full-time teachers are required to work a specific numberofhours

per week in orderto earn theirfull-time salary. They include teaching and non-teaching activities.

 

Lower Upper secondary

Pre-primary Primary secondary General Vocational

Argentina 20.0 22.5 25.0 25.0 29.0

Indonesia 15.0 30.0 18.0 18.0 18.0

Malaysia 32.5 32.5 32.5 32.5 32.5

Philippines 40.0 40.0 40.0 40.0

Thailand 35.0 35.0 35.0 35.0 35.0

Czech Republic 42.5 42.5 42.5 42.5 42.5

Denmark 37.0 37.0 37.0 37.0

Greece 37.5 37.5 37.5 37.5 37.5

Hungary 40.0 40.0 40.0 40.0 40.0

Korea 44.0 44.0 44.0 44.0

Netherlands 38.0 38.0 38.0 38.0 38.0

Norway 44.0 44.0 44.0 44.0

Spain 37.5 37.5 37.5 37.5 37.5

Sweden 40.0 40.0 40.0 40.0
 

In thefollowing countries,full-time teachers are requiredto be at schoolfor a specific number

ofhours per week. They include teaching and non-teaching activities.

 

Lower Upper secondary

Pre-primary Primary secondary General Vocational

Brazil 40.0 40.0 40.0 40.0 40.0

Chile 30.0 38.0 38.0 42.0 42.0

Indonesia 6.0 6.0 4.0 4.0 4.0

Malaysia 34.5 40.5 40.5 40.5 40.5

Philippines 40.0 40.0 40.0 40.0

Thailand 40.0 40.0 40.0 40.0 40.0

Uruguay 20.0 20.0 20.0 20.0 20.0

Australia 38.0 38.0 38.0

England 33.3 33.3 33.3

Ireland 28.3 28.3

Mexico 20.0 25.0

New Zealand 25.0

Scotland 27.5 27.5
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Overall, teachers’ working

time varies between

countriesfrom 20 hours

per weekto over 40.

In thefollowing countries,full-time teachers are only required to teach a specified number

ofhours per week. Thereis no set time to be spent in non-teaching activities.

 

Lower Upper secondary

Pre-primary Primary secondary General Vocational

Indonesia 1.0 1.0 1.0

Peru 22.5 22.5 18.0 18.0 18.0

Thailand 30.0 25.0 20.0 20.0 15.0

Uruguay Yes Yes Yes Yes Yes

Belgium (FI.) 21.7 21.7 19.2 17.9 26.3

Belgium (Fr.) 21.7 21.7 19.2 17.9 26.3

Finland 17.3 17.3 17.3 17.3

France 27.0 27.0 18.4 18.4 18.4

Ireland 22.0 22.0

Italy a a a a a

Portugal 30.0 28.0 31.3 31.6 31.6
 

PiIn thefollowing countries, there is no mandatory orformal amountoftimethatfull-time teachers

must spend working, but there is a customary numberofworking hoursfor all civil servants.

 

Lower Upper secondary

Pre-primary Primary secondary General Vocational

Thailand 40.0 40.0 40.0 40.0 40.0

Australia 37.5

Germany 38.5 38.5 38.5 38.5 38.5
 

Gi in thefollowing countries, teachers’ working hoursare set at the individual, local or school

level. They include teaching and non-teaching activities.

 

Lower Upper secondary

Pre-primary Primary secondary General Vocational

Russian Federation m 20.0 18.0 18.0 m

New Zealand 25.0 26.0
 

a In the following countries, teachers are employed under individual, local or school-level

contractsfor a specific numberofteaching hours.Thereis noset time to be spent in non-teaching

 

activities.

Lower Upper secondary

Pre-primary Primary secondary General Vocational

Uruguay Yes Yes Yes Yes Yes

Mexico 25.0

 

Source: OECD/UNESCO WEI.

other curricular activities such as supervising assignments and tests, but

excluding annual examinations), or both to the time directly spent teaching

and to the hours devotedto the otheractivities related to teaching which are

mentioned above. Working time in Table 2.1 does not include paid overtime.

In some countries, such as Indonesia, Peru, Thailand and Uruguay, only

teaching hoursare fixed andit is assumed that teachers will carry out their

other duties without the need for the requisite extra time to be laid downin

their contracts.
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In other countries, such as Argentina, Indonesia, Malaysia, the Philippines

and Thailand, teachers are required to be at schoolfor a specific number of

hours per week. They include teaching and non-teaching activities.

In some countries, including Indonesia, Peru, Thailand and Uruguay, teachers

are only required to teach a specified numberofhours per week. There is no

set time to be spent in non-teaching activities. And in yet other countries,

such as the Russian Federation, teachers’ working hoursare set at the local or

schoollevel.

Taking only the countries where statutory working time comprises both

teaching and non-teachingactivities, the 40-hour working week of a teacher

in Brazil, Malaysia, the Philippines or Thailandis twice as long that of a teacher

in Indonesia or Uruguay. In general, the non-teaching componentofteachers’

work appears to account for between 10 and 50 per centof teachers’ weekly

working hours in WEI countries.

Although the statutory number of hours for which teachers are required

actually to teach only measures part of a teacher’s work, it is more easily

compared between countries than are total working hours. Figure 2.8 shows

average annual teaching hours by level of education. The numberof teaching

hoursis defined here as the net contact hoursof teaching.It is calculated on

the basis of the annual numberof teaching weeks multiplied by the number

of periods which a teacher is supposed to spend teaching a class or group,

multiplied by the length ofa period in minutes, and divided by 60. Periods of

time formally allowed for breaks between lessons or groupsof lessons, and

days when schools are closed for public holidays andfestivities, are excluded.

At the primary level, Paraguay and the Russian Federation, with less than

700 hoursofteaching per year — around 100 hours below the OECD average

—are at the low end of the spectrum in WEI countries, while Indonesia, the

Philippines and Sri Lanka, with some 1 200 or more annualhoursofteaching,

are at the high end, between 400 and 600 hours above the OECD average

(see Table 33 in Annex A4). In the remaining nine countries, the designated

number of teaching hours per year ranges from 732 in Uruguay to 975 in

Zimbabwe.

Given the high costs of training teachers for higher levels of education,

countries need to ensure that they maximise the returns on this investment.

Unlike the situation in the large majority of the OECD countries, where

teaching hours decrease at higher levels of education, teaching hours in two

thirds of the WEI countries remain the same between primary and upper

secondary education,and even increase in Argentina, Paraguay and,to a lesser

extent, Malaysia (see Table 33 in Annex A4).The countries where secondary

teachershave a lighter teaching load are Indonesia, Peru,Thailand andTunisia.

Teaching hours are more

easily compared between

countries than working

hours.

In Indonesia, the

Philippines and Sri Lanka,

teachers teach almost twice

as many hoursas teachers

in Paraguay and the

Russian Federation.

Unlike the situation in

the OECD countries,

teaching hours are

similar in most WEI

countries at all levels of

education, or increase at

higher levels.
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Figure 2.8

Statutory numberof teaching hoursperyearin public institutions, by level of education, 1999
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Countries are ranked in ascending orderofthe teaching time in primary education.

Source: O9ECD/UNESCO WEL,Table 33 in Annex A4.
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In Indonesia, teaching time drops from 1 260 hours in primary education to

738 in secondary education, and in the other three countries secondary teach-

ers teach between 104 and 187 hours fewer than their primary colleagues.

In WEI countries, upper secondary teachers teach on average only some

50 hours fewer than primary teachers, while the average difference in the

OECDcountries is about 140 hours, although fewer teaching hoursat the

upper secondary level may in somecases be offset by an increase in the time

allocated to non-teaching activities.

Reducing teaching hoursat the secondarylevel, where students tend to have

morehoursofinstruction, clearly implies an increase in student-teacherratios,

with a direct impact on thecosts of teaching per student. ManyWEI countries

have opted to keep teachers’ working hoursconstantatall levels. One ofthe

consequencesof this strategy is that teachers’ workload increases at the

secondary level, both asa result oflarger classes and because the non-teaching

working time neededfor preparing lessons and marking, for example,is likely

to be longer at higher levels of education.

There is no single answer to the question of how big or how small classes

should bein order to optimise educational outcomes. Ultimately, appropriate

class size is dependent on managementtechniques which,in turn, depend on

culturalvalues andattitudes (e.g. discipline and group behaviour), on physical

facilities (e.g. size ofclassroom) and on adequate teaching materials. In a recent

review ofinternational research evidence on the effect ofclass size on student

achievement (Hanushek, 1998), only 15 per centofthe 250 studies examined

were foundto reveala statistically significant relationship favouring smaller

classes. Research in OECD countries over the last decade has shownthatit is

not sufficient to focusattention onclass size without also considering changes

in teaching methodsand classroom organisation. In general, however, smaller

classes allow teachers to spend moretimeteaching,to usealternative teaching

approaches, to be moreinnovative, to evaluate students more frequently and

to manageclasses better. There is evidence that the main advantage of smaller

classes is often that teachers’ attitudes and teaching behaviour improve, and

that both teachers and learnerssuffer less stress.

At the same time, smaller classes are more expensive, and the decision to

reduce class sizes must be weighed against other policy goals, including

improved access to education, competitive salaries for teachers, and invest-

mentin school infrastructure, equipmentand supplies.

Figure 2.9 shows average class sizes in primary and lower secondary educa-

tion, class size being estimated as hoursof instruction divided by statutory

teaching hours times student-teacher ratios. This measure is equivalent to

weighting student-teacher ratios by the number of hours for which teachers

Higher teaching hours at

higher levels ofeducation,

where students’ hours of

instruction are usually

longer, reduce costs but

increase the burden

placed on teachers.

While the debate on

optimalclass sizes

continues, the costs

associated with reducing

class sizes must be

weighed against other

policy goals.

Anindirect estimateofclass

size can be obtained by

weighting student-teacher

ratios by the numberof

hoursfor which teachers

and students meet during

theyear,
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Primary teachers teach

classes ofbetween 13 and

35 students, while at the

secondary level the number

ofstudents per class ranges

from 12 to 50.

and students meet duringthe year, andit can be used as a proxyforclass size

if the assumption is madethatall classroom teachers are fully occupied with

teaching duties.

Using this methodology for estimating class sizes, a primary-school teacher

teaches, on average,a class three times aslarge in Chile (35 students) as in

Uruguay (13 students) (see Table 36 in Annex A4). Classesin the remaining

12 countries have average numbersof students ranging from 20 (Paraguay)

to 32. In the OECD countries, however, the majority of countries, including

Australia, Austria, Belgium, the Czech Republic, Denmark, Finland, France,

Germany, Greece, Iceland, Italy, Ireland, Hungary, New Zealand, Norway

and Spain, have an average primaryclass size of 20 or fewer students.

In allWEI countries except Argentina, Paraguay and the Russian Federation,

lower secondary teachersteach classes that are on average larger than those

of their primary colleagues, ranging from below 20 in those three countries

to 50 students per class in the Philippines. In seven out of 13 countries for

which data are available, there are on average more than 30 students per

class, and in Thailand and Tunisia, besides the Philippines, teachers are faced

with more than 40 students per class (see Table 36 in Annex A4).

These figures may underestimate real class sizes in both primary and secondary

education since they are based on the total numberoffull-time equivalent

Figure 2.9

Average class sizes for public primary and lower secondary education
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Source: OECD/UNESCO WEL,Table 36 in Annex A4.For year of reference see Table 36.
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teachers, which may include teaching personnel not actually engaged in

teaching, e.g. teachers on maternity or training leave. However, the direct

estimates of class size provided by the Third International Mathematics and

Science Study Repeat (TIMSS-R) conducted by the International Association

for the Evaluation of Educational Achievement(IEA), are larger than theWEI

estimates in only two out of eight WEI countries with available data. These

are Malaysia and Indonesia, where mathematics teachersare faced with classes

averaging 38 and 44 studentsrespectively.

Figure 2.10

Class size and teaching hours, 1999
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Looking at hours of

teaching andclass size

together provides a better

picture ofteachers’

workload andreveals

possible trade-offs.

The burden of a large numberof teaching hours maybealleviated by smaller

classes, just as a light load in termsofteaching hours may be madeheavier by

large classes. For a more comprehensive picture of teachers’ workload,

teaching hours andclass sizes therefore need to be considered jointly.

Figure 2.10 compares differences in annual teaching hoursand classsizes

between primary and upper secondarylevels.

In some countries, there appears to be a trade-off between class size and

teaching hours.In Indonesia,for example, primary teachershave the heaviest

teaching load (see Table 33 in Annex A4) but relatively few studentsperclass

(see Table 36 in Annex A4). And in Tunisia, lower secondary teachers have

relatively large classes, but the numberof teaching hoursis the third lowest

in theWEI group. Other countries, however, do not exhibit these trade-offs.

Lowersecondaryteachersin the Philippines, for example, have the longest

teaching hours among theWEI countries, combined with the largestclasses,

while at the other extreme, primary teachers in Uruguay have the second

shortest teaching hoursand the smallest classes.

In somecases,the trade-offis restricted to a particular level ofeducation. Thailand

andTunisia, for example, compensatefor the increase in the numberofstudents

perclass from primary to lower secondary level with a lighter teaching load. In

other countries, such as the Philippines, Uruguay and,to a lesser extent, Brazil,

largerclasses in lower secondarythan in primary education are not accompanied

by fewer teaching hours. In yet another group ofcountries, including Chile, the

teaching hours andclass sizes of primary and lower secondary teachers are, on

average, the same. These differences between countries mayindicatetherelative

priority given to students’ access to teachingstaff and exposure to teaching at a

particular level of education, but they mayalso reflect the impact of rapidly

changing demographic and/or enrolmentfactors.

Overall, the analysis of teachers’ working hoursandclass sizes reveals that

teachers have widely differing working conditions in the WEI countries. In

the Philippines, a lower secondary teacher is in classes with an average of

50 students for more than 29 hours per week and 40 weeksper year, totalling

1 176 hours of teaching per year (see Table 33 in Annex A4). At the other

extreme, a primary teacher in Uruguay teaches fewer than 20 hours per week

for 38 weeks per year, totalling 732 hoursper year, with fewer than 13 students

per class on average. Conclusionsfrom these figures aboutthe relative standing

of the teaching profession in different countries must, however, be drawn

with care since the situation of teachers is often influenced by other local

circumstances not accounted for by the data.

Teachers’ workload and national income

Policy decisions onclass sizes and teaching hours are made within budgetary

constraints. While there is no clear relationship between teaching hours and
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income percapita in the WEI countries, student-teacher ratios and national

income seem to be moreclosely connected (Figure 2.11).

At both the primary and the lower secondary level of education, student-

teacherratios (and by extension, class sizes) are broadly correlated with levels

of GDPpercapita. However, some countries, such as Indonesia and Uruguay,

have smaller classes than would be expected from average per-capita national

income. Conversely, in Chile at the primary level, and in the Philippines at

the lower secondarylevel, class sizes are larger than might be expected from

the level ofnational incomepercapita.The large numberofstatutory teaching

hours for primary teachers in Indonesia, and the small number of hours of

Figure 2.11

Student-teacher ratios and GDPpercapita, 1999
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Teachers’ salaries relate

closely to the quality of

the teachingforce. But

they are also the largest

singlefactor in educa-

tional expenditure.

instruction for primary students in Uruguay, may help to explain whyclass

sizes at the primary level are smaller than expected in those two countries.

Onthe other hand, the large number of hours of instruction for primary

students in Chile, and for lower secondary students in the Philippines, may

help to explain the larger than expected class sizes observed in those two

countries.

Overall, the deviation of several countries from a linear relationship between

class sizes and GDPpercapita indicates that there is room for policy choices.

These may involve according high economic priority to education, charging

teachers with smaller working loads, increasing intended instruction time

for students, or paying teachers highersalaries.

As can be seen when OECDcountries are taken into account,the relationship

between student-teacher ratios and GDP per capita levels off as GDP per

capita increases and factors other than national income tend to predominate

in the choice ofclass sizes.

WHAT IS OFFEREDTOTEACHERS

Salaries and career prospects are, broadly speaking, the material incentives

offered to teachers. The balance between what is required of teachers and

whatis offered to them hasa significant impact on the composition of the

teaching force and the quality of teaching. Attempts to reduce costs by

increasingclass sizes and teaching hours, and reducing qualifications andpay,

have often proved to impair educational development. Attracting skilled

individuals and retaining them in the teaching profession is an essential

prerequisite for ensuring high-quality education in the future.

Teachers’ salaries

Therelative level of teachers’ salaries and the availability of salary increases

during the course of teachers’ careers can affect the decision by qualified

individuals to enter or to remainin the teaching profession. At the same time,

the pressure to improve the quality of educationis often subject to tightfiscal

constraints, and teachers’ salaries and allowancesare the largest single factor

in the cost of providing education, accounting for two thirds or more ofpublic

expenditure on education in most countries.

The level of compensation includes not only teachers’ take-homepay, but

also fringe benefits. In certain circumstances, qualified individuals may be

attracted to teaching, even whensalaries are relatively low, because job

security in teaching is greater than in private-sector jobs, because working

conditions are advantageous(e.g. a short working day, week or year), or

because it provides them with access to national medical insurance and

pension schemes.
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In almost all WEI countries, market forces determine the attractiveness of Marketforces determine

teaching. The impact of various elements of the total compensation package the attractiveness ofthe

varies from country to country and, within a given country, over time. Ifthe teaching profession.

compensation package is too generous there will be a surplus of qualified

applicants for the profession. In addition, teaching is sometimes one ofthe

few occupationsin developing countries designed for individuals with a high

level of education. In such cases, there is no effective marketalternative, and

even low levels of compensation will attract qualified applicants. As other

areas of the economybegin to develop, however,thereis likely to be a sudden

exodusofthe best- qualified teachers from teaching into moreattractive new

positions.

Most governmentsuse a standard salary scale which theyset directly or agree Most governments use a

through negotiations with teachers’ organisations. Often there is one salary standard salary scale to

scale for primary teachers and a secondscale (with higher levels of compen- pay the teachers whom

sation) for secondary-school teachers. The main feature of a uniform salary they employ.

scale is usually that a teacher’s pay depends upon educational qualifications

and years of experience.

Figure 2.12 shows, for eachWEI country with available data, annual statutory

teachers’ salaries (including bonuses)at the beginningofthe career,after 15 years’

experience and at the top ofthe scale, by level of education taught. “Statutory”

meansthat salary data are reportedin accordance with formalpolicies for public

institutions. Thesalaries reported are defined as grosssalaries (the total sum of

moneythatis paid by the employer for the labour supplied) minus the employer’s

contributionto social security and pension (accordingto existing salary scales).

Salaries are “before tax”, i.e., before deductions for incometaxes. Thestarting

salaries reported refer to the average scheduled gross salary per year fora full-

time teacher with the minimum training necessary for certification at the

beginningofhis or her teaching career.Salaries after 15 years’ experience refer

to the scheduled annualsalary ofa full-time classroom teacher with the minimum

training necessaryfor certification and with 15 years’ experience. The maximum

salaries reported refer to the scheduled maximum annualsalary (top ofthe salary

scale) ofa full-time classroom teacher with the minimum trainingfor certification

for his or her job.

Salaries are converted into purchasing powerparities (PPPs) andincremented Mid-career teachers’

by the maximum bonusesthat teachers may receive, in order to assess their salaries in Indonesia are

maximum potential income and allow comparison between countries of about onefifth ofthose in

teachers’ ability to purchase a commonset of goodsandservices. Chile at the primary level,

even after adjustmentfor
There are significant differences between countriesin thesalaries paid to teachers.

differences in purchasing
The statutory salary ofan experienced primary-school teacher with the minimum _.

power parities.

training required for certification ranges from below 3 000 PPP dollars in

Indonesia to almost 16 000 PPPdollars in Chile (see Table 25a in Annex A4).
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Figure 2.12

Annualstarting, mid-career and maximumstatutory teachers’ salaries (including all possible bonuses)
by level of education and years of service, 1999 (PPP dollars)
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Figure 2.12 (continued)

Annualstarting, mid-career and maximum statutory teachers’ salaries (including all possible bonuses)
by level of education and years of service, 1999 (PPP dollars)
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Some countries value

and rewardteachers’

experience. ..

... but not all do.

In some countries,

upper secondary teachers

are paid up to

two thirds more than

primary-school teachers.

However, even the salary levels in Chile are more than 10 000 PPP dollars

below the average in OECD countries, where salary levels range from between

8 000 and 13 000 PPP dollars in the Czech Republic, Hungary, Mexico and

Turkey to between 30 000 and 52 000 PPP dollars in Australia, Belgium,

Denmark, Germany,Ireland, Korea, the Netherlands, New Zealand, Spain,

Switzerland, the United Kingdom and the UnitedStates.

At the secondarylevel, salaries including all bonusesafter 15 years’ experience

range from 2 900 and 3 500 PPP dollarsin Indonesia (depending onthelevel

of education) to over 20 000 PPP dollars in Argentina and Malaysia. At the

secondary level also, WEI average statutory salaries are less than half of the

average salaries among the OECD countries.

In Thailand, an experienced primary teacher at the top of the salary scale

earns almost five times as much as a teacher at the beginning ofhis or her

career (see Table 25 in Annex A4). Other countries with large increases in

salaries during service are Brazil, Malaysia, Indonesia and Jordan, where

maximum salaries are between 2.3 and 3.4 timesstarting salaries. These

differencesare an indication of the value attached to teaching experience and

the incentives for experienced teachers to remain in the profession. It should

be notedthatthe differentials between maximum andstarting salaries inWEI

countries tend to be considerably larger than those in OECD countries,

reflecting a higher premium for staying in the teaching profession.

However, there are also WEI countries with small differentials or even no

differentials at all. For example, in Peru,salaries do not change over the course

of a teacher’s career for those with minimumtraining (i.e. without pedagogical

title), and in Chile, the Philippines and Tunisia, they increase by only about

15-50 per cent from the beginningofthe career to the top ofthe salary scale.

It should also be noted that the numberofyears required to reach the top of

the salary scale from the starting salary varies considerably, ranging from

around 20 years in Argentina or the Philippines to more than 40 years in

Jordan.

Teachers’ salaries may also be higher for teachers in the higher levels of

education. In seven out of eleven countries, the statutory salaries of teachers

with 15 years’ experience and minimum qualifications are the same or do not

differ by more than 20 per cent between primary and upper secondary

(general) levels. By contrast, in Argentina, Brazil, Malaysia and Tunisia, the

statutory salaries of experienced upper secondary teachers are 69 percent,

124 per cent, 88 per cent and 54 percent, respectively, higher than those of

their counterparts in primary schools. One ofthe reasonsfor the variation in

teachers’ salaries betweenlevels of educationin these countries is undoubtedly

the higher qualifications required to enter the profession at the secondary

level.
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It should be noted that the differentials between the salaries of primary and

secondary teachers tend to be muchlarger in WEI countries than in OECD

countries, which mayreflect the greater demandfor highly skilled teachers,

and the lower supply.

While uniform salary scales are transparent and simple to administer, they do Bonuses may be paid on

not help to motivate teachers to perform at their best, nor do they help to top ofbasic salary scales,

solve problemsofshortagesofteachersin certain subjects (such as mathematics ranging among WEI

and science) or in rural areas. countriesfrom 6 to 49 per

cent oftotal salaries.
Additional bonuses are a means of adjusting the remuneration of teachers

without altering the basic governmentscales. Such adjustments may serve

different aims, such as rewarding teachers who take on responsibilities or

duties beyond statutory norms, attracting better candidates to the teaching

profession, encouraging teachers to improve their performance,orattracting

teachersinto subject areas where demandis greater than supply, for example

science and mathematics, or to rural locations where there is a scarcity of

applicants.

In seven out of 12 WEI countries, teachers may receive bonuses on top of

their gross salaries. These range from 7 to 86 per cent oftotal salaries,

exceeding 30 per cent in Chile (51), Indonesia (60) and Uruguay (86) (see

Tables 25a, 26a and 27a in Annex A4). Table 2.2 showsthe criteria governing

the award of bonuses to teachers. An enhancementtobasic salary is defined

here as any difference in salary between what a particular teacher actually

receives as paymentfor work performed at a school and the amountthat he

or she would be expected to receive on thebasis of level of experience alone

(i.e., number of years in the teaching profession). Adjustments may be

temporary (indicated by “T”in Table 2.2) or permanent (indicated by “P”),

and they may effectively move a teacher “off-scale”, on to a different salary

scale, or on to a higher step on the samesalary scale. They may be awarded to

all teachers whosatisfy the relevant conditions(indicated by @), with discretion

to someteachers (indicated by ®) or in exceptional circumstances only

(indicated by a).

All WEI countries, with the exception of Zimbabwe, provide monetary

incentives to teachers working in difficult circumstances, including disadvan-

taged, remoteor high-cost areas. Half of the countries award additionalsalary

increments on the basis of teachers’ family status. Several countries apply

task-based criteria in awarding additional bonuses, the most frequent being

managementduties in addition to teaching duties, followed by the teaching

ofmoreclasses or hoursthan those required by the statutory full-time contract.

Abouttwothirds of the countries reward teachers holding aninitial educa-

tional qualification higher than the minimum required to enter the teaching

profession, as well as teachers whoobtain such a qualification or pursue more
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Table ?.2

Criteria for salary increments (bonuses) for teachers in primary and secondary schools
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WEIparticipants’

Argentina

Brazil

Chile

Indonesia

Jordan

Malaysia

Paraguay

Peru

Philippines

Thailand

Uruguay

Zimbabwe

OECD countries

Australia

Austria

Belgium (FI.)

Belgium (Fr.)

Czech Republic

Denmark

England

Finland

France

Germany

Greece

Hungary

Iceland

Ireland

Italy

Mexico

Netherlands

New Zealand

Norway

Portugal

Scotland

Spain

Sweden

Switzerland

Turkey

United States 
@ Adjustmentis given all the time or most of the time

W Adjustmentis given occasionally

A Adjustmentis rarely given

[yy Permanentsalary adjustment

(HH Temporary salary adjustment

1. Year of reference 1998 for all WEI countries.

Source: OECD/UNESCO WEI.
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extensive training than the required minimum on thejob. Finally, four

countries (Chile, Malaysia, Paraguay and the Philippines) award bonuses on

the basis of merit, rewarding teachers with outstanding performance.

 
|

Box 2.3

Economic incentives to improve teaching

The ultimate goal of most salary differentials is to provide students with effective teachersinall

disciplines andin all areas of a country. However, the payment of bonuses should be considered

carefully andits impact evaluated from case to case since there is evidencethat it may elicit responses

from teachers that have an effect opposite to that which is intended, impairing schooleffectiveness

and hence student achievement.

For example, merit pay is intended to encourage teachers to work harder. However, merit pay

schemes frequently place individual teachers in competition with each other; they may then be

reluctant to share with their colleagues the new ideas and successful practices which they discover.

They may also compete among themselvesfor the best classes, or may encourage slow learners to

drop out of school. Finally, many teachers who do not receive merit pay may respond by reducing

their effort and willingness to co-operate with other teachers, feeling that they have been treated

unfairly. In many cases, when merit pay schemes have been implemented they have quickly been

abandoned, and those that have survived tend not to be based on true merit.

An alternative approach consists of singling out entire schools for their achievement, rather than

individuals, thus encouraging co-operative work among teachers. One example of this approachis

offered by Chile’s national system ofperformanceevaluation for government-funded schools (Sistema

Nacional de Evaluacién del Desempefio de los Establecimientos Educacionales Subvencionados,

SNED), which provides merit awards toall teachers in a school on the basis of student outcomes.

Student outcomesare assessed by means of a comprehensive standardised testing system (Sistema

de Medicion de la Calidad de la Educacion, SIMCE) which assesses Spanish and mathematics skills

every two years amongstudents in grades 4 and alternately and allows the calculation of changes

in average SIMCEscoresin schools between successive applications.

The SNEDevaluation programme,established in 1995, has carried out two rounds of measurement

and awardssinceits inception (1996-97 and 1998-99) and is conducting the third round of meas-

urement and awards in 2000-2001. It provides financial merit awards to schools, which are then

used to pay bonusesto teachers. Awards are madeto the schools that achieve the best performance

in each of a numberof socio-economicstrata, so that competition is between relatively comparable

schools. Any municipal or government-dependentschoolis eligible to win an award, and may win in

successive evaluations. That is to say, SNED awards are fully competitive, but the competition is

between schools rather than betweenteachers, thus promoting a co-operative effort within schools.

Moreover, the competition is viewed as “fair”, because it compares schools that are roughly comparable

in termsofthe student populationsthat they serve, the socio-economiclevels of the communitiesin

which they are located, and other external factorsthat affect student outcomes.   
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The awardsare based on a school’s performance on anindexthat includes the absolute levels of SIMCE

test scores and improvements since the last SIMCEtests, as well as other indicators of educational

outcomes and some process measures. Data come from the SIMCEtests and from questionnaires

administered to parents at the time whenthetests are administered, a special survey carried outfor the

purpose of SNED,a reportassociated with subventionor subsidy paymentsto the school, and the Ministry

ofEducationstatistics unit.The index ofschool excellence includessix factors(effectiveness, improvement,

initiative, improvement in working conditions, equality of opportunity, and involvementof teachers,

parents and guardians) in which outcomesare heavily weighted through the combined effect of the

effectiveness and improvementfactors in the SNED index. Award fundscan beused only for bonusesfor

teachers(including headteachers or schooldirectors). Ninety per cent of the funds are distributed on

the basis ofthe numberofhoursthat a teacher worksin the school. The school director mayallocate the

remaining 10 per centto the teachers who have made the most “outstanding” contributionto professional

performance. Some documentsindicate that the distribution ofthis final 10 per cent is based on decisions

of“the education professionals in the school”.

The numberof schools winning awards was 2 285 during the first two-year period, decreasing to 1 826

during the 1998-99 SNED exercise, and approximately 31 000 teachers received bonusesin eachofthe

rounds.Virtually all directors approve the system ofawards to schools rather than to individual teachers,

on the ground that this strengthens teamwork amongteachersin a school.

Anotheralternative approachto the assignmentofmeritpay to individual teachersconsists ofproviding

small grants to teachers who want to experiment with innovative methods and projects. To this end,

Thailand has recently introduced an award that comprisesa significant salary increment for the teacher

whoproposesthe innovation, a project grant for carrying out the proposed innovation, and a grant to

the schoolto facilitate the implementation of the teacher’s innovation throughoutthe school.

Paying additional bonuses to mathematics and science teachers is another option, but it may be

perceived as unfair by other teachers, who workas hard in the same schools, teach the same students

and workhoursthat are as long, thereby jeopardising co-operation between colleagues. Moreover,

the benefits are quickly incorporated into salaries and, once the shortage of teachers disappears,

these bonusesare very hard to change. An alternative approachthatcan be used to attract mathematics

and science graduates to the teaching profession is to provide for differential training costs for

students who train to become mathematics and science teachers, offering them loans repayable

throughservice as teachers, with institutional mechanismsto collect loan repayments from students

who choose not to teach.

Finally, the payment ofpremiumsto teachers workingin ruralareas has sometimesproved insufficient

to convince teachersto leave more attractive locations. An alternative solution is to recruit potential

teachers from rural areas,to train them as teachers and to encourage them to return as teachers to

the rural areas where they grew up.

In general,it is importantto bear in mindthat policies cannot dictate outcomes. Outcomeswill depend

on responsesto policies. Policy-makers need to monitor the range of responsesto policies in a given

country, in order to detect as soon as possible any dysfunctional behaviour which mayjeopardize student

outcomes, and must then introduce the necessary correctionsto the original strategies.  
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Teachers’ salaries and national income per capita

Ultimately, whethersalaries are perceived as low or high ina country depends The competitiveness of

on how well other workers are paid. Even though teachers’ salaries may be teachers’ salariesis

low in comparison with those of other countries, if they are high in relation mainly determined by the

to what might bepaid in similar jobs in their own country, teachersarelikely salaries ofother workers.

to consider themselves well paid. In general, teachers’ salary scalesreflect

governmentpolicies towards public servants. If these are disadvantageousin

comparison with the private sector or other employment opportunities, the

public labour force tends to be of lower quality, although the entire package

of fringe benefits should be taken into account whenteachers’ compensation

conditions are compared (Figure 2.13).

Measuring statutory salaries for teachers against GDP per capita provides an Comparing statutory

indication ofthe extent to which a country invests in teachers, bearing in mindits salaries relative to GDP

ability to fund educational expenditure. Highsalaries relative to GDP per capita per capita indicates the

suggest that a country is making moreofan effort to investits financial resources extent to which a country

in teachers. In the absence of comparable information on the salaries of other invests in teachers.

highly skilled professions that could be used as points ofcomparison with teachers’

salaries, GDPpercapita is often also usedto create a proxyforthe financial standing

of teachers. However, it must be rememberedthat the ratio of teachers’ salaries

to GDPpercapita reflects patternsofrelative productivity that vary greatly between

sectors in accordance with a country’s level ofdevelopment.This ratio is generally

higher in developing than in more developed countries, because ofthe greater

productivity in the service sector than in the rest of the economy.

While only a minority of OECD countries pay initial teachers’ salaries at all In most WEI countries,

levels of education at or above GDPpercapita, this is the case in the large starting salaries are at or

majority ofWEI countries. Starting salaries for teachers with the minimum above GDPper capita,

requisite qualifications are above GDP per capita in seven out of 11 WEI unlike the situation in

countriesat the primary level (see Table 25 inAnnexA4), and at the secondary OECDcountries.

levelin all countries, except Indonesia, Uruguay and Peru (upper-secondary

only) (see Table 26 in Annex A4), and they rise to 3 times GDP percapita in

the Philippinesat all levels of education. By contrast, among the 27 OECD

countries for which comparable dataare available, starting salaries are below

GDP percapita in 16 countries, and only in Germany, Greece, Korea and

Spain are starting salaries higher than 1.3 times GDPpercapitaatall levels.

Mid-careersalaries for teachers with the minimum qualifications exceed GDP

per capita at all levels of education in all countries except Indonesia and

Uruguay, where the salary of a primary-school teacher with 15 years’

experience is about 30 per cent lower than average per capita income. Finally,

salaries at the top of the pay scale range from the equivalent of GDP per

capita in Brazil (primary level) to 400 per cent or more of GDPpercapita in

the Philippines and Thailand, respectively.
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Figure 2.13

Statutory teacher salaries relative to GDP per capita by level of education, 1999
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The Philippines has comparatively high teachers’ salaries relative to GDP per

capita, whichis itself relatively low, while Argentina, Chile, Malaysia and

Uruguay have comparatively high GDPpercapita and lowerratios ofteachers’

salaries to GDP per capita. This confirms that countries at lower stages of

developmenthave higher ratios of teachers’ salaries to GDPpercapita.

The relationship between a country’s level of development, teachers’ salaries can

be seen in Figure 2.14, which comparesteachers’salaries (including bonuses) with

GDP per capita.

POLICY CHOICES

If the future working conditions for the teaching force and their associated

costs are to be judged accurately, the various indicators discussed in the

preceding section needto be considered in combination ratherthaninisolation.

When governments decide on their education budgets, they need to make

trade-offs between factors such as the level of teachers’ salaries, the size of

classes, the numberof teaching hours required of teachers and the intended

instruction time for students.

Figure 2.14

Mid-careersalaries for primary teachers(including all bonuses)
relative to GDPpercapita, 1999
 

Teachers’ salaries (PPP dollars)
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Source: OECD/UNESCO WEI,Tables 1 & 25a in Annex A4.
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On average, teachers’

salary costs per student

are about 50 per cent

higher in lower secondary

education than in

primary education.

* How muchdoesit cost an education system, for example,to have a teaching

force that teaches fewer hours per year than in other countries, if all other

characteristics of the education system remain unchanged?

* By how muchdohigherstatutory salary levels, whichare likely to be related

to higher qualifications, increase costs per student?

* By how much do higher student-teacherratios reduce costs per student?

These are questionsthat are difficult to answer from a solely national point of

view because it is difficult to find points of comparison for many of the

determinants of cost. International comparisons can widen the perspective

by showing how other countries make different trade-offs and policy choices

between the determinants of the costs of the teaching force.

In order to address these questions, this section first reviews teachers’ salary

costs per studentat both the primary and the lower secondarylevels ofeducation.

The section then analyses what factors accountfor differences between countries

in teachers’ salary costs per student. To accomplish this, the difference between

the statutory teachers’ salary costs per student in each country and the average

over allWEI countries is decomposed into four components that measure how

much more (or less) than the average is spent per student on the major

determinants of educational costs: the level of statutory salaries for teachers

after 15 years’ experience, hours ofinstruction per student per year, designated

numberofteaching hoursper year, andclasssize.

The overall comparison between patterns of spending at different levels of

education showsthat a generaltrade-off is made betweenlevels of education.

The average teachers’ salary costs per student (see Table 36 in Annex A4)are

138 PPP dollars higher in lower secondary education than in primary

education: while a primary teacher costs 368 PPP dollars per student per

year, a lower secondary teacher costs 506 PPP dollars (Figure 2.15).

Teachers’ salary costs per secondary student also vary much more between

countries than similar costs at the primary level. At the primary level, the

highest ranking country, which isThailand, has teachers’ salary costs per student

that are about 622 PPP dollars higher than those of Indonesia, whichis the

lowest ranking country (see Table 36 in Annex A4). At the lower secondary

level, the difference in teachers’ salary costs per student between the countries

at the top and bottom endsofthe scale, which are Argentina and Indonesia

respectively, is 990 PPP dollars.

In Argentina, teachers’ salary costs per student double, rising from

504 PPP dollars per student at the primary level to 1 083 PPP dollars at the

lower secondarylevel (see Table 36 in Annex A4). These increased costs are

mainly an effect of higher salary levels in themselves:the statutory salary of a
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lower secondary teacher after 15 years’ experience, 20 903 PPP dollars, is Argentina, Malaysia and

almost 1.7 times the corresponding statutory salary of a primary teacher Uruguay haveteachers’

(12 377 PPP dollars). Smaller class sizes in lower secondary education also salary costs per studentat

contribute to this effect. Similarly, in Malaysia, the higher teachers’ salary the lower secondary level

costs per studentat lower secondarylevel are duefirst to higher salary levels that are twice those at

and, second, to a larger numberof hoursof instruction for lower secondary theprimary level.

students. Conversely, in Uruguay, teachers’ salaries are the sameatall levels

of education, and the higher teachers’ salary costs per student are due to a

sharp increase in the amount of instruction time for students at lower

secondary level, which almost trebles, rising from 455 hours per year for

primary students to 1 369 hoursper year for lower secondary students (see

Table 28 in Annex A4).

Figure 2.15

Statutory salary costs per student, 1999
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Other countries, such as_ Other countries, however, exhibit a more marked commitmentto primary

Thailand and the education. InThailand and the Philippines, for example, teachers’ salariesare

Philippines, give the sameatall levels, but the numberof students per class is much lowerat

comparatively high the primarylevel (31 and 32 studentsperclass respectively) than at the lower

financial priority to secondary level (42 and 50 students respectively), thus causing the teachers’

primary education. salary costs per student to be higher in primary than in lower secondary

educationin thelatter.

Table 2.3

Statutory salaries, teaching hours per yearandclass size
Countries with similar 
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(BED)/C A/C A/D

Primary

Argentina 12 377 729 810 24.6 22.1 16 504

Brazil 7191 800 800 29.7 29.7 9 242

Chile 10 476 980 860 30.7 34.9 18 342

Egypt m 913 965 23.5 22.3 m m

Indonesia 1 836 1 187 1 260 22.8 21.4 2 81

Malaysia 11 017 991 762 21.6 28.1 15 510

Paraguay m 690 696 19.9 19.7 m m

Peru 4 282 714 TIA 28.4 28.4 6 151

Philippines 10 640 1 067 1 176 34.8 31.6 12 306

Russian Federation m 756 686 17.6 19.4 m m

Thailand 14 208 1 160 760 20.2 30.9 19 703

Tunisia 12 877 960 735 23.9 31.3 18 538

Uruguay 6 281 455 732 20.6 12.8 16 304

Zimbabwe m 753 975 37.9 29.3 m m

Lower secondary

Argentina 20 903 896 900 19.3 19.2 25 1083

Brazil 11 180 800 800 34.6 34.6 14 323

Chile 10 476 990 860 30.7 35.3 18 342

Egypt m 1 034 724 21.8 31.2 m m

Indonesia 1 836 1231 738 19.7 32.9 4 93

Malaysia* 20 076 1189 778 19.4 29.6 28 1037

Paraguay m 860 7714 10.5 11.7 m m

Peru 4 235 903 619 19.5 28.5 8 217

Philippines 10 640 1467 1176 39.8 49.7 12 267

Russian Federation m 892 686 14.1 18.3 m m

Thailand 14 208 1 167 652 23.5 42.1 22 605

Tunisia 16 467 880 548 25.8 41.4 30 638

Uruguay 6 281 1 369 712 13.7 26.3 16 458
 

Source: OECD/UNESCO WEL,Table 36 in Annex A4.



105

TEACHERS TOMORROW [R@HINGusa4

 

 

Box 2.4. How to readTable 2.3

This box provides the definitions and methods underlying the analysis in this section.

Intended instruction timefor students measures the numberof hoursof instruction to be received by

students as defined in the national curriculum guidelines, regulations or otherofficial statements

governing the education system.

The designated teaching hours requiredfrom teachers measure the total numberof hours for which full-

time teacher is expected to teach groupsorclasses of students per year, according to formalpolicy.

Theratio ofstudents to teaching staff(the student-teacher ratio) measures the numberofstudents enrolled

relative to the numberof teachers employedat a given level of education. This ratio should not be

confused with class size, which takes into accountthe respective amountsof time that teachers and

students spend in the classroom.

Class size is estimated by dividing the total numberof hoursof instruction received by students by

the total numberof hoursof teaching delivered by teachers. The formula below shows howclass

size depends on the three factors mentioned above, increasing with higher student-teacherratios,

longer intended annual hoursofinstruction for students, and lowerteaching loads for teachers.

___ annualtotal of hours of instruction received by students
Class size = 

annual total of hours of instruction delivered

numberof students * intended annual hoursof instruction per student
 
number of teachers * designated annual hours of teaching required from teachers

tudent-teacher ratio * intended annual hoursof instruction per student
= student-teacherratio 

designated annual hours of teaching required from teachers   
As shownbythe data in Table 2.3, countriesdiffer widely in their treatment

of the basic determinants of educational costs.

* At the lower secondarylevel, for example, Brazil, Indonesia and Peru offer

low salaries, which tends to reduce educationalcosts.

* InArgentina and Uruguay, smallclass sizes tend to increase educationalcosts.

* Tunisia hashigh salaries and low teaching hoursbutlargeclasses.

* The Philippines are characterised by high numbersof hoursofinstruction

for students, a heavy teaching load andlarge classes (with higher salaries at

primarylevel).

* Peruhaslow salaries, low student instruction hours and low teaching hours

(with smaller classes at secondarylevel).

* Brazil has low salaries and low student instruction hours.

* InThailand, low teaching hours are compensated bylargeclasses (with higher

salaries and longerinstruction time at primarylevel).
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Uruguay compensates

small primary-level class

sizes with a low number

ofhours ofinstruction.

Thailand compensates a

high numberofhours of

instruction with bigger

class sizes.

The following shows how these basic structural characteristics of education

systemstranslate into higher or lower teaching costs per student. In order to

assess national policy choices, some sort of benchmark is needed for the

purposes of comparison. In the analysis which follows, the average of the

WEI countries has been chosen as this benchmark, not because it has any

inherent normative value, but simply because education systems in WEI

countries are sufficiently diverse for the average to provide a convenient

reference point from which toassess national policy choices.

Using theWEIaverage as a benchmark,the difference betweenthe statutory

teachers’ salary costs per studentin each of the countries and the average of

all theWEI countries is decomposedinto four components that measure how

much more (or less) than the average is spent per student on significant

determinants of educationalcosts: the level of statutory salaries for teachers

after 15 years’ experience, hoursofinstruction per studentper year, designated

number of teaching hours per year, and class size. Statutory salaries after

15 years’ experience are then usedas thebasis for examining the effects on

teachers’ salary costs of the various structural characteristics of national

education systems. Class size has been estimated as described above.A fifth

component(“two or moreof the other factors taken together”) summarises

the joint effects of two or moreof the preceding four factors.

At the primarylevel, the Philippines and Uruguay are countries with similar

teachers’ salary costs per student (306 and 304 PPP dollars per year respec-

tively). While the numberofhoursofinstruction for students is much higher

in the Philippines than the average (1 067 hours per year) and the numberof

studentsperclass is around theWEI average (31 compared to 29), in Uruguay

the numberofhoursof instruction for students is the lowest among theWEI

countries (455 hours), which reduces the cost per student in Uruguay by

about 176 PPP dollars. On the other hand,average class sizes in Uruguay are

the lowest in the WEI countries (13 students per class), which reduces the

workload of teachers but adds 396 PPP dollars to costs per student.

Argentina and Thailand, which have annual teachers’ salary costs per primary

student of more than 500 PPP dollars, are at the higher end of the scale of

costs. The two countries make different decisions, however, about the number

of hoursofinstruction for students, and aboutclass sizes. While annual hours

of instruction for students, 1 080 hours, are comparatively high in Thailand

(increasing the salary costs per student by 97 PPP dollars), in Argentina, they

are comparatively low (729 hours), reducing the salary costs per student by

70 PPP dollars. The pattern of class sizes has the reverse effect on costs. In

Thailand, class sizes are slightly above theWEIaverage, helping to reduce the

salary costs per student by more than 40 PPP dollars, while in Argentinaclass

sizes are well below the WEI average (22 students perclass), increasing the

salary costs per student by 81 PPP dollars.
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Figure 2.16

Contributions of various factors to in/decreasing statutory teachers’ salary

cost per studentrelative to the WEI average, 1999
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Countries are ranked by country statutory cost per student.

Source: OECD/UNESCO WEI,Table 35 in Annex A4.
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Table 2.4

Contributions of various factors to in/decreasing statutory teachers’

salary costs per student relative to the WEI average

(after 15 years’ experience, in PPP dollars, 1999)
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Primary

Argentina 352 126 -70 24 81 -10 504

Brazil 352 -75 -43 29 -30 8 242

Chile 352 53 27 2 -78 -15 342

Indonesia 352 -282 107 -111 95 -82 81

Malaysia 352 73 31 47 -11 16 510

Peru 352 -187 -§3 53 -24 9 151

Philippines 352 59 61 -93 -49 -24 306

Thailand 352 197 97 48 -42 49 703

Tunisia 352 145 19 62 -46 4 538

Uruguay 352 -110 -176 64 396 -222 304

Lower secondary

Argentina 479 382 -85 -63 365 5 1083

Brazil 479 -19 -127 -11 -10 11 323

Chile 479 -48 -44 -44 -20 17 342

Indonesia 479 -404 62 28 14 -86 93

Malaysia 479 348 44 2 68 95 1037

Peru 479 -305 -82 98 117 -91 217

Philippines 479 -41 166 -161 -153 -24 267

Thailand 479 106 34 95 -94 -16 605

Tunisia 479 199 -92 204 -88 -64 638

Uruguay 479 -220 123 47 136 -106 458
 

Source:ODECD/UNESCO WEI.

Argentina At the lower secondarylevel, Argentina and Malaysia show the highest annual

counterbalances high salary costs per student, 1 083 and 1 037 PPPdollarsrespectively. InArgentina,

salaries with high high salaries are counterbalanced by comparatively high teaching hours

teaching hours. (900 hours per year), while in Malaysia, the teachingloadis slightly below

theWE] average (778 hours per year). In Malaysia, class sizes are smaller than

the average (29 students per class compared with an average of 33), while in

Argentina they are almost half the average (19 students perclass), reducing

the workload of teachers but adding 68 and 365 PPP dollars respectively to

salary costs per student.
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Box 2.5

How to read Table 2.4

Expenditure per student on teachers’ salaries can be estimated from teachers’ salaries, students’

hoursofinstruction, teachers’ hoursofteaching,andclass size, calculated on the basis of student-

teacherratios.

This figure shows how the different factors influence expenditure in each country.It illustrates

the effect on salary costs of each individual factor in turn, by showing the national value for that

factor and assuming that all other factors are at the WEI average level.

Column I shows expenditure on teachers’ salaries per student,if all four factors are at WEI

average level.

Column 2 showsthe effect on teachers’ salary costs per student if students’ hoursof instruction,

teaching time andclasssize are at theWEIaverage, but teachers’ salariesare at the nationallevel.

Since higher teachers’ salaries lead to an increase in costs per student, a positive value indicates

that salaries are above theWEIaverage. For example, Table 2.4 indicates that for lower secondary

teachersinArgentina, higher than average teachersalaries add PPP dollars 382 to theWEIaverage

of PPP dollars 479 of statutory teacher salary per student enrolled. Conversely, a negative value

indicatesthat salaries are below theWEI average.In Brazil, for example, below-average statutory

teacher salaries reduce theWEI average of PPP dollars 479 by PPP dollars 19.

Column 3 showsthe effect on teachers’ salary costs per student if the other three factors are at

theWEIaverage, but the numberofhoursofinstructionis at the national level. Since more hours

of instruction per student lead to an increase in costs per student, a positive value indicates that

hours of instruction are above the WEI average. While higher than average statutory teacher

salaries add to the costs per lower secondary student in Argentina, fewer than average hours of

instruction reduce the average costs per student by PPP dollars 85.

Column 4 showsthe effect on teachers’ salary costs per student if the other three factors are at

theWEIaverage, but the numberofteaching hoursis at the national level. In this case,if teachers

teach more hours, costs per student decrease. A positive value therefore indicates that teaching

hours are below the WEIaverage.

Column 5 showsthe effect on teachers’ salary costs per student if the other three factors are at

theWEIaverage,butclasssize is at the nationallevel. Again, since costs increaseiffewer students

are in a class, a positive value indicates thatclass sizes are above the WEIaverage.

Column 6 showstheresidual value dueto the interaction of all four factors.

Column 7 showsthe teachers’ salary costs per student for each country. This is the sum ofcolumns

1 to 6.  
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In Chile and the

Philippines, comparatively

high statutory salariesfor

primary teachers are

compensated by a high

numberofteaching hours

or larger than average

classes, while in Thailand

high salaries are combined

with large classes and/or

light teaching loads.

In some countries, a lower

than average teaching

load is compensated by

larger class sizes, while in

other countries, smaller

than averageclass sizes

add to a light teaching

load, increasing the

salary costs per student.

In Chile, the Philippines,

Thailand and Tunisia,

larger class sizes reduce

teachers’ salary costs per

student.

In Argentina, Thailand and Tunisia, annual statutory salaries for primary

teachers (not including bonuses) are the highest in theWEI countries, between

12 377 and 14 208 PPPdollars. In Argentina, morethan half of this effect on

salary costs per student is compensated by lower than average hours of

instruction for students, while in Thailand andTunisia, onefifth and one third

respectively of this effect is counterbalanced by slightly larger than average

classes. Amongother countries withrelatively high salaries, Chile compensates

its high salary costs by larger than average classes while in the Philippines

large classes and higher than average teaching load balance the teachers’ payroll

effect. Conversely, in Thailand, high salary costs are compoundedby higher

than average hoursof instruction and lighter teaching load.

In Indonesia, Peru and Uruguay,the salary levels of primary teachers are the

lowest in the WEI group (not including bonuses), between 1 836 and

6 281 PPP dollars. In Indonesia, low salaries are combined with a heavier

than average teaching load (1 260 hoursper year), which reducessalary costs

per student by 111 PPP dollars, while in Peru and Uruguay,low salaries are

counterbalanced by lower than average teaching loads.

In Thailand,Tunisia and Uruguay, annual teaching hoursat both the primary and

lower secondarylevelare relatively low (between 732 and 760 hours); as a result,

moreteachers are required to cover the total demand for teaching. This adds

significantly to salary costs per student (at the primary level by between 48 PPP

dollars in Thailand and 64 PPP dollars per student in Uruguay). In Uruguay,

smaller than averageclasssizes addto this effect, whereas inThailand andTunisia

larger class sizes compensate for the lower teaching load.

At the other end of the spectrum are Indonesia and the Philippines, where

teachers are required to teach for more than 1 150 hours per year. This adds

to the burden on teachers but releases resources for other purposes. In the

Philippines, larger than averageclass sizes exacerbate the high teaching load.

In Chile, the Philippines, Thailand and Tunisia, class sizes are comparatively

high, above 30 studentsat the primary level and between 35 and 50 students

at the lower secondary level. As a result, salary costs are reducedin all of

these countries, in the case of Chile at the primary level by 78 PPP dollars

and in the case of the Philippines at the lower secondary level by 153 PPP

dollars. Resources are thus released for other purposes, including increasing

the general salary level of teachers.

CONCLUSIONS

Rising enrolmentrates, in some cases combined with an expanding population

of school age, are increasing the demand for new teachers in many WEI

countries, most significantly often in those with the lowest levels of economic
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development. Thishas significant implications not only for teacher training

and recruitment butalso for the financial resources which countries need to

invest in education if they are to achieve universal education for all children

of primary-school age and to increase, or merely to maintain, current

enrolmentrates in secondary education.

Andyet, despite an increasing population of secondary-schoolage, the next few

decadeswill provide a unique window of opportunity for manyWEI countries

to improvethe quality of educationalservices. Because of demographic changes,

whichare already having an impact onthesize of the cohorts of primary-school

age, the proportion ofpeople of workingage will grow faster over the next few

decades than that of children in manyWEI countries. Before the decliningratio

ofchildren to active workersis eventually overtakenby therising ratio ofretired

people to workers, countrieswill have an increasedability to mobilise resources

for services including education, makingit easier to fund better education systems.

Policy makers can use this opportunity to shift the focus from expanding the

coverage ofthe education system to improving the quality ofeducational provision

and outcomes,including reducingthe, in someWEIcountries,still high proportion

of over-age students, repeatersor late entrants enrolled in primary education.

To provide tomorrow’s world with the knowledge and skills on which

economic andsocial progressso critically depends, educational institutions

will need to respondto change,and teacherswill need to develop and deliver

educational content in ways that meet the needs of tomorrow’scitizens. The

expectations on teachers are high and varied. They need to be expertsin the

field whichis reflected, amongother things, in the increasing level of academic

qualifications required of them. The way in which teachers themselves access

knowledge mustalso change, since they will need to update their expertise

continually to respond to the changes in demandsthey face. Subject matter

expertise must be complemented with pedagogical know-how,with a focus

on the transmission of a range of high-level skills, including motivation to

learn, creativity and co-operation. In some WEI countries, technologyis

beginning to becomea new feature ofprofessionalism in teaching, requiring

an understanding ofthe pedagogical potential of technologyandthe ability to

integrate it into the teaching-learning process. Finally, professionalism in

teaching can also no longer be seen as an individual competence, but must

include the ability to function as part of a “learning organisation” and the

capacity and willingness to move in and out of other careers and experiences

that can enrich teaching ability.

Educational policy-makers must ensure that the investment madein teachers

is sufficient and proportionate to the demandsplaced upon them. This means

both that the qualifications of the teaching force must be adequate and that

the salaries and working conditions ofteachers mustbesufficiently competitive

to attract people with the desired qualifications into the teaching profession.
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This chapter has examined someofthe challenges andpolicy choices that countries

face in the striving for providing quality educational servicesforall.

Many countries seek to address these challenges through providing better

and more advanced teachertraining. In the same way as OECD countries,

virtually all the WEI countries supplying data now train their prospective

primary teachersat tertiary level, either in universities, other post-secondary

non-university institutions or special teacher training institutes. However,in

manyWEI countries only a fraction of the existing teaching force meets the

requirements that governments have set for new entrants to the profession,

with discrepancies being most notable in those countries which have upgraded

qualification requirementsfor teachers only recently. In manyWEI countries,

new qualification requirements will continue to place current tertiary

education systems under somepressure.

Salaries and career prospects are, broadly speaking, the material incentives

offered to teachers. The balance between what is required of teachers and

whatis offered to them hasa significant impact on the composition of the

teaching force and the quality of teaching. Attracting skilled individuals and

retaining them in the teaching profession is an essential prerequisite for

ensuring high-quality education in the future. While uniform salary scalesare

transparent and simple to administer, they do not help to motivate teachers

to perform at their best, nor do they help to solve problemsof shortages of

teachersin certain subjects or in rural areas. Amongthe policy options that

manyWEI countries have not yet fully exploited are additional bonusesas a

meansof adjusting the remuneration of teachers withoutaltering the basic

governmentscales. Such adjustments may serve different aims, such as

rewarding teachers whotake on responsibilities or duties beyond statutory

norms, attracting better candidates to the teaching profession, encouraging

teachers to improve their performance, or attracting teachers into subject

areas where demandis greater than supply, for example science and

mathematics, or to rural locations where thereis a scarcity of applicants.

At the same time, the paymentofbonuseswill have to be considered carefully

and its impact evaluated from case to case since there is evidence that it may

elicit responses from teachers that have an effect opposite to that which is

intended, impairing schooleffectiveness and hence student achievement. For

example, performance-basedpay is intended to encourage teachers to work

harder. However, performance-based pay schemesfrequently place individual

teachers in competition with each other; they may then be reluctantto share

with their colleagues the new ideas and successful practices which they

discover. They may also compete among themselvesfor the best classes, or

may encourage slow learners to drop out of school. The examples for

performance based pay that have been discussed in this chapter do, however,

show that the challenges ofdesigning effective salary schemescan be addressed.
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Material incentives for teachers are not the only factors in the equation for

improving the quality of education. If the working conditionsfor the teaching

force and their associated costs are to be judged accurately, the various

indicators discussed in this chapter need to be considered in combination

rather thanin isolation. In other words, when governments decide on their

education budgets, they need to make trade-offs between factors such as the

level of teachers’ salaries, the size of classes, the number of teaching hours

required of teachers and the intended instruction time for students.

Somecountries seek to increase the competitiveness of teacher salaries and/

or to raise participation levels by increasing student-teaching staff ratios,

sometimes in combination with the integration of new technologiesin the

teaching-learning process. However, while in some WEI countries this may

be a viable option to improvethe effectiveness of education systems, in other

WEI countries student-teacher ratios already exceed 40 students per full-

time equivalent teacher sothat, in these countries at least, it will be difficult

to respondto the increased demandfor teachers by raising student-teaching

staff ratios further withoutrisking a deterioration in the quality of educational

provision.

The chapterhasillustrated that, even among countries with similar teachers’

salary costs per student,there are different policy choices about other matters.

Uruguay, for example, compensates small primary-level class sizes with a

low numberof hoursof instruction. Thailand compensates a high numberof

hoursofinstruction with bigger class sizes. Argentina counterbalances high

salaries with high teaching hours at the secondary level. In Chile and the

Philippines, comparatively high statutory salaries for primary teachers are

compensated by a high numberofteaching hoursorlarger than averageclasses,

while in Thailand high salaries are combined with large classes and/orlight

teaching loads. In some countries, a lower than average teaching load is

compensated by larger class sizes, while in other countries, smaller than

average class sizes add to a light teaching load, increasing thesalary costs per

student. Finally, in Brazil, Chile, Malaysia, Peru, the Philippines, Thailand and

Tunisia, larger than average class sizes reduce teachers’salary costs per student.

These examplesillustrate that there are a numberof different “models” of

how instruction is organised and what elements of instruction are to be

emphasised. The question of which modelis better is a natural one, but not

entirely appropriate. Each education system is a working system, which to a

greateror lesser degree hassatisfied the requirementsofits society. The dif-

ferent “models” discussed in this chapter represent a long history of decisions

taken nationally and are subject to a certain inertia that makesit difficult to

introduce substantial changes overnight,if for no other reason than that some

features of the system are often subject to negotiation in the framework of
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collective bargaining agreements. The success of a “model” may also depend

onless quantifiable characteristics ofthe education system,such as the teaching

methodsused or the extent ofremedialhelp available. The interplay between,

for example,class size and teaching methodsis far from clear. Small classes

may mean that moreattention to individual studentsis possible, but in the

absence ofcurriculum reform orofa change in teaching practices, for example,

the expected benefits may not be forthcoming.

While it is difficult to assess the effectiveness of the different “models”, the

analysis has shownthat there is room for policy choices andthat international

comparative analysis can be a useful instrumentfor informing the debate. To

advance the debate and to determine which choices lead to optimal returns

on educational investments,it will be importantto link the structuralfeatures

of education systems to the learning outcomes they produce. This remains

one of the most important objectives for the future of theWEI programme.

The OECD Programmefor International StudentAssessment(PISA), through

which OECD countries and manyWEIcountries seek to monitor the outcomes

of education systems on a regular basis and within a commoninternational

framework,is one of the efforts that may contribute to this goal andassist

policy-makers in the preparation of young people for adult life at a time of

rapid change and increasing global interdependence.
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ARGENTINA

Prepared in co-operation between the OECD, UNESCO

andthe Instituto para el Desarrollo de la Calidad Educativa (IDECE)

In comparison with the situation in other WEI countries, economic and demographic conditions in

Argentina should favour further educational improvement. GDP per capita, 11 524 PPP dollars, is

about twice theWE]average and higher than that of some OECD countries. Argentina alsohasthefifth

lowest school-age population ratio amongWEI countries, with only 28 per cent of the total population

in the age group 5 to 19 years. This meansthat investment in education translates into relatively high

expenditure per student.

An Argentinian five-year-old child can currently expect 14.2 years of schooling(all levels of education

combined), which is 1.5 years above the WEIaverage and only 2.5 years below the OECDaverage.

Teaching conditions in Argentina, as measured by theWE]indicators, are comparatively favourable. The

average class size in lower secondary educationis the third lowest among theWEI countries, 19 students

perclass. This is well below theWEIaverage of 29 students per lower secondaryclass and comparable to

average class sizes in OECD countries. The teaching load in Argentinian primary education, 810 hours

per year, is roughly comparable to the OECD average and well below the WEIaverage.

However,the indicatorsalso reveal somesignificant challenges facing the Argentinian education system.

Thereis still a wide discrepancy between current qualification requirements for new teachers and the

qualifications of the existing teachingstaff, with only 65 per cent of the teaching force at the primary

level holding a tertiary-level qualification, the fifth lowest proportion among the WEI countries. This

relatively low ratio of tertiary training is partly a result of the extension of compulsory education from

seven to ten years and the subsequentincrease in enrolmentsat the higher levels of education, which has

tended to divert the most highly qualified teachers away from the lowerlevels of education.

Thelow level of teachers’qualifications is matched by comparatively lowsalaries. Statutory salaries, despite

beingrelatively high in absolute terms in comparison with otherWEIcountries (13 327 PPP dollars including

bonuses), are amongthe lowestin relation to GDP per capita. While Argentinian primary teachersreceive

statutory salaries that are only 1.2 times GDPpercapita, theWEI average is 1.9 times GDPpercapita.

For data see Annex A.4.
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BRAZIL

Prepared in co-operation between the OECD, UNESCO,Ivan Castro DE ALMEIDA

and Maria Helena GUIMARAES DE CASTRO

Brazil underwentstriking demographic changes during the last quarter of the 20 century. The annual

rate of population growth halved during this period, with the result that the school-age populationis

expected to decline over the period 2000 to 2010 by 3 percentage pointsin the age group 5 to 14 years

and by 8 percentage points in the age group 15 to 19 years. Brazil should thussee its school-age population,

at 33 per cent currently above the WEI average, decrease in the medium term.In the meantime, with

GDP per capita at 6 524 PPP dollars, Brazil has a comparatively high level of national incomeat its

disposal to respondto the above-average demandfor education.

The decrease in the numberof children, coupled with policies aimed at improving enrolmentrates, has

led to a significant increase in school expectancy: A Brazilian five-year-old child can expect an average of

14.9 years of schooling(all levels of education combined), well above theWEI average (12.7 years) and

only 1.5 years below the OECD average. However, high levels of enrolment are accompanied by very

high rates ofrepetition — 25 per cent at the primarylevel, and 15 and 18 per cent at the lower and upper

secondarylevels, respectively.

Onechallenge facing the Brazilian education system is the comparatively low level of qualifications

among the teaching force. Fewer than 22 per cent of primary teachershold a tertiary qualification, the

third lowest rate among theWEI countries and well below theWEIaverage of 64 per cent.Thesituation

looks somewhatbetterat the secondary levels, with 76 per cent of lower secondary teachers and 89 per

cent of upper secondary teachers holding a tertiary-level qualification.

Brazilian teachers face comparatively demanding working conditions. The averageclasssize, 35 students,

is high compared with the averages of 32 in the WEI countries and 20 in the OECD countries. The

teaching load, despite being at the OECDaveragelevel (800 hoursperyear), is the fifth highest among

the WEI countries.

Teachers’salaries in Brazil are among the lowest in the WEI group,both in absolute termsandrelative to

GDPpercapita. In absolute terms, primary teachers’ salaries after 15 years’ experience, 7 191 PPP dollars,

are two thirds oftheWEIaverage and only a quarter ofthe OECDaverage. Similarly, the average salary after

15 years’ experienceis only 1.1 times GDPpercapita,just over half oftheWEIaverage (1.9 times GDP per

capita), and close to the ratio of 1.3 in the OECD countries.

For data see Annex A.4.
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CHILE

Prepared in co-operation between the OECD, UNESCO, Paula DARVILLE and Vivian HEYL

Chile has the second highest GDPpercapita (8 765 PPP dollars) among theWEI countries and a below-

average proportion of the population of school age (5 to 19 years): 27 per cent. Given this comparatively

favourable situation of demandandavailable national income,it is not surprising that participationrates,

expressed in school expectancy, are above theWEI average. However, at 14.3 years, school expectancy

in Chile is still two years below the OECD average and also lower than those of three WEI countries

with lower GDPpercapita. Furthermore, school expectancy does not provide a measure of the quality

of educational provision, and it should be noted that the mathematics achievement of students at the

8th-grade level in Chile is lower than that in OECD and WEI countries with comparable data, except

the Philippines and Indonesia.

The Chilean teaching force hasa high level of pre-service training. Over 90 per centofall teachers at

primary to upper secondarylevels hold a tertiary qualification. New teachers are required to possess a

tertiary-type A degree. Special emphasis is given to pedagogical studies, particularly for primary and

lower secondary teachers.In fact, four out of 4.5 years of tertiary studies for teachers are devoted to

pedagogical studies and teaching practice, far more than in any otherWEI and OECDcountry.

Teaching conditions in Chile are characterised by a combination of comparatively highsalaries, average

teaching hours and above-averageclass sizes. The underlying determinants are comparatively high student-

teacher ratios, combined with an above-average numberof hoursof instruction. These factorsresult in

class sizes of around 35 in lower secondary education, well above the OECD average of 19.8. Only three

WEI countries show higher class sizes.

Salaries are uniform for primary and secondary teachers. After 15 years’ experience, the average teacher’s

salary is 15 868 PPP dollars (including bonuses), the highest among the WEI countries. However,this

needsto be seen in the context of a high level of national income. Thestatutory salary after 15 years’

experienceis no higher than the WEIaverage, 1.9 times GDPpercapita.

Merit awardsfor teachers can form significant element ofteachers’ salaries in Chile, however, accounting

for increases of up to 51 per cent over the basic salary. The national system of performance evaluation

for public schools (SNED) provides merit awardsfor teachers onthebasis of the school’s performance

on an index of achievement.This index chiefly includestest scores obtained in Spanish and mathematics,

but takes account ofimprovements since previoustests. An annual award schemehasalso been introduced

for outstanding teachers. Finally, there is a hardship allowance for teachers in schools with particular

difficulties, such as remote locations, an unsafe environment,or a particularly high proportionofstudents

with social problems.

For data see Annex A.4.
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CHINA

Prepared in co-operation between the OECD, UNESCO and Zhi Hua LIN

Despite a comparatively low level of national income (GDPpercapita is 3 345 PPP dollars, about 40 per

cent below the WEIaverage), China has shownthe fastest economic growth ofallWEI countries, with

an annual growth rate of 7.8 per cent in 1998. At the same time, China’s school-age population ranks

third lowest amongWEIcountries, only 26 per cent of the total population being in the age group 5 to

19 years. The numberofchildren of primary-schoolage is expected to decrease by a further 15 per cent

in the next decade.

Rising national income, together with declining demographic demand,will provide an opportunity to

improve access to education at the secondary levels of education. Currently, a Chinese five-year-old

child can only expect 10.1 years of schooling (all levels of education combined), and gross entryrates in

secondary education are the second lowest among the WEIcountries. In China, only 80 per cent of an

age cohort move on to lower secondary education, 43 per cent enter upper secondary programmes, and

as few as 13 per cent reach the tertiary level of education.

At the same time, China’s education system showsa high degree ofinternalefficiency, with very low

grade repetition rates (0.8 per cent at the primary level and 0.1 per cent at the lower secondarylevel),

and a graduation rate in upper secondary education, 37 per cent, that is very close to the entry rate of

43 per cent.It should also be noted that 56.6 per cent of secondary students are enrolled in vocational

programmes, making China’s education system the second most vocationally oriented among the WEI

countries, after that of Egypt.

Currently, only 12.8 per cent of primary teachers, and just over half of lower secondary teachers, hold

a tertiary qualification. However, upper secondary teachers almostall have a tertiary qualification. In

theWEI and OECD group,Chinais the only country with a majority ofmale primary and lower secondary

teachers. This current gender balance appears to be changing, however, women being in the majority

among younger teachers. A high proportion of teachers are below 30 years of age, one third at the

primary level and almosthalf at the lower secondarylevel.

For data see Annex A.4.
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EGYPT

Prepared in co-operation between the OECD, UNESCO and Mohamed Abdul Salam RAGHEB

A comparatively low level of national income (3 263 PPP dollars, about 42 per cent lower than theWEI

average), coupled with an above-average school age population (36 per cent of the total population

being in the age group 5 to 19 years), represents a challenging economic and demographic environment

for educational improvement. However,the school-age populationis expectedtostabilise in the coming

yearsin the age range 5 to 14, and to increaseonlyslightly, by 3 per cent, in the age group 15 to 19 years.

As a result, Egypt’s recent efforts to expand educational access and participation should allow school

expectancy for five-year-old childrento rise from its current level of 11 years, whichis 1.7 years below

theWEI average and 5.7 years below the OECDaverage.

A major challenge ahead for Egypt is to enhance the training of its primary teachers, fewer than a

quarter of whom currently hold a tertiary qualification (the WEI average being 64 per cent). This issue

is already being addressed:an extensive in-service training programmewasintroduced during 1999 and

2000, mainly by meansofdistance learning, with the aim of updating the pedagogical skills of teachers

and introducing them to the use of technologies in the classroom.

The internal efficiency of the education system rises markedly with the level of education. Repetition

rates drop from 9.7 per cent at the lower secondarylevel to 3.5 per cent at the upper secondarylevel.

The vocational orientation of Egypt’s upper secondary education also affects the qualifications structure

of the teaching force. A higher proportion of Egyptian teachershave a tertiary qualification at the lower

secondary level (89 per cent) than at the upper secondary level (76.3 per cent). Disaggregation by

programmeorientation showsthat in upper secondary general programmes, 97.4 per cent of teachers

possess a tertiary qualification, whereasthis rate drops to 64.8 per cent in pre-vocational and vocational

programmes .

Primary teachers have a teaching load of 965 hoursperyear. This is higher than both the WEI average

and the required hoursof teaching for secondary teachers. The averageclass size at the primarylevel,

22.3 students, is comparatively low, but this national average hides considerable variations between

areas of the country and between subjects. Secondary teachers have a smaller teaching load (724 hours

per year) butlarger classes, 31.2 students on average.

For data see Annex A.4.
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INDONESIA

Prepared in co-operation between the OECD, UNESCO and Ade CAHYANA

After a phase ofsteadily declining population growth in Indonesia between 1970 and 2000,the proportion

ofthe population at the age ofprimary and lower secondary education has now reached theWEIaverage.

However, while decreasing demographic pressure opens up opportunities to improve the education

system, financial resources remain limited. The Asian economiccrisis and the ensuingpolitical instability

in the country contributed to a decline in GDP per capita between 1997 and 1999 from 3 091 to

2 626 PPPdollars, one of the lowest among theWEI countries.

The mostpressing issue is to widen access to education. School expectancyis the lowest amongallWEI

and OECDcountries. A five-year-old child can expect to enrol in formal education for only 9.7 years,

three years less than theWEIaverage.Besides this, mathematics achievement, as measured in the TIMSS

1999 assessment, is comparatively low (403 points), althoughstill higher than in Chile and the Philippines.

At the primary level of education, the percentage ofteachersholding a tertiary qualification in Indonesia,

41 per cent, is below theWEI average of 64 per cent. By contrast, virtually all secondary teachers hold

a tertiary qualification. Furthermore,all new teachersat the primary level are now required to hold a

tertiary-level qualification (ISCED 5A or 5B), earnedafter a three or four-year programmeprovided by

a teacher training institute and including subject-matter instruction, pedagogical instruction and six

months of teaching practice.

Teachers’ salaries, which were already relatively low before the 1997 economiccrisis, have dropped

furtherin recent years.With annualstatutory mid-careersalaries (including bonuses) of 2 938 PPP dollars

in primary and lower secondary education, and 3 537 PPP dollars in upper secondary education,

Indonesian teachers’ salaries are the lowest among the WEI countries. Starting salaries show an even

wider gap. Teachers’ salaries are also low when compared with national income,teachers with 15 years’

experience being paid the equivalent of 1.1 times GDPpercapita.

Whereassalariesare relatively uniform across the levels of education, the working conditions of primary

and secondaryteachersdiffer markedly. While the workload ofprimary teachers (1 260 hours per year)

is by far the highest among the WEI and OECD countries, it is below the WEI average in the case of

secondary teachers (738 hoursper year). On the other hand, primary teachersteach classes that are one

third smaller than those of their lower secondary colleagues (class sizes at the lower secondary level

being around the WEIaverage).

The Indonesian teaching force is very young compared with those of mostWEI and OECD countries.

Fifty-two per cent of primary-school teachers are younger than 30 years of age, and 85 per cent are

under 40 yearsof age. Thesituation is similar at the secondarylevel.

For data see Annex A.4.
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JORDAN
Prepared in co-operation between the OECD, UNESCO,JehadJamil Abu EL-SHAAR and Maen MUHAISIN

Jordanfaces a sharply rising demographic demandfor education. An already high proportion of school-

age children (38.5 per cent of the total population are in the age group 5 to 19 years) is expected to

increase by more than 25 per cent, with a significant impact at both the primary (+26 per cent) and

secondary (+28 per cent) levels of education. At the same time national income, 3 714 PPP dollars, is

33 per cent below the WEI average.

A Jordanianfive-year-old child can expect 11.6 years of schooling(all levels of education combined),

one year below theWEIaverage. Jordan provides comparatively good learning conditions, with a qualified

teaching force and relatively small classes. More than 99 per cent of primary and lower secondary

teachers hold a tertiary qualification, more than in many other WEI countries with higher GDP per

capita. An average of 22 studentsperclass at the lower secondarylevel takes Jordan closer to the OECD

average (20) than to the WEIaverage (32).

Besides teaching smallclasses, Jordanian teachers have the fourth lowest workload amongWEIcountries,

745 teaching hoursperyearatall levels, significantly below the OECD (800 hours) andWEI (869 hours)

averages.

Teachers’ salaries are close to the WEI average (10 800 PPP dollars) at the primary level, but 19 to

25 per cent below theWEIaverage at the secondarylevel. However, Jordanianteachers’ salaries compare

well in terms of GDPpercapita, being 2.9 times average GDP per capita, more than in most WEI

countries.

Teachers’ salaries are uniform acrosslevels of education in Jordan, averaging 10 652 PPP dollars. They

increase with experience, but not with level of qualifications, although qualifications can still speed up

the promotion process. For example, a Master’s degree allowsa teacher to reach the topofthe scale two

years earlier than a teacher holding only the minimum Bachelor’s degree.

For data see Annex A.4.
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MALAYSIA

Prepared in co-operation between the OECD, UNESCOand Khalijah MOHAMMAD

With GDPpercapita 45 per cent above theWEI average (8 057 PPP dollars), Malaysia hasthe financial

resources to respondto rising demand for education, much of which is due to demographic growth. An

already above-average proportion ofschool-age childrenin the population is expectedto increase sharply.

The numberofchildren at the age of upper secondary schooling, for example, is expected to rise in the

next ten years by 19 per cent.

A five-year-old child can expectto be enrolled in schooling for 12.5 years, just below theWEIaverage.

At the sametime, the achievementof 8th-grade students in mathematics is higher than the TIMSS 1999

international average (519 points compared with the average score of 487 points), with Malaysia

outperformingall but one of the WEI countries that participated in the TIMSS 1999study.

Almostall Malaysian teachers have received a tertiary-level education. At the primary level, 97 per cent

of the existing teaching force hold a tertiary-type B qualification, and 96 per cent of teachers in lower

and upper secondary education are university-level graduates.

With a teaching load of between 762 teaching hoursperyearat the primary level and 778 hoursat the

secondary level, Malaysian teachers not only teach fewer hours than the WEIaverage, but also fewer

than the OECD average. Class sizes of between 28 and 30 students are just above the WEI average in

primary education and below the WEIaverage at the lower secondary level. Although they are higher

than the OECDaverage, they are much lowerthan those in Korea, one ofthe two Asian OECD countries.

There are significant differences in teachers’ salaries between the primary and secondary levels of

education. While the average salary for Malaysian primary teachers, 11 803 PPP dollars (including

bonuses), is just above the WEIaverage, their lower and upper secondary colleagues earn almost twice

as much, 21 568 PPP dollars, the second highest salary for upper secondary teachers among the WEI

countries. Measures aimed at enhancing teachers’ status and motivation include the revision of

remuneration and promotion schemes, appropriate allowancesandfacilities for teachers teaching specific

subjects and for those working in remote areas, and rewards for outstanding performance (up to 7 per

cent). The policy emphasis on rural schools results in more incentives being providedto teachers serving

in rural and remoteareas.

The teaching profession in Malaysia is becoming more and more a female domain. While older cohorts

of teachers are predominately male, the gender pattern has changed over time, and 70 per cent of

younger teachers and of those newly appointed are now female.

For data see Annex A.4.
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PARAGUAY

Prepared in co-operation between the OECD, UNESCO, Hilda GONZALEZ GARCETEand

Dalila Noemi ZARZA PAREDES

The demographic demandfor education in Paraguayis considerable. The proportion of5 to 19 year-olds

in the total population, 36 per cent,is already the third highest amongWEI and OECDcountries andis

expected to rise by a further 14 per cent by 2010. Changes in demand will be mostsignificant at the

upper secondary level, where the relevant age cohort is expected to increase by 21 per cent. These

figures represent the second highest growth rate among the WEI countries. With GDP per capita of

4 337 PPP dollars, the national resourcesavailable to respond to rising demandare limited.

A five-year-old can expect to be enrolled for only 11 years in formal education. Furthermore, Paraguay

has the lowest upper secondary graduation rate among theWEI and OECD countries. Besidesparticipation

rates, hours of instruction are also comparatively low. According to the curriculum, children aged

9-11 years (in primary education) receive just 660 hours ofinstruction peryear, the second lowesttotal

among the WEI countries. This is due to a double shift system, whereby students are enrolled for only

four hours per day at the primary level. The hoursof instruction increase at the lower secondarylevel,

but remain well below theWEI average.

Primary teachers in Paraguay have the second lowest numberofstatutory teaching hours among the

WEI countries, 696 hours per year, over 100 hundred hoursless than the WEI average. However,this

low teaching load doesnotfully reflect reality since most primary teachers hold two positions within

the double shift system, thus doubling their teaching hours. One implication of this double shift system

is that the teaching load in Paraguay increases with the level of education, contrary to the pattern in the

majority ofWEI countries. Lower secondaryteachersare required to teach 774 hours per year, between

the OECD andWEIaverages, while upper secondaryteachersare required to teach 870 hours, 50 hours

more than theWE] average.

The comparatively low teaching load is matched by comparatively low student-teacherratios, 19.7 at

the primary level and 9.9 at the secondary level. At the lower secondarylevel, this ratio is the lowest

among theWEI countriesand lowerthan in all but two OECD countries. Average class sizes in primary

education are estimated at 19.7, and in lower secondary at 11.7, by far the smallest among the WEI

countries.

Given the rapid growth in the student population and the extensive use of the existing teaching force

and infrastructure (due to the double shift system), it is likely that the extension of compulsory education

from six to nine years will result in an even more acute shortage of teachers in the future.

For data see Annex A.4.
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PERU

Prepared in co-operation between the OECD, UNESCO,Jose RODRIGUEZ and

Gloria Maria ZAMBRANO ROZAS

With GDPpercapita at 4 534 PPP dollars, and 33 per cent of the population in the age group 5 to

19 years, Peru has limited resources to respond to higher than average demand for education.

Nevertheless, school expectancy is above theWEI average. A Peruvian five-year-old child can expect to

stay enrolled in education for 13.9 years, longer than in any other WEI country with similar or lower

GDPpercapita, and longer than in two other countries with higher per capita resources.

The Peruvian primary-level teaching force is among the best educated among theWEI countries, with

84.7 per cent of all primary teachersholdinga tertiary qualification. Lower secondary and upper secondary

teachers have equally high levels of education. Besides a comparatively high level of formal education,

morethan three out of four primary teachers have received teachertraining. The proportion of teachers

withouttertiary education or teacher training is expected to diminish furtherin the future, since five

yearsof tertiary education, including at least 1.1 years of teaching practice, are now a requirementfor

entry into the teaching force at the primary level of education.

Teachersat the primary level work significantly fewer hours per year than theWEIaverage (774 teaching

hours per year compared with an average of 869 teaching hours). Teaching hours are even lowerthan in

most countries with higher GDPper capita. Class sizes are also smaller than in most WEI countries,

with an average of 28.5 students per lower secondaryclass.

Primary and secondary teachers make up 3.8 per centofthe total labourforce, a larger proportion than

in other countries with similar school-age populations and similar or higher GDP per capita, such as

Brazil and Paraguay. Other types of educational personnel account for a further 1.1 per cent of the

labour force.

However,the relatively small class sizes and low level of teaching hours go together with below-average

salaries. Primary teachers earn an average of 4 752 PPP dollars, less than half of the WEI average.

Moreover, teachers’ salaries do not increase with years of experience for those with minimumtraining.

In the case of teachers with an educational qualification (70 per cent of the public teaching force),

salaries increase by 28 per cent over the career, and reachthe top ofthe scale after 20 years. Even though

the earnings premium for experience is small, teachers seek to obtain educationalqualifications because

they are a requirementfor recruitment in public schools that provide a higher degree of employment

stability.

For data see Annex A.4.
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PHILIPPINES

Prepared in co-operation between the OECD, UNESCO, Ramon BACANIand Lilia ROCES

The education system in the Philippines has to cope with a large andrapidly increasingclient base. In 1999,

the school-age population accounted for 36 per cent of the total population, and it is projected that the

numberof5 to 19-year-oldswill increase by a further 10 per cent over the period 2000 to 2010. Resources

to deal with the growing demandfor educationare limited. The Philippineshas one of the lowest GDPsper

capita in theWEI sample, 3 580 PPP dollars, far below theWEI average of 5 550 PPP dollars.

It is thus not surprising that school expectancy in the Philippines is around one year below the WEI

average. In addition, the country’s achievement in mathematicsat the 8th-grade level, as assessed by

TIMSS1999,is the lowest among theWEI countries.

At the same time, upper secondary graduationrates are well above theWEIaverage, with 57 per cent of

a given age cohort completing upper secondary education. This high graduation rate may be enhanced in

part by the relatively short duration of lower and upper secondary education in the Philippines.

The level of qualifications of the existing teaching force demonstrates the national commitment to

education. The Philippinesis the onlyWEI country where, throughout primary and secondary education,

virtually all membersof the existing teaching force have completed university-level education.

The working conditions of teachers in the Philippines are characterised by an above-average annual

teaching load, above-averageclass sizes and comparatively highsalaries. Teaching time in the Philippines,

1 176 hoursatall levels of education, is between 33 and 44 per cent higher than the WEIaverage,

depending on the level of education, and is above the OECD average. The regulations stipulate that

teachers shall deliver six hours of actual teaching per day. Class sizes are the second highest in primary

education (32 students per primaryclass, on average) andbyfar the highest in lower secondary education

(50 students).

With a mid-career statutory salary of 13 715 PPP dollars (including bonuses), teachersin the Philippines

earn well above the WEI average. For primary teachers, earnings are around 30 per cent above the WEI

average andfar higherthan in many countries with higher levels of GDPpercapita. Expressed as a percentage

of GDPpercapita, teachers’ salaries are the highest among the OECD and WEI countries. Additional

compensation is paid for extra teaching hours, out-of-schoolactivities and any other activities outside what

is defined as normal duties. Such bonuses may increase the basic salary by up to 30 percent.

The Philippines’ primary teaching force has the highest proportion of older teachers among the WEI

and OECD countries. Forty-four per cent of primary teachers are older than 50 years of age. This

proportion is much smaller at the secondary level.

For data see Annex A.4.
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RUSSIAN FEDERATION
Prepared in co-operation between the OECD, UNESCOandAlexander SAVELYEV

The education system in the Russian Federation, unlike the other WEI countries, is seeing a dramatic

declineinits client base. Between 1995 and 2000 the numberofchildren ofprimary-school age decreased

by one sixth, and it is expected to fall by a further quarter over the next decade. The proportion of

childrenofprimary-schoolage is currently 22.4 per cent, the smallest proportion amongWEIcountries,

althoughstill above the OECD average.

A Russian five-year-old child can expect 12.2 years of schooling (all levels of education combined),

whichis at theWEI average. However, the TIMSS achievementtests in 1995 and 1999 indicated that the

quality of educational outcomesis comparatively high in the Russian Federation. The Russian Federation

recorded the highest score in 8'_grade mathematics achievementof all the eight WEI countries that

participated in TIMSS 1999, and came very close to the OECD average. Lowrates of grade repetition

are a further indicator of a high degree of internal efficiency in the education system.

The number of hours that primary teachers are required to teach, 686 hours peryear, is the lowest

among theWEI countries and well below the OECDaverage of 800 hours. Limited instruction time for

students is counterbalanced by comparatively small class sizes. The averageclass size of 18 studentsis

around 10 students lower than the WEI average. Student-teacher ratios, 15 students per teacherat the

primarylevel, are the lowest among the WEI countries and below the OECDaverage.

Teaching in Russia is almost exclusively a female occupation. Almostall primary teachers, 98 per cent,

are women,and evenat the secondarylevel, no otherWEI or OECD countryhas a higher proportion of

womenin the teaching force. Eighty per centofall upper secondary teachers are women.

For data see Annex A.4.
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THAILAND
Prepared in co-operation between the OECD, UNESCOandSirivarn SVASTIWAT

After the Russian Federation, Thailand has the lowest proportion of the population at school age, with

25 per centof the population in the age group 5 to 19 years, midway between the OECD (20) andWEI

(31.6) averages. In addition, the school-age population is expected to decrease by a further 10 per cent

in the age group 5 to 14 years and by 13 per centin the age group 15 to 19 years during the period

2000-2010. Despite a continuing economic downturn,Thailand’s GDPpercapita, 5 757 PPP dollars, is

still above the WEIaverage.

School expectancy in Thailand is high, 13.1 years offull-time participation, compared with the WEI

average of around 12 years. In addition, Thailand providesa significant amountofpart-time education

for adults, which accounts for nearly another five years of school expectancy. Thailand’s score in the

1999 TIMSSassessment of 8th-grade mathematics achievement, 467 points, ranked below the

international average (487 points), but placed the countryin third position amongthe eightWEI countries

participating in the study.

Thailand’s teaching force is well educated, with 82 per cent of primary teachers holding a tertiary

qualification. This is well above the WEI average, and the regulations require four years of tertiary

training (including 1.5 years of pedagogical studies and teaching practice) for new entrants to the

profession.

Teachers’ payis relatively attractive. At 14 208 PPP dollars, primary teachers’ salaries are the second

highest among the WEI countries, 31 per cent above the WEI average and muchhigher than in many

countries with higher per capita national income.When compared with GDPpercapita, teachers’ salaries

in Thailand rank third among the WEI countries, with salaries for primary teachers with 15 years’

experience equalling 2.5 times GDPpercapita, well above both the OECD average (1.3 times) and the

WEIaverage (1.9 times). Teachers’ salaries in Thailand showlittle variation with the level of education

taught, but increase with both experience (a 250 percentincrease overthefirst 15 years) and qualifications

(a 41 per cent differential between minimum and maximum qualifications).

These relatively high salaries appear all the more attractive given the comparatively low workload of

teachers, 760 teaching hoursper year in primary education, compared with an average of 800 hoursin

OECDcountries, and 869 hours in WEI countries.

These attractive working conditions are, however, offset by large classes. The average class size is

42 students at the lower secondary level, more than double the OECD average (19.8), and around one

third higher than the WEI average (32). These large classes are mainly the result of the high number of

hoursof instruction, 3 500 hoursper year, and the low teaching load of teachers.

For data see Annex A.4.
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TUNISIA
Prepared in co-operation with OECD and UNESCO

While the current proportion of the populationin the age group 5 to 19 years, 34 per cent, isstill well

above theWE]average, the numberofchildrenin this age group is expected tofall over the next decade.

This decrease began in the mid-1990s and is expected to amount to a further 5 per cent between 2000

and 2010. In termsofavailable national resources, Tunisia standsslightly above the WEIaverage, with a

GDPpercapita of 5 731 PPP dollars.

Tunisia shows an above-average school expectancy of 13.4 years, outperforming all the WEI countries

with lower GDPpercapita and, bya full year, two countries with higher GDPpercapita. This high level

of school expectancyis, however, due not only to high participation rates at primary and lower secondary

levels, but also to high rates of grade repetition. At the secondary level, the Tunisian repetitionrate is the

highest among theWEI countries. Amongothereffects, high repetition rates tend to increaseclasssizes,

which in Tunisia are already amongthe largest among the WEI countries. Mathematics achievementin

Tunisia, as measured in the TIMSS 1999 assessment, stands around the average amongthe participating

WEI countries,but is lower than the TIMSS 1999international average.

Tunisia’s investment in humanandfinancial resources is amongthe highest in theWEI countries. Public

expenditure on primary and secondary education,as a percentage of GDP,is the second highest among

theWEI countries (5.4 per cent). Similarly, Tunisia has the highest proportion of the labour forcein all

OECDandWEI countries working in primary and secondary education, 6 per cent.

The level of tertiary qualifications of the current teaching force is relatively low at the primary level

(15 per cent), but rises to 84 and 96 per cent at the lower and upper secondary levels of education

respectively. In 1999, the Ministry of Education introduced a new entrance examination for secondary

teachers (CAPES), requiring teachers to have at least a university Master’s degree. In addition, continuing

training for the existing teaching force is being given high priority in Tunisian reform efforts. Since

1991, an extensive in-service training programmehas provided an average of 30 hoursoftraining per

year free of charge for all teachers.

Teachers’ working conditionsare characterised by a below-average teaching load combined with above-

averageclasssizes. Teachers are required to teach 735 hoursperyear in primary education and 548 hours

in secondary education, the latter figure being the lowest among the WEI countries at the secondary

level. This comparatively low teaching load partly explains why class sizes are above the WEI average

despite average student-teacherratios. Class sizes are estimated at 31 students in primary education and

41 in secondary education.

The remuneration ofteachersis high in comparison with both theWEI average and GDPpercapita. A

primary teacher with 15 years’ experience earns 12 877 PPP dollars, which is 19 per cent above the

WElaverage and 2.2 times GDPpercapita. This ratio increases to 2.9 for experienced lower secondary

teachers, and to 3.4 for experienced upper secondary teachers. Teachers’ salaries have recently been

raised to match those of administrative staff with equivalent qualifications, while teachers in rural areas

have been given additional financial aid.

For data see Annex A.4.



146
 

(Q2INauwew COUNTRY PROFILES

WEI countries with

higher GDPpercapita

 

URUGUAY ff

Indicators on teachers

andteaching conditions

Student-teacherratio

(primary education)

Annual number

of teaching hours in

primary education

Class size in lower

secondary education

Statutory salary for a

primary teacher with

15 years’ experience

and minimum qualifications

Ratio ofsalary for a primary

teacher with 15 years’

experience and minimum

qualifications required

to GDPpercapita

Backgroundindicators

School expectancy for

a five-year-old

Percentage of the

population aged 5-19

GDP per capita

| A
a WEI countries with

OECD lower GDPpercapita

average

WEI average

 

 

 

 

 

 

 

Vv 1
A AMMA NIV A A A "

] ] | ]

ib) PA PAS 45 students

17.5

IX IWS A A An
Ll

600 7EY 869 1300 [aes

800

\ v. v .
. A AAT A AAAAA M A

|

i] wis 29 52 number ofstudents per class

19.8

' v v >
. A A A NA A AA

I

(i) 10820 11675 ASUUN ppp dotlars

27 600

i P K AA A KR
|

0 yee i) 4 ratio

1.3

AM KK AK ANWA yo

|

i] 12.4 i Ly 17 years

16.7

Pa NK NAKA AK A A”
|

19 oye} Bai 42 &

20

v vy >
WAM IAM A

|

i) 5 360 8 418 PW) PPP dollars

20 700



147

Country PROFILES (R@i0Nusu)

 

URUGUAY
Prepared in co-operation between the OECD, UNESCO and Mara PEREZ TORRANO

Uruguay has the third highest GDP per capita (8 602 PPP dollars) among the WEI countries and the

smallest school-age population. Only 24 per cent of the total population are in the age group 5 to

19 years, whichis closer to the OECD average (20 per cent) than to theWEI average (32 per cent).

A five-year-old child can expect to participate in formal education for 15.2 years, the second highest

figure among theWEI countries and only 1.5 years below the OECD average.

Highlevels ofparticipation are achieved despite comparatively low expenditure on primary and secondary

schools. Only 2.1 per cent of GDPis spent on educational institutions, well below theWEI and OECD

averages.

The generally favourable economic and demographic conditionsare reflected notonly in high participation

rates but also in better than average working conditions for teachers. Classes are particularly small in

primary education, with fewer than 13 students on average (abouthalf theWEI average). Theyarestill

below the WEIfigure in lower secondary education, with an average of 26 studentsperclass. Teaching

hoursare also below the OECD andWEI averages, 732 hoursperyear for primary teachers and 712 hours

for secondary teachers.

The comparatively small class sizes at the lower secondary level of education are mainly explained by

low student-teacher ratios, the lowest among the WEI countries. At the primary level, however, the

main factor behind small classes is the small number of hours of instruction. The intended number of

hoursof instruction for primary students (455 hours per year) is around half the WEIaverage.

Enhancing the initial and continuing training of teachersis one of the priorities for improving the quality

of education. The aim is to build a system of initial training and to update and upgrade the training of

existing classroom teachers, headteachers and supervisorystaff.

A tertiary qualification (ISCED 5B) is required for entry to the teaching professionatall levels ofeducation.

Its duration varies from three years for prospective primary teachers to four years for prospective

secondaryteachers.

Mid-career statutory salaries for teachers are at similar levels for primary and secondary teachers

(11 675 PPP dollars including bonuses), 1.4 times GDPpercapita at the primary and lower secondary

levels, and 1.5 times GDP percapita at the upper secondarylevel. These ratios are close to the OECD

average and below theWEIaverage. Bonusesare anessential part of teachers’ remuneration in Uruguay,

and mayincrease the basic salary by up to 85 per cent.

For data see Annex A.4.
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ZIMBABWE
Prepared in co-operation between the OECD, UNESCOand Farai CHOGA

With the second lowest GDP per capita among the WEI countries, 2 701 PPP dollars, and the largest

proportion of the population at school age, 40 per cent, Zimbabwe’s education system faces major

challenges if it is to improve provision.

It is therefore not surprising that participation in education in Zimbabweis low. School expectancyis

only 9.9 years(all levels of education combined) for a five-year-old child, almost three years below the

WElaverage. In addition, school expectancy is one year lower for girls.

At the same time, Zimbabwespendsa higher proportion of national income on educationalinstitutions

(11.6 per cent) than any otherWEI country. Expenditure per student, 768 PPP dollarsat primarylevel,

is more than six times that of Indonesia, for example, a country with similar GDP percapita. At the

secondarylevel, expenditure per student, 1 179 PPP dollars, is also more than double that of Indonesia.

The main challenge facing Zimbabweis to expand participation in education. For that purpose,it already

has a well-qualified teaching force, with 94 per cent of its primary and 99 per cent of its secondary

teachers holding a tertiary qualification.

Teachers’ working conditions in Zimbabweare characterised by above-average teaching hours (975 hours

per year at primary, and 936 at secondary level) and small classes. Zimbabwehas the smallest average

class size of the WEI countries at the lower secondary level, 16.5 students, which is below the OECD

average of 19.8 and only just over half the WEI average. At the primarylevel, the average class size in

Zimbabwe(29.3)is slightly higher than theWEI average (25.9).

For data see Annex A.4.
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These annexes provide the data used in this publication as well as

important information on the definitions and methods underlying

these data. The full documentation of national data sources and

calculation methodsis published in the 2001 edition of OECD’s

Education at a Glance andis also available on the Internet:

http: //www.oecd.org/ els/education/ei/index.htm

Five annexesare presented below:

* ANNEX Alprovides general notespertaining to the coverage of

the data, the reference periods and the main sourcesfor the data;

* ANNEX A2providesdefinitions and notes that are important for

the understanding of the indicators presented in this publication

(the notesare organised alphabetically);

* ANNEX A3provides a cross-reference between tables and notes;

* ANNEX A4provides thefull set of data used in this publication;

¢ ANNEX AS5documentstheclassification of 18 WEI countries’

educational programmes according to the 1997 International

Standard Classification of Education (ISCED97).
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Mi ANNEX A1 — GENERAL NOTES

Coverage

Althougha shortage ofdatastill limits the scope of someindicators in manyWEI countries, the coverage

extends,in principle, to the entire national education system regardless ofthe ownership or sponsorship

of the institutions concerned and regardless of education delivery mechanisms. With one exception

described below,all types of students and all age-groups are meantto be included: children (including

those classified as exceptional), adults, nationals, foreigners, as well as students in open distance learning,

in special education programmesorin educational programmesorganised by ministries other than the

Ministry of Education, provided the main aim of the programmeis the educational developmentof the

individual. However, vocational and technicaltraining in the workplace, with the exception ofcombined

school and work-based programmesthat are explicitly deemed to be parts of the education system, is

not includedin the basic education expenditure and enrolment data. Educationalactivities classified as

“adult” or “non-regular”are covered, provided that the activities involve studies or have a subject-matter

content similar to “regular” education studies or that the underlying programmeslead to potential

qualifications similar to corresponding regular educational programmes. Courses for adults that are

primarily for general interest, personal enrichment,leisure or recreation are excluded.

Reference periods

The reference year for data on entry, enrolment, completion and education personnelis the school year

1997/1998 forWEI countries and the school year 1998/1999 for OECDcountries. The reference year

for the financial data is the calendar year 1998 for bothWEI and OECD countries. GDP consumerprice

deflators are used to adjust the data on expenditure wherethe national financial year does not coincide

with the calendaryear. In order to make this adjustment, the data on educationalfinance are multiplied

by the ratio of GDPprice levels between the calendar year for which data are published and thoseofthe

preceding calendaryear, in proportionto thefractionofthe national financial year that overlaps with the

previous calendar year. The following two limitations of the use of such deflators should be recognised:

i) the adjustments relate to changes in the general (GDP) price level but not to the price level for

educational services (the assumption is made that educational costs are measured in termsof national

incomeforgone); ii) no allowance has been madefor real growth in educational expenditure (increases

in excessof inflation or smaller increases) that might have taken place during the corresponding period

of adjustment. Special adjustments are made forthe calculation of indicators in which bothfinancial and

enrolmentdata are used (see below).

Data on national expenditurein this publication have been converted using purchasing powerparities (PPPs).

Sources

Most numericaldatausedin this report are based on the annualWEI/UOEdata collection. Government

officials in OECD andWEIcountries provide these data annually to the OECD and UNESCOindetailed

and highly structured electronic questionnaires. These questionnaires consist of several electronic

workbooks organised by topic — demographic background, education finance, enrolment, entrants,

graduates, curriculum, personnel.



153
 

Sources used by governmentofficials to complete the electronic questionnaires consist most often of

labour force surveys, population censuses, or population projections based on censusesin the case of the

demographic background and educational attainment data. Education system records, such as school

censuses provide the data on enrolments, entrants, graduates, curriculum,and personnelin mostcases.

Education finance data often come from sources outside education ministries, most often government

ministries that specialise in finance.

Additional financial and economic backgrounddata usedin this report come fromWorld Bankdatabases,

someofwhich are published in its World Development Indicators publication. Specific indicators borrowed

fromWorld Bank databases include purchasing powerparity indices and gross domestic product (GDP)

per capita.

National sources are :

Argentina

Ministry of Education, 1998 School Census and University Statistics.

Brazil

Ministry of Education, 1998 School Census and 1998 Higher Education Census.

National Institute for Educational Studies and Research (Instituto Nacional de Estudos e Pesquisas

Educacionais/INEP).

Coordination for the Improvement of Tertiary Education Personnel (Fundagao Coordenacao de

Aperfeigoamento de Pessoal de Nivel Superior).

Office ofNational Accounting / National BureauofStatistics (DECNA/IBGE — Departamento de Contas

Nacionais/Instituto Brasileiro de Geografia e Estatistica).

Chile

Ministry of Education , Enrolment and Achievement databases (ISCED 1-3), Higher Education Division

(ISCED 5-7), JUNJI and INTEGRA(ISCED0).

Central Bank, National Accounts.

China

Ministry of Education, Statistics Division.

Egypt
Ministry of Education, 1998 School Census.

India

Ministry of Human Resource Development.

Indonesia

Ministry of Education, SchoolStatistics 1999/2000 and Planning Division, Directorate General of Higher

Education.

Statistics, Finance Bureau, MONE.
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Jordan

Ministry of Education, The EducationalStatistical Report 1998/99.

Malaysia

Education Planning & Resources Division (EPRD), Teacher Education Division (TED), Technical &

Vocational Education Department (TVED), Higher Education Department (HED), Private Education

Department (PED), Royal Military College (RMC), ManPower Department (MPD), Council ofTrust

of the Indigenous People (MARA), Social Welfare Department (KEMAS).

Paraguay

Direction of Planning,Statistics and Information, Statistic Data BaseYear 1998 (Anuario 1998 Estadistica

Educativa).

Peru

Ministry of Education, 1998 School Census (database).

National Association of University Rectors (ANR), Annual Report(several years).

Ministry of Finance (MEF), 1998 Public Sector Budget.

National Statistics and Information Institute (INEI), 1997 National Household Survey (ENNIV).

Philippines

DECS, CHEDStatistical Bulletin, school year 1997/98.

General Appropriations Act of 1997/Annual Financial Report of the Local Government. Local

Government Audit Office, Commission on Audit/ Census.

Russia

Institute for Higher Education.

Sri Lanka

Ministry of Education, School census, 1998.

Thailand

Office of the National Education Commission.

Tunisia

Ministry of Economic Development.

Uruguay

Ministry of Education and Culture, Education Division, Statistics Department.

Ministry of Economics and Finance.

National Administration of Public Education (Administracién Nacional de Educacion Publica).

Zimbabwe

Ministry of Education, Sport and Culture.

For a full documentation of national data sources and calculation methods for the OECD countries,

refer to the 2001 edition of OECD’s Education at a Glanceor the Internet (http: //www.oecd.org/els/

education/ei/index.htm). Data for Korea refer to the Republic of Korea.
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Mi ANNEX A2 — DEFINITIONS, METHODS ANDTECHNICAL NOTES

Class size (Tables 35, 36)

The class size presented in the indicators is not an empirical class size, but a theoretical constructed

figure. It represents the class size or group size to be expected under the formal regulations in the

educational systems given observed student/teacherratios.It is estimated as student/teacherratio

multiplied by the intended instruction timefor students divided by the statutory teaching time.

Additional explanationson class size may be found in Box 2.4 (Chapter 2).

Current and capital expenditure (Table 7)

Current expenditure is expenditure on educationalinstitutions consumedwithin the currentyear, which

needs to be maderecurrently to sustain the production of educational services. Minor expenditure on

items of equipment, below a certain cost threshold,are also reported as current spending.

Capital expenditure represents the proportion of expenditure on educationalinstitutions on capital

acquiredorcreated during the year in question — thatis, the amountof capital formation — regardlessof

whether the capital outlay was financed from current revenue or by borrowing. Capital expenditure

includes outlays on construction, renovation, and major repair of buildings and expenditure for new or

replacement equipment. Although capital investment requiresa largeinitial expenditure, the plant and

facilities have a lifetime that extends over manyyears. Capital expenditure does not include debt- servicing,

Expenditure on compensation of personnel includes gross salaries plus expenditure on retirement and on

other non-salary compensation (fringe benefits).

The category teachers includesonly personnel whoparticipate directly in the instruction of students. Under

expenditure on compensation of teachers, countries report the full compensation offull-time teachers plus

appropriate portions of the compensation of staff who teach part-time. In addition to headteachers and

other administrators of schools, non-teaching staff includes supervisors, counsellors, school psychologists,

school health personnel, librarians or educational media specialists, curriculum developers, inspectors,

educational administrators at the local, regional, and nationallevel, clerical personnel, building operations

and maintenancestaff, security personnel, transportation workers, food service workers,etc. The exactlist

of occupations included in this category varies from one country to another.

The proportionsofcurrent expenditure allocated to compensation of teachers (teacher), compensation

of otherstaff, total staff compensation and other (non-personnel) current outlays are calculated by

expressing the respective amountsas percentagesof total current expenditure.

Decision-making in education

The indicators on the locus and modeofdecision making in education are derived from the OECD-WEI

locus of decision making questionnaire andrefer to the school year 1998/1999.

Territorial decentralisation is concerned with the distribution of powers betweenlevels ofgovernment.

This concept encloses two different dimensions: i) the locus of decision-making, that is, it identifies

whichlevel has the decision-making authority; and ii) the mode of decision-making, which distinguishes

between degrees to which levels are autonomous or “sharing” in decision-making authority.
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Wheninterpreting the indicators,it is important to recognise that the results are based on the 35 decision

items includedin the survey whichare described below. The survey items were selected to be typical of the

range of decisions taken in education systems and reviewed on this basis in participating countries. Each of

the decision domains was given equal weight —and thus equal importance — in calculating the indicators.

The questionnaire was completed by panels ofnational experts in order to avoid problems with ambiguities

and differences of opinion. For each level of education, a panel comprising one memberfrom each of

the following three decision-making levels was constituted: highest level (central government), middle

levels (state governments, provincial/regional authorities or governments, sub-regionalor inter-municipal

authorities or governments, local authorities or governments), lowest level (individual school). This

group completed the questionnaire and arrived at consensusonall questions. For eachlevel of education,

a second expert panel comprising representatives of the three decision-making levels was constituted

and the process repeated. The WEI co-ordinator then reviewed and compared the results of the two

surveys to identify differences in responses to the questionnaire. In cases where the responsesdiffered,

the WEI co-ordinator used source documents to reconcile disagreements between the two panels.

Levels ofdecision-making

With respect to the levels of decision-making the questionnaire distinguished betweensix levels:

Central Government: The central governmentconsists ofall bodiesat the national level that make decisions

or participate in different aspects of decision-making, including both administrative (government

bureaucracy) andlegislative bodies(e.g. parliament).

State Governments: Thestateis the first territorial unit below the nation in “federal” countries or countries

with similar types of governmental structures. State governments are the governmental units that are

the decision making bodiesat this governmental level.

Provincial /Regional Authorities or Governments: The province or the regionis the first territorial unit below

the nationallevel in countries that do not have a “federal”or similar type of governmentalstructure and

the second territorial unit below the nation in countries with a “federal”or similar types of governmental

structures. Provincial/regional authorities or governments are the decision making bodies at this

governmental level.

Sub-Regional or Inter-Municipal Authorities or Governments: The sub-region is the second territorial unit

below the nation in countries that do not have a “federal” or similar type of governmental structure.

Sub-regional or inter-municipal authorities or governments are the decision-making bodies at this

governmental level.

Local Authorities or Governments: The municipality or communityis the smallest territorial unit in the nation

with a governing authority. Thelocal authority may be the education department within a general-purpose

local governmentorit may be a special-purpose government whose sole area of authority is education.

School, School Board or Committee: The school attendance area is the territorial unit in which a school is

located. This level applies to the individual school level only and includes school administrators and

teachers or a school board or committee established exclusively for that individual school. The decision-

making body — or bodies — for this school may be: i) an external school board, which includesresidents
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of the larger community;ii) an internal school board, which could include headmasters, teachers, other

school staff, parents, and students; and iii) both an external and an internal school board. Parents and

teachers were considered as an element of the schoollevel.

The descriptions of “at what level” and “how” educational decisions are made reflects the actual decision-

making process. In some cases, a higher level of government may have formal or legal responsibility for

decision-making, butin practice, that level of governmentdelegates its decision-making authority to a lower

level of government. In describing the actual decision making process, the lower level of governmentis

identified as the decision-maker. Similarly, a higher level of government may provide a lowerlevel ofgovern-

ment with choicesin a particular area of decision-making, (e.g., the selection of textbooks for particular

courses). In that case too, the lower level ofgovernmentis the actual decision-maker, but within a framework

established by a higher level ofgovernment.Finally, there are cases in which onelevel ofgovernment may have

the responsibility for an individual decision, but inaction by the higherlevelresults in a decision being made by

a lowerlevel within the educational system.If a decisionis left to the discretion of a lower level through the

lack of determination ofhigher levels, then the level that actually makes the decision wasindicated.

Mode ofdecision-making

The mode of decision-making refers to the issues as to how autonomously decisions are taken. The

following categories were used:

Full autonomy: subject only to any constraints contained in the constitution or in legislation outside the

education system itself.

After consultation with bodies located at another level within the education system.

Independently, but within aframework set by a higher authority (e.g., a binding law,a pre-establishedlist of

possibilities, a budgetary limit, etc.).

Other mode.

Decision-making items

Organisation of instruction: bodies determining the school attended; decisions affecting school careers;

instructiontime; choice oftextbooks; grouping pupils; assistance to pupils; teaching methods; assessment

of pupils’ regular work.

Personnel management: hiring the principal; dismissal of the principal; hiring a teacher; dismissal of a

teacher; hiring a person for a non-teaching post; dismissal of a person for a given non-teachingpost.

duties and conditions of service of principal; duties and conditions of service of teachingstaff;

duties and conditions of service of non-teaching staff. Fixing of salary scales for principals; fixing of

salary scales for teachingstaff; fixing of salary scales for non-teachingstaff. Influence over the career

of the principal; influence over the career of teachers; influence over the career of non-teaching

staff.

Planning and structures: creation or closure of schools; creation or abolition of a grade level; designing

programmesof study; selection of programmes of study offered in a particular school/selection of

subjects taught in a particular school; definition of course content; setting of qualifying examinationsfor

a certificate or diploma;credentialling.
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Resource allocation and use: allocation of resourcesto the school for teachingstaff; allocation of resources

to the school for non-teachingstaff; allocation ofresourcesto the schoolfor capital expenditure; allocation

of resources to the school for operating expenditure; use of resourcesfor staff; use of resources for

capital expenditure; use of resources for operating expenditure.

Educational attainment (Tables 32, 34)

The levels of educational attainment used in Tables 32 and 34 to classify teacher training present the

highest level of education, defined according to ISCED97 (Annex A5) completed, or to be completed

by current teachers or newly recruited teachers. Note that many educational programmescannot be

easily classified and the content of a specific ISCED level may differ between countries, and even within

countries over time between different age groups.

Educational institution

Educationalinstitutions are defined as entities that provide instructional or education-related services to

individuals and other educational institutions. Whether or not an entity qualifies as an educational

institution is not contingent upon which public authority (if any) has responsibility forit.

Educational institutions are sub-divided into Instructional Educational Institutions and Non-Instructional

EducationalInstitutions, the latter being of special importance for comparable coverage of the data on

educational finance. The term “instructional”is used simply to imply the direct provision of teaching and

learning.

Instructional EducationalInstitutions are those that provide individuals with educational programmesthat

fall within the scope of the WEI/UOEdatacollection. In this report, the generic term “school”is often

used to refer to instructional institutions at the primary, secondary, and post-secondary non-tertiary

levels, and “universities” to those at the tertiary level.

Non-Instructional Educational Institutions are educational institutions that provide administrative, advisory

or professional services, frequently for other educational institutions. Non-Instructional Educational

Institutions include the followingentities:

a) Entities administering educationalinstitutions include institutionssuchas national, state, and provincial

ministries or departments of education; other bodies that administer education at various levels of

governmentand analogousbodiesin the private sector (e.g. diocesan offices that administer Catholic

schools, and agencies administering admissions to universities).

b) Entities providing supportservices to other educational institutions include institutions that provide

educational support and materials as well as operation and maintenanceservices for buildings. These

are commonly part of the general-purpose units of public authorities.

c) Entities providing ancillary services cover separate organisations that provide such education-

related services as vocational and psychological counselling, placement, transportation ofstudents,

and student meals and housing. In some countries, housing anddiningfacilities for tertiary students

are operated by private organisations, usually non-profit, which may be subsidised out of public

funds.
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d) Institutions administering student loan or scholarship programmes.

e) Entities performing curriculum development, testing, educational research and educational policy

analysis.

Educational institutions are subdivided in public and private educationalinstitutions.

Educational personnel (Table 31)

Educational personnel include staff employed in both public and private schools and otherinstitutions.

Educational personnel is subdivided into teacher and other personnel. Other educational personnel

comprises teachers’ aides, teaching/research assistants and non-instructional personnel.

Teachers’ aides and teaching /researchassistants include non-professional personnel or students who support

teachers in providing instruction to students.

Non-instructional personnel comprises four categories:

i) Professional support for studentsincludes professionalstaffwho provide services to students that support

their learning. This category also includes all personnel employed in education systems who provide

health and social supportservices to students, such as guidance counsellors, librarians, doctors, dentists,

nurses, psychiatrists and psychologists and otherstaff with similar responsibilities. ii) School and higher

level management includes professional personnel who are responsible for school management and

administration and personnel whose primary responsibility is the quality control and managementof

higher levels ofthe education system. iii) School and higherlevel administrative personnel includesall personnel

who supportthe administration and managementofschoolsand ofhigher levels of the education system.

iv) Maintenanceandoperations personnel includes personnel who support the maintenance and operation

of schools, the transportation of students to and from school, school security and catering.

Expenditure on educationalinstitutions (Tables 4, 5, 6)

Expenditure on educationalinstitutions covers expenditure on public andprivate educationalinstitutions.

It covers expenditure by institutions from all sources, public, private and international. However,

expenditure on educationalinstitutions need to be defined by the functionsof the specific expenditure,

since in many countries educational institutions are embedded in wider institutional arrangements,

e.g. general purpose units oflocal governmentsorinstitutionsthat provide both, educationrelated services

as well as child-care services. Those functionsare:i) Instruction (i.e., teaching); ii) Educational goods

(books, materials, etc.) provided by institutions; iii) Training of apprentices and other participants in

mixed school and work-based educational programmesat the workplace; iv) Administration; v) Capital

expenditure andrent;vi) Student transportation, school meals, student housing, boarding; vii) Guidance,

student health services, special educational needs; viii) Services for the general public provided by

educational institutions; ix) Educational research and curriculum development; and x) Research and

development performedat higher education institutions.

The following list provides an indication of what expenditure by educational institutions need to be

excluded:i) Child care or day care provided by schools and other instructionalinstitutions; ii) Expenditure

on educational activities outside the scope of theWEI/UOEdatacollection;iii) Teaching hospitals; and

iv) Debt servicing.
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Direct public expenditure on educationalinstitutions may take one oftwo forms: i) purchases by the government

agencyitself of educational resources to be used by educationalinstitutions (e.g. direct payments of

teachers’ salaries by a central or regional education ministry); ii) payments by the government agency to

educational institutions that have responsibility for purchasing educational resources themselves(e.g. a

governmentappropriation or block grant to a university, which the university then uses to compensate

staff and to buy other resources).

Direct private expenditure on educational institutions include tuition payments received from students (or

the families) enrolled in public schools under that agency’s jurisdiction, evenif the tuition payments

flow, in the first instance, to the governmentagency rather thanto the institution in question. It also

includes payments by other private entities to educational institutions, either as support for educational

institutionsor paid as rent for the use ofresources by educational institutions. Direct private expenditure on

educationalinstitutions are net of subsidies received from public sources. Those are accountedas indirect

public expenditure and included in public expenditure.

Indirect public expenditure on educational institutions are subsidies to students, families or other private

entities that are used by the recipients for paymentsto educational institutions.

Expenditure per student (Tables 8, 9)

The data used in calculating expenditure per student include only direct public and private expenditure

on educationalinstitutions. Public subsidies for students’ living expenses have been excluded.

For some countries, expenditure data for students in private educationalinstitutions were notavailable

(indicated by notesin the tables). Many of theWEI countries that do have data for independentprivate

institutions only cover a very small number of them.In such cases, only the expenditure in public and

government-dependentprivate institutions are accounted for.

Expenditure per student on a particular level of education is calculated by dividing the total expenditure at that

level by the correspondingfull-time equivalent enrolment. Only those typesof educationalinstitutions

and programmesfor which both enrolment and expenditure data are available are taken into account. The

enrolmentdata are adjusted by interpolation so as to match either the financial year or the calendar year of

each country (see explanation below). Theresult in national currency is then converted into equivalent PPP

dollars by dividing the national currency figure by the purchasing power parity (PPP) index.

For countries for which the financial year and/or the school year does not match the calendar year,

corresponding adjustments are made. Thesize of the overall adjustmentis minimised by adjusting either

the enrolmentor the financial data, as appropriate, to accord with the calendar year.

For countries in which thefinancial year closely matches the calendar year but for which the school year

is different from the calendar year, the enrolment data are weighted to match the calendar year. For

countries in which the school year closely matches the calendar year but in which the financial year is

different from the calendaryear, the enrolment data remain unchanged but the GDPprice deflators are

used to match the financial data to the calendar year. For countries in which neither the school year nor

the financial year matchesthe calendaryear, the enrolmentdata are weighted to match thefinancial year

and afterwards the above-mentioned GDPprice deflators are used to adjust the financial year data to

accord with the calendaryear.
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Full-time, part-time and full-time equivalent students (Tables 8, 9, 21)

Studentsare classified by their pattern of attendance, i.e., full-time or part-time. The part-time/full-

timeclassification is regarded as an attribute of student participation rather than as an attribute of the

educational programmesor the provision of education in general. Four elements are used to decide

whethera studentis enrolled full-time or part-time: the units of measurementfor course load; a normal

full-time course load, whichis used asthe criterion for establishingfull-time participation; the student’s

actual courseload; and theperiod of time over which the course loads are measured.In general, students

enrolled in primary and secondary level educational programmesare considered to participatefull-time if

they attend school for at least 75 per cent of the school day or week (as locally defined) and would

normally be expectedto be in the programmefor the entire academic year. Otherwise, they are considered

part-time.When determiningfull-time/part-time status, the work-based componentin combined school

and work-based programmesis included. Atthetertiary level, an individual is consideredfull-timeifhe or

she is taking a course load or educational programmeconsideredto requireat least 75 per centofa full-

time commitmentoftime and resources. Additionally, it is expected that the student will remain in the

programme for the entire year.

Thefull-time equivalent (FTE) measure attempts to standardisea student’s actualload against the normal

load. For the reduction of head-count data to FTEs, where data and normsonindividual participation

are available, course load is measured as the productof the fraction of the normal courseloadfora full-

time student and the fraction of the school/academic year. [FTE = (actual course load/normal course

load) * (actual duration of study during reference period/normal duration of study during reference

period)]. When actual course load informationis notavailable,a full-time student is considered equal

to one FTE.

Full-time, part-time and full-time equivalent teachers (Table 21)

The classification of educational personnelas “full-time” and “part-time”is based on a conceptofstatutory

working time (as opposed to actualor total working timeoractual teaching time). Part-time employment

refers to individuals who have been employed to perform less than the amountof statutory working

hours required ofa full-time employee. A teacher whois employedforat least 90 per cent of the normal

or statutory numberofhoursofwork of a full-time teacher over the period of a complete schoolyearis

classified as afull-time teacher for the reporting of head-count data. A teacher who is employedfor less

than 90 per cent of the normal or statutory numberof hours of work ofa full-time teacher over the

period of a complete school yearis classified as a part-time teacher. Full-time equivalents are generally

calculated in person years. The unit for the measurementoffull-time equivalentsis full-time employment,

i.e. a full-time teacher equals one FTE. Thefull-time equivalence of part-time educationalstaff is then

determined by calculating the ratio of hours worked over the statutory hours worked bya full-time

employee during the school year.

Gini Index (Table 2)

The Gini index is used as a measure of income inequality that reflects the distribution of income in aquality
population. The closer the coefficient is to 0, the more equal the distribution of income across the

population, whereasthe closer the coefficient is to 1, the greater the income inequality. Gini index is a

measure of dispersion within a group ofvalues, calculated as the average difference between every pair
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of values divided by two times the average of the sample. The larger the coefficient, the higher the

degree ofdispersion.

Graduationrates (Table 18, 19)

In order to calculate gross graduation rates, countries identified the typical ages at which graduation

typically occurs. The graduates themselves, however, could be of any age. To estimate gross graduation

rates, the numberofall graduatesis divided by the population at the typical graduation age (multiplied

by 100). In many countries, defining a typical age of graduationis difficult because ages of graduates

vary. Here the average cohortsize for a wider age band was used as denominator.

Graduates are those who wereenrolledin thefinal year of a level ofeducation and completed it successfully

during the reference year. However, there are exceptions (especially at the university tertiary level of

education) where graduation can also be recognised by the awarding of a certificate without the

requirementthat the participants are enrolled. Completion is defined by each country: in some countries,

completion occursas a result of passing an examinationora series of examinations. In other countries,

completion occursafter a requisite numberofcourse hours have been accumulated (although completion

of some orall of the course hours may also involve examinations). Success is also defined by each

country: in some countriesit is associated with the obtaining of a degree, certificate, or diplomaafter a

final examination; while in other countries, it is defined by the completion of programmes without a

final examination.

Gross Domestic Product (GDP) (Table 1)

Gross Domestic Product (GDP)refers to the producers’ value of the gross outputs of resident producers,

including distributive trades andtransport,less the value of purchasers’ intermediate consumption plus

import duties.

Intendedinstruction time for students (Table 28, 29, 30, 35, 36)

Intendedinstruction timefor students refers to the numberofhoursper year pupils are instructed according

to the compulsory and the flexible part of the intended curriculum. The total number of intended

instruction hoursper year was calculated by multiplying the total numberofclassroom sessions per year

by the duration time of onesession.

The intended curriculum is the subject-matter content as defined by the government or the education

system. The intended curriculum is embodied in textbooks, in curriculum guides, in the content of

examinations,and in policies, regulations, and other official statements generated to direct the education

system. The intended curriculum comprises the compulsory subjects as well as the flexible part of the

curriculum (subjects ofthe intended curriculum).

Labourforce (Table 31)

The labour force consists outofall individuals in the population who are either employed or unemployed,

these termsbeing defined according to the guidelines of the International Labour Office (ILO).The unem-

ployed are defined as individuals who are without work,actively seeking employmentand currently avail-

able to start work.The employed are defined as those who during the survey reference week: i) work for pay
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(employees) or profit (self-employed and unpaid family workers) for at least one hour;orii) have a job but

are temporarily not at work (through injury,illness, holiday or vacation, strike or lock-out, educational or

training leave, maternity or parental leave, etc.) and have a formal attachmenttotheir job.

Net enrolment rate (Table 13, 20)

Net enrolmentrates (also referred to as enrolmentrates)are calculated by dividing the numberofstudents

of a particular age group enrolledinall levels of education by the numberofpersonsin the population

in that age-group (multiplied by 100). Figures are based on head counts, that is, they do not distinguish

betweenfull-time and part-time study.

Net enrolmentrates for primary and secondary education are calculated for different age groups for

different countries, dependent on the typical ages of participants at the corresponding level. This can

influence theresults. e.g. in countries with longer programmeduration,the typical age for upper secondary

education may include ages 17 and 18, while in other countries only age 16 is included. As result,

countries with longer duration may show lowerrates due to the drop out of the 17 and 18 yearsold,

although they have higher enrolmentratesat all ages.

Entry rate (Tables 16, 17)

Gross entry rates are the ratio ofall new entrants, regardless of their age, to the size of the population at

the typical age ofentry (multiplied by 100). Gross entry rates are moreeasily influenced by differences

in the size of population by single year of age. However, data requirementsfor the calculation of gross

rates are lower and therefore more countries can provide the necessary data. Since entry to lower

secondary and upper secondary takes place at a narrower age band than entry to tertiary education,

demographic changes are less important at those levels.

Thenet entry rate of a specific age used for tertiary education is obtained by dividing the number of new

entrants to the university level of that given age by the total population in the corresponding age-group

(multiplied by 100).The sum ofnet entry ratesis calculated by adding thenet entryrates for each single

year of age. The result represents the proportion of persons of a synthetic age-cohort who enter the

tertiary level of education, irrespective of changes in the population sizes and differences between

countries in the typical entry age. The sumsof net entry rates are more robust against demographic

factors, such as changesin the cohortsizes of the ages of entrants. Since entry to tertiary education takes

place at a wider age bandare they a preferable measure than grossrates.

New entrant

New entrants to a level of education are students who are entering any programme leading toa recognised

qualification at this level ofeducationforthefirst time,irrespective ofwhether students enter the programme

at the beginning or at an advanced stage of the programme. Individuals whoare returning to study at a level

following a period of absence from studying at that same level are not considered new entrants.

Pre-service training requirements for new teachers in public institutions(Table 34)

Pre-service training requirements refers to the formal requirements for new teachers in public

institutions as requested by law or other regulations.
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Pre-service requirementsare classified by different componentsofthe training, the level of educational

attainment according to ISCED (Annex A5), the content and the duration of the programme.

Contentrefers to the different components of teachertraining. Typically, teacher training programmes

consist of three parts: i) subject specific studies (theoretical studies of the subject(s) to be taught); ii)

pedagogical studies (theoretical studies of how to teach); andiii) assisted teaching practice (practical

teaching under the supervision of a teachertrainer).

Duration refersto the typical duration of each of these programme componentsin years, assumingfull-

time attendance to the corresponding course.

Private expenditure (Private sources offunds) (Table 4)

Private expenditure refers to expenditure funded by private sources, i.e. households and other private

entities. “Households” means students and their families. “Other private entities” include private business

firms and non-profit organisations, including religious organisations, charitable organisations, and business

and labourassociations. Private expenditure comprises schoolfees; fees for materials such as textbooks

and teaching equipment;fees for transport to school (if organised by the school), meals (if provided by

the school) and boarding; and expenditure by employers on initial vocational education. Note that

private educationalinstitutions are considered service providers, not funding sources.

Public expenditure (Public sources) (Table 4, 6, 10)

Public expenditure includes expenditure byall public agencies at local, regional and central levels of

government. No distinction is made between education authorities and other governmentagencies.

Thus, central government expenditure includes not only the expenditure of the national education

ministry, but also all expenditure on education by other central government ministries and authorities.

Similarly, educational expenditure by regional and local governmentsincludesnotonly the expenditure

of the regional or local agencies with primary responsibility for operation of schools (e.g. provincial

ministries of education; or local education authorities) but also the expenditure of other regional and

local bodies that contribute to the financing of education.

Public and private educationalinstitutions (Table 10, 14)

Educationalinstitutionsareclassified as either public or private according to whethera public agency

or a private entity has the ultimate power to make decisions concerning the institution’s affairs.

Aninstitutionis classified as public if it is: i) controlled and managed directly by a public education

authority or agency; or ii) controlled and managed either by a governmentagencydirectly or by a

governing body (Council, Committee, etc.), most of whose membersare either appointed by a public

authority or elected by public franchise.

Aninstitutionis classified asprivateif it is controlled and managed by a non-governmental organisation

(e.g. a Church, a Trade Union or a business enterprise), or if its Governing Board consists mostly of

membersnotselected by a public agency.

In general, the question of whohasthe ultimate managementcontrol overaninstitution is decided with

reference to the power to determine the general activity ofthe school andto appointtheofficers managing
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the school. The extent to which aninstitution receivesits funding from public or private sources does

not determinetheclassification status of the institution.

A distinction is made between “government-dependent”and “independent”private institutions on the

basis of the degree of a private institution’s dependence on funding from governmentsources. A govern-

ment-dependentprivate institution is one that receives more than 50 per cent of its core funding from

governmentagencies. An independentprivate institution is one that receives less than 50 per centofits

core funding from government agencies. “Core funding” refers to the funds that support the basic

educational services ofthe institution.It does not include funds providedspecifically for research projects,

payments for services purchased or contracted by private organisations, or fees and subsidies received

for ancillary services, such as lodging and meals. Additionally, institutions should be classified as

government-dependentif their teaching staff are paid by a government agency — either directly or

through government.

Purchasing powerparity (PPP) (Table 1)

Purchasing powerparities (PPPs) are the currency exchangerates that equalise the purchasing power of

different currencies. This means that a given sum of money, when converted into USdollar at the PPP

rates (PPP dollars), will buy the same basket of goodsand servicesin all countries. In other words, PPPs

are the rates of currency conversion which eliminate the differences in price levels among countries.

Thus, when expenditure on GDPfordifferent countries is converted into a commoncurrency by means

of PPPs, it is, in effect, expressed at the sameset of international prices so that comparisons between

countries reflect only differences in the volume of goods and services purchased.

Repeater (Table 15)

Students enrolling in the same grade or year of study a second orfurther time are classified as repeaters

except if the new programmeisclassified as “higher” than the previous one. “Higher” is thereby

operationalised by the individual countries. Repeatersare distinguished from participants in second and

further educational programmes(the latter must have completed the programmeatthe level of education

successfully before they can enter as participants in a second or further educational programme).

School expectancy(Table 12)

The average duration of formal education that a 5-year-old child can expect to enrolin overits lifetime,

referred to as “school expectancy”in this indicator, is calculated by adding the net enrolmentrates for

each single year of age from age 5 onwards, and dividing by 100. Should there be a tendency to lengthen

(or shorten) studies during the ensuing years, the actual average duration of schooling for the cohort

will be higher (or lower). Caution is required when data on school expectancy are compared. Neither

the length of the school year nor the quality of education is necessarily the same in each country.

Figures are based on head counts, thatis, they do not distinguish betweenfull-time and part-timestudy.

A standardised distinction between full-time and part-time participants is very difficult since many

countries do not recognise the concept of part-time study, although in practice at least some of their

students would beclassified as part-time by other countries. Note that in some countries part-time

educationis not completely covered by the reported data.
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Statutory salary costs per student (Tables 35, 36)

The statutory salary cost per student measures the theoretical cost per student of compensating the

teaching force. It is calculated assumingthat teachersare paid at the mid-careerlevel (15 years’ experience)

and hold the minimum required qualifications (teacher salaries, statutory). For each level of educa-

tion, the statutory salary cost is thus equivalent to this theoretical mid-careersalary times the numberof

teachers workingat that level of education (full-time, part-time andfull-time equivalent teachers),

divided by the number of students of that level (full-time, part-time and full-time equivalent

students). Therefore,it can also be calculated by dividing the statutory salary of a given level of educa-

tion by the corresponding student-teachers ratio (student-teacherratio).

Thestatutory salary cost per studentis a theoretical tool, and does not necessarily reflect the exact cost

of teachersper student enrolled.In particular,it is strongly dependent ontheskills and age composition

of the teaching force (throughits impact onsalaries).

Student

A student is defined as any individual participating in educational services covered by the data collection.

The numberofstudents enrolled refers to the numberofindividuals (head count) whoare enrolled within

the reference period and not necessarily to the number ofregistrations. Each student enrolled is counted

only once.

Student-teacherratio (Table 21)

The student-teacher ratio is obtained by dividing the numberoffull-time-equivalent studentsat a given

level of education by the numberoffull-time-equivalent teachersat that same level and for that same

type of institution.

The conceptof a ratio of students to teachersis different from that of class size. Although one country

may have a lowerratio of students to teachers than another, this does not necessarily meanthat classes

are smallerin the first country or that studentsin the first country receive more teaching. The relationship

betweentheratio of students to teachers and both averageclass size and hoursofinstruction per student

is complicated by many factors, including differences between countries in the length of the schoolyear,

the numberofhours for which a student attendsclass each day, the length of a teacher’s workingday, the

numberof classes or students for which a teacher is responsible, the division of the teacher’s time

between teaching and other duties, the grouping of students within classes, and the practice of team

teaching (see Box 2.4 in Chapter 2 for more details).

Subjects ofthe intended curriculum (Table 29, 30)

The intended curriculum is subdivided in compulsory and optional subjects. Compulsory subjects are

to be taught by each schooland to be attended by each student. Optional subjects form the flexible part

of the curriculum. Compulsory subjects are subdivided into the following subjects:

* Reading andwriting in the mother tongue: reading and writing in the mother tongue, reading and writing

in a second “mother tongue”, reading and writing in the tongue of the country as a second language

(for non natives), language studies, public speaking,literature.
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* Mathematics: mathematics, mathematics with statistics, geometry.

* Science: science, physics, physical science, chemistry, biology, human biology, environmentalscience,

agriculture/horticulture / forestry.

* Social studies: social studies, community studies, contemporary studies, economics, environmental

studies, geography,history, humanities, legal studies, studies ofthe own country, social sciences, ethical

thinking, philosophy.

* Modernforeign languages: foreign languages.

* Technology: orientation in technology, including information technology, computer studies,

construction/surveying, electronics, graphics and design, home economics, keyboard skills, word

processing, workshop technology/design technology.

* Arts: arts, music, visual arts, practical art, drama, performance music, photography, drawing,creative

handicraft, creative needlework.

* Physical education: physical education, gymnastics, dance, health.

* Religion: religion, history ofreligions, religion culture.

* Vocational skills: vocational skills (preparation for specific occupation), techniques, domestic science,

accountancy, business studies, career education, clothing and textiles, polytechnic programmes,

secretarial studies, tourism and hospitality.

Teacher(Tables 22-27, 31-34)

A teacher is defined as a person whose professional activity involves the transmission of knowledge,

attitudes and skills that are stipulated in a formal curriculum to students enrolled in an educational

programme.The teacher category includes only personnel whoparticipate directly in instructing students.

This definition does not depend on the qualification held by the teacher or on the delivery mechanism.

It is based on three concepts: activity, thus excluding those without active teaching duties — although

teachers temporarily not at work(e.g. for reasons ofillness or injury, maternity or parentalleave, holiday

or vacation) are included; profession, thus excluding people who work occasionally or in a voluntary

capacity in educational institutionsor as teacheraid (educational personnel); and educational programme,

thus excluding people who provide services other than formalinstruction to students(e.g. supervisors,

activity organisers, etc.), whether the programmeisestablished at the national or schoollevel.

Headteachers without teaching responsibilities are not defined as teachers, butclassified separately

(educational personnel). Headteachers who do have teaching responsibilities are defined as (part-

time) teachers, even if they only teach for 10 per cent of their time.

Formerteachers, people who work occasionally or ina voluntary capacity in schools, people who provide

services other than formal instruction, e.g., supervisors or activity organisers, are also excluded.

Teachersalaries, statutory (Tables 25, 26, 27)

Statutory teacher salaries reported in Tables 25-27 refer to the average scheduled gross salary per year for

a full-time teacher with the minimum training necessary to be fully qualified at the beginning of his or
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her teaching career. Reportedsalaries are defined as the sum of wages(total sum of moneypaid by the

employer for the labour supplied minus the employer’s contribution to social security and pension

funding). Bonuses which constitute a regular part of the salary (such as a 13th month, holidays or

regional bonuses) are included in thefigures. Additional bonuses (for example, remuneration for teachers

in educational priority areas, for participating in school improvementprojects or special activities, or

for exceptional performance) are excluded from the reported grosssalaries. Tables 25a-27a showsalaries

including the maximum additional bonusesin order to show the incentives for teacher (those are also

used in the country profiles).

Salaries at 15 years’ experience refer to the scheduled annualsalary of a full-time classroom teacher

with the minimum training necessary to be fully qualified and with 15 years’ experience. The maximum

salaries reported refer to the scheduled maximum annualsalary (top of the salary scale) of a full-time

classroom teacher with the minimum training to be fully qualified for his or her job.

Salary data are reported in accordance with formalpolicies for public institutions.

Teachingtime, statutory (Tables 33, 35, 36)

Statutory teaching time (sometimealso referred to asinstructional time) is defined as the total number of

hours per year for which a full-time classroom teacher is responsible for teaching a group orclass of

students, according to the formal policy in the specific country. Periods of time formally allowed for

breaks between lessons or groups of lessons are excluded.

Teaching hours peryear are calculated on the basis of teaching hours per day multiplied by the numberof

teaching days per year, or on the basis of teaching hours per week multiplied by the number of weeks

per year that the school is open for teaching. The numberof hours per year that are accounted for by

days whenthe schoolis closed for festivities and celebrations are excluded.

When no formal data wereavailable, the numberof teaching hours was estimated from surveydata.

Total public expenditure(Tables 1, 6)

Total public expenditure as used for the calculation of the education indicators, corresponds to the non-

repayable current and capital expenditure ofall levels of government. Current expenditure includes

final consumption expenditure (e.g. compensation of employees, consumption intermediate goods and

services, consumptionoffixed capital, and military expenditure), property incomepaid, subsidies, and

other currenttransfers paid (e.g. social security, social assistance, pensions and other welfare benefits).

Capital expenditure is spending to acquire and/or improvefixed capital assets, land, intangible assets,

governmentstocks, and non-military, non-financial assets, and spendingto finance netcapital transfers.

Typical ages (Tables 16-19)

Typical ages refer to the ages that normally correspond to the age at entry and ending of a cycle of

education. These agesrelate to the theoretical duration of a cycle assumingfull-time attendance and no

repetition of a year. The assumption is madethat,at least in the ordinary education system, a student can

proceed through the educational programmein a standard numberof years, which is referredto as the

theoretical duration of the programme. The typical starting age is the age at the beginning ofthefirst

school/academic year of the relevant level and programme. The typical ending age is the age at the
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beginning ofthe last school/academicyear ofthe relevant level and programme. The typical graduation age

is the age at the end of the Jast school/academic year of the relevant level and programme whenthe

qualification is obtained.

Vocational and technical education (Table 18)

TheWEI/UOE programmeuses three categories to describe the orientation of educational programmes:

General programmes

General programmesrefer to education whichis not designed explicitly to prepare participants for a specific

class of occupations or trades or for entry into further vocational/ technical education programmes.

Less than 25 per cent of the programmecontentis vocational or technical.

Pre-vocational programmes

Pre-vocational programmesrefer to education mainly designed as an introduction to the world of work and

as preparation for further vocational or technical education. Does not lead to a labour-market relevant

qualification. Content is at least 25 per cent vocational or technical.

Vocational programmes

Vocational programmes refer to education which prepares participants for direct entry, without further

training, into specific occupations. Successful completion of such programmesleadsto a labour-market

relevant vocational qualification
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Mi ANNEX A3 — CROSS-REFERENCE BETWEEN

DATA TABLES (ANNEX A4) AND NOTES

Table 1

Table 2

Table 4

Table 5

Table 6

Table 7

Table 8

Table 9

Table 10

Table 11

Table 12

Table 13

Table 14

Table 15

Table 16

Table 17

Table 18

Table 19

Table 20

Table 21

See notes on:

Gross Domestic Product (GDP), Purchasing powerparity (PPP), Total public

expenditure

Gini Index

Expenditure on educationalinstitutions, Private expenditure (Private sources

of funds), Public expenditure (Public sources)

Expenditure on educational institutions, Gross Domestic Product (GDP)

Public expenditure (Public sources), Total public expenditure

Current and capital expenditure, Expenditure on educational institutions

Expenditure on educational institutions, Student, Full-time, part-time and

full-time equivalent students, Purchasing power parity (PPP), Educational

institution

Expenditure on educationalinstitutions, Student, Gross Domestic Product

(GDP), Educational institution

Expenditure on educational institutions, Educational institution, Public and

private educational institutions, Public expenditure (Public sources)

Current and capital expenditure, Expenditure on educational institutions,

Teacher

School expectancy, Public and private educationalinstitutions

Public and private educationalinstitutions, Net enrolmentrate

Public and private educationalinstitutions, Student

Student, Repeater

Entry rate, New entrant, Typical ages

Entry rate, New entrant , Typical ages

Graduationrates, Typical ages, Vocational and technical education

Graduationrates, Typical ages

Net enrolmentrate, Typical ages

Student, Teacher, Full-time, part-time and full-time equivalent students,

Full-time, part-time andfull-time equivalent teachers, Student-teacherratio



 





Mm ANNEX A4 — DATATABLES

SYMBOLS FOR MISSING DATA

Four symbols are employed in the tables and graphs

to denote missing data:

 

 

 

 

@ Data notapplicable because the category does not apply.

Mata notavailable.

Magnitudeis either negligible or zero.

xX Data included in another category/ columnofthe table.
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Table 1

GDPpercapita, in equivalent US dollars converted using PPPs and other basic referencestatistics (1998)
 

 

GDPpercapita Official market

(in equivalent Gross Domestic exchange rate Purchasing

US dollars Product(in equivalent Total public (local currency unit PowerParity Total

converted millions US dollars GDP growth expenditure to US dollar, exchange rate population

using PPPs) converted using PPPs) rate (%) as % of GDP 1998 average) (PPP) to US$ (in thousands)

WEIparticipants

Argentina 11 524 431 137 3.9 m 1.0 0.69 36 125

Brazil 6 524 1117767 0.2 39.2 1.2 0.78 165 870

Chile 8 612 129 918 3.4 22.2 460.3 270.40 14 822

China 3 345 4 142 559 690 7.8 m 8.3 m 1 238 600

Egypt 3 263 200 344 702 5.6 m 3.4 m 61 401

India 2217 2 033 806 6.1 m 41.3 8.88 979 670

Indonesia 2 626 538 688 —13.2 21.1 10 014.0 1 750.26 203 680

Jordan 3714 17431 2.2 m 0.7 0.31 4 563

Malaysia 8 057 180 906 7.5 34.1 3.9 1.57 22 180

Paraguay 4 249 22 634 —0.4 22.1 2755.7 1 048.09 5 219

Peru 4 534 108 200 0.3 12.9 2.9 1.70 24 801

Philippines 3 580 274 248 —0.5 17.9 40.9 8.83 75 174

Russian Federation 6 271 921 313713 —4.6 m 9.7 m 146 910

Sri Lanka 2972 5 580 4.7 m 64.6 m 18 778

Thailand 5757 336 910 9.4 17.3 41.4 13.76 61 201

Tunisia 5 732 54 199 5.0 m 1.1 0.46 9 335

Uruguay 8 418 28 291 4.5 22.4 10.5 7.71 3 289

Zimbabwe 2701 31124 2.5 m 23.7 4.36 11 689

WEI mean 5 360 - 3.8 23.2 - - -

OECD countries

Australia 24 226 453 760 5.1 34.4 1.6 1.31 18 751

Austria 23 583 190 507 3.3 51.6 12.4 13.72 8 078

Belgium 23 804 242 877 2.9 50.9 36.3 37.39 10 204

Canada 25 203 762 303 3.0 44.4 1.5 1.16 30 301

Czech Republic 12 939 133 208 —2 3 46.2 32.3 13.50 10 295

Denmark 25 584 135 674 2.9 55.9 6.7 8.58 5 301

Finland 21780 112 233 4.7 50.5 5.3 6.14 5 153

France! 21 676 1 263 682 3.2 52.9 5.9 6.69 58 847

Germany 22 904 1 878 803 2.7 47.5 1.8 2.01 82 047

Greece 14 327 150 667 3.5 50.7 295.5 238.09 10515

Hungary 10 445 105 956 5.1 36.9 214.4 95.20 10 114

Iceland 25 260 6921 5.0 39.8 71.0 83.43 274

Ireland 22 699 84 101 10.4 33.2 0.7 0.72 3705

Italy 22 160 1 276 146 1.4 48.8 1 736.2 1 620.27 57 589

Japan 24 102 3 048 505 2.8 42.7 130.9 163.52 126 410

Korea 14 384 667 832 —5.8 24,7 1401.4 665.39 46 430

Luxembourg 37 348 16 022 5.7 43.6 36.3 41.55 427

Mexico 7 879 752 658 4.8 18.8 9.1 5.11 95 846

Netherlands 24 678 387 452 3.8 46.2 2.0 2.00 15 698

New Zealand 17785 67 440 —0.8 m 1.9 1.47 3 792

Norway 26 147 115 883 2.0 48.0 7.5 9.57 4 432

Poland 8 183 316 392 4.8 44.5 3.5 1.75 38 666

Portugal 15 592 155 435 3.9 42.0 180.1 128.63 9 968

Spain 17 027 670 388 3.8 40.7 149.4 130.59 39 371

Sweden 21 845 193 350 2.9 58.2 7.9 9.85 8 852

Switzerland 27 338 194 372 2.1 37.7 1.4 1.96 7 106

Turkey 6 544 424 011 2.8 m 260 720.0 123 168.96 63 451

United Kingdom 22 050 1 306171 2.1 39.7 0.6 0.65 59 055

United States 32 262 8 728 800 3.9 m 1.0 1.00 270 300

OECD mean 20 681 - 3.8 43.5 - - -
 

1. Excluding DOM (Départements d’Outre-Mer).

Sources: OECD/UNESCO WEI, World Bank, 2001 World Development Indicators.
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Table 2. Incomedisparity: Gini indices!
 
 Year Gini index

WHI participants

Brazil 1998 60.0
Chile 1991 56.5
China 1998 40.3
Indonesia 1996 36.5
Malaysia 1996 48.5
Paraguay 1998 59.1
Peru 1995 46.2
Philippines 1995 45.0
Russia 1994 37.4
Thailand 1996 42.1

WEI mean 47,2

OECD countries

Belgium 1992 25.0
Denmark 1992 24.7
Finland 1991 25.6
Germany 1994 30.0
Greece 1993 32.7
Portugal 1995 35.6
Spain 1990 38.5
Sweden 1992 25.0
 
1, For explanation of Gini index, see Annex A2.

Source: United Nations University (WIDER), World Income Inequality Database.

Table 3 Relative size and expected changesofthe school-age population (1999)
Size of the population at the age of primary/lower secondary, upper secondary and tertiary education

as a percentage ofthe total population and population projections
 

 
 

 

Change in the size of the population (2000 = 100)

Percentage ofthe population (1999) Ages 5-14 Ages 15-19 Ages 20-29

Ages 5-14 Ages 15-19 Ages 20-29 1995 2010! 1995 2010! 1995 2010!

WEI participants

Argentina 19 9 16 98 104 102 104 86 108
Brazil 21 11 18 104 97 96 92 92 109
Chile 19 8 16 94 98 95 113 102 110
China 18 7 17 99 85 98 101 114 99
rgypt 23 12 17 99 100 84 103 89 136
India m m m 96 99 88 110 94 120
Indonesia 21 11 19 101 99 99 99 93 104
Jordan m m m 89 126 90 128 89 124
Malaysia 22 10 18 91 102 87 119 91 121
Paraguay 26 11 16 91 114 81 121 89 140
Peru 23 11 18 98 100 96 105 89 114
Philippines 25 12 16 94 108 94 114 89 122
Russian Federation 14 8 14 120 75 91 67 94 112
Sri Lanka 23 11 19 112 97 92 80 95 109
Thailand 16 9 19 107 90 109 87 100 93
Tunisia 24 11 18 m m m m m m
Uruguay 16 8 15 97 103 108 108 92 98
Zimbabwe 27 13 18 95 97 84 112 90 131

WEI mean 21 10 17 99 100 94 104 94 115

OECD countries
Australia 14 7 15 98 98 96 104 101 103
Austria 12 6 14 98 87 93 99 113 97
Belgium 12 6 13 100 87 103 100 108 94
Canada 14 7 14 97 91 96 106 101 106
Czech Republic 12 7 16 108 73 126 85 89 79
Denmark 12 5 14 90 99 117 124 111 83
Finland 13 6 12 100 89 99 99 104 102
France 13 7 14 102 94 100 95 105 95
Germany 11 6 12 102 84 93 95 122 104
Greece 11 7 15 113 88 112 77 101 81
Hungary 12 7 16 104 79 129 92 91 78
Iceland 16 8 15 97 98 99 106 100 101
Ireland 15 9 16 114 101 104 77 87 97
Italy 10 5 15 102 89 116 95 115 74
Japan 10 6 15 112 101 115 80 101 76
Korea 14 8 18 106 100 104 90 104 84
Luxembourg 12 6 13 90 103 95 113 101 95
Mexico 23 11 19 98 100 102 105 92 101
Netherlands 12 6 14 95 88 101 109 117 92
New Zealand 15 7 14 96 100 99 109 101 105
Norway 13 6 14 92 98 102 117 111 94
Poland 15 9 15 117 78 96 74 88 104
Portugal 11 7 16 108 91 120 86 98 74
Slovak Republic 15 8 16 110 76 107 82 89 94
Spain 10 7 17 114 89 126 78 102 69
Sweden 13 6 13 91 78 101 122 109 101
Switzerland 12 6 13 93 91 94 109 113 100
Turkey 21 11 18 104 108 100 92 86 97
United Kingdom 13 6 13 99 89 97 103 111 102
United States 15 7 14 96 94 92 109 103 113

OECD mean 13 7 15 102 91 104 98 102 93  
1. Projections
Source: OECD/UNESCO WEI.
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Table 4

Expenditure on educationalinstitutions as a percentage of GDP (1998)

Direct and indirect expenditure on educational institutions from public and private sources for all levels of education,

by source of funds and level of education

 

 

 

Primary, secondary and post-secondary

All levels of education non-tertiary education Tertiary education

Public! Private? Total Public! Private? Total Public! Private? Total

WEIparticipants

Argentina? 4.0 0.8 4.8 2.7 0.3 3.1 0.8 0.3 1.1

Brazil?>* 4.6 m m 3.1 m m 1.1 m m

Chile 3.5 2.6 6.2 2.7 1.2 3.9 0.6 1.3 1.8

India* m m m 2.0 m m m m m

Indonesia?» > 1.4 0.6 2.0 1.1 0.2 1.4 0.3 0.3 0.6

Jordan? m m m 4.1 n 4.1 m m m

Malaysia? 4.5 m m 3.0 m m 1.3 m m

Paraguay* 4.4 m m 3.5 m m 0.9 m m

Peru 2.9 2.1 5.0 2.0 1.3 3.3 0.6 0.7 1.3

Philippines’ + 3.5 2.7 6.2 2.9 1.9 4.9 0.5 0.6 1.2

Sri Lanka? 2.8 m m x m m x m m

Thailand? 4.3 3.4 7.6 2.4 1.4 3.8 0.8 1.7 2.6

Tunisia?» > 6.8 m m 5.4 m m 1.5 m m

Uruguay® 2.8 m m 2.0 0.1 2.1 0.6 m m

Zimbabwe 11.6 m m 9.3 m m 2.3 m m

WEI mean 4A - - 3.3 - - 0.9 - a

OECD countries

Australia 4.3 1.1 5.5 3.2 0.6 3.8 1.1 0.5 1.6

Austria? 6.0 0.4 6.4 4.0 0.2 4.2 1.4 0.0 1.5

Belgium 5.0 m 4.9 3.5 x 3.5 0.9 m 0.9

Belgium (FI.) 4.7 n 4.7 3.4 n 3.4 0.8 n 0.8

Canada 5.5 0.7 6.2 3.7 0.3 4.1 1.5 0.3 1.9

Czech Republic 4.1 0.6 4.7 2.7 0.4 3.1 0.8 0.1 0.9

Denmark 6.8 0.4 7.2 4.3 0.1 4.3 1.5 0.0 1.5

Finland 5.7 x 5.7 3.7 x 3.7 1.7 x 1.7

France 5.9 0.4 6.2 4.1 0.2 4.4 1.0 0.1 1.1

Germany 4.4 1.2 5.5 2.8 0.9 3.7 1.0 0.1 1.0

Greece} 3.4 1.3 4.8 2.3 1.1 3.5 1.0 0.2 1.2

Hungary 4.5 0.6 5.0 2.9 0.2 3.1 0.8 0.2 1.0

Iceland 6.5 0.3 6.9 4,2 m m 1.7 0.0 1.8

Ireland 4.3 0.4 4.7 3.2 0.1 3.3 1.1 0.3 1.4

Italy 4.8 0.2 5.0 3.4 0.0 3.5 0.7 0.2 0.8

Japan 3.5 1.2 4.7 2.8 0.3 3.0 0.4 0.6 1.0

Korea? 4.1 3.0 7.0 3.1 0.8 4.0 0.4 2.1 2.5

Mexico 4.1 0.6 4.7 3.0 0.5 3.5 0.8 0.1 0.9

Netherlands 4.5 0.1 4.6 3.0 0.1 3.1 1.1 0.0 1.2

New Zealand? 6.0 m m 4.6 m m 1.1 m m

Norway? 6.8 0.1 6.9 4.4 0.0 4.4 1.4 0.1 1.5

Poland? 5.3 m m 3.5 m m 1.2 m m

Portugal 5.6 0.1 5.7 4,2 n 4,2 1.0 0.1 1.0

Spain 4.4 0.9 5.3 3.3 0.4 3.7 0.8 0.3 1.1

Sweden 6.6 0.2 6.8 4.5 0.0 4.5 1.5 0.2 1.7

Switzerland 54 0.5 5.9 4.0 0.5 4.5 1.1 n 1.1

Turkey 2.9 0.5 3.5 1.8 0.5 2.3 0.8 0.0 0.8

United Kingdom 4.6 0.3 4.9 3.4 m m 0.8 0.3 1.1

United States? © 4.8 1.6 6.4 3.4 0.3 3.7 1.1 1.2 2.3

OECD mean 5.0 0.7 5.7 3.5 0.4 3.7 1d 0.3 1.3   
. Including public subsidies to households attributable for educationalinstitutions.

. Net of public subsidies attributable for educationalinstitutions.

. Public subsides to households not included in public expenditure,butin private expenditure.

. Year of reference 1997.

. Year of reference 1999.

N
w
W
N
P

. Direct expenditure on educationalinstitutions from international sources exceed 1.5% ofall public expenditure (1998).

Source: OECD/UNESCO WEI.
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Table 5

Expenditure on educationalinstitutions as a percentage of GDP (1998)
Direct and indirect expenditure from public and private sources on educational institutions, by level of education

 

 

 

All levels of

Primary and secondary education Tertiary education education combined
(including

Pre- Primary Post- Tertiary- Tertiary- undistributed and

primary & lower Upper secondary type B typeA advanced research

education All secondary secondary _non-tertiary All (ISCED 5B) (ISCED 5A & 6) programmes)

WEI participants

Argentina 0.5 3.1 2.4 0.7 n 1.1 0.4 0.7 4.8

Chile 0.4 3.9 2.7 1.2 n 1.8 0.2 1.7 6.2

Indonesia! n 1.4 1.0 0.4 n 0.6 x x 2.0

Jordan! n 4.1 3.5 0.6 a m m m m

Peru 0.4 3.3 2.8 0.5 a 1.3 0.3 1.0 5.0

Philippines’ 0.1 4.9 4.3 0.4 0.1 1.2 n 1.2 6.2

Thailand 0.6 3.8 2.9 0.9 n 2.6 0.6 2.0 7.6

Uruguay 0.3 2.1 1.6 0.5 n 0.6 x 0.6 3.0

WEI mean 0.3 3.3 2.7 0.6 n 1,3 - - 5.0

OECD countries

Australia 0.1 3.8 2.8 1.0 0.1 1.6 0.2 1.4 5.5

Austria 0.5 4.2 2.8 1.4 n 1.5 0.3 1.2 6.4

Belgium 0.5 3.5 x x x 0.9 m m 4.9

Canada 0.2 4.1 x x 0.2 1.9 0.5 1.3 6.2

Czech Republic 0.5 3.1 2.0 1.1 0.1 0.9 0.1 0.8 4.7

Denmark 1.1 4.3 2.9 1.4 n 1.5 x x 7.2

Finland 0.4 3.7 2.4 1.2 x 1.7 0.2 1.5 5.7

France 0.7 4.4 2.8 1.5 n 1.1 0.3 0.9 6.2

Germany 0.6 3.7 2.1 1.3 0.3 1.0 0.1 1.0 5.5

Greece x 3.5 x x x 1.2 x x 4.8

Hungary 0.8 3.1 1.9 1.1 0.1 1.0 a 1.0 5.0

Ireland n 3.3 2.4 0.7 0.1 1.4 x x 4.7

Italy 0.4 3.5 2.1 1.3 0.1 0.8 n 0.8 5.0

Japan 0.2 3.0 2.1 0.9 x 1.0 0.1 0.9 4.7

Korea 0.1 4.0 2.7 1.3 n 2.5 0.7 1.8 7.0

Mexico 0.4 3.5 2.7 0.8 a 0.9 x 0.9 4.7

Netherlands 0.4 3.1 2.2 0.8 n 1.2 n 1.2 4.6

Norway 0.6 4.4 3.0 1.5 x 1.5 x 1.5 6.9

Portugal 0.2 4,2 2.8 1.2 n 1.0 x x 5.7

Spain 0.4 3.7 1.3 2.4 x 1.1 x x 5.3

Sweden 0.6 4.5 3.0 1.5 n 1.7 x x 6.8

Switzerland 0.2 4.5 2.8 1.6 0.1 1.1 0.1 1.0 5.9

Turkey m 2.3 1.6 0.7 m 0.8 x x 3.5

United Kingdom m m m m m 1.1 x x 4.9

United States? 0.4 3.7 x x x 2.3 x x 6.4

OECD mean 0.4 3.7 24 1,2 0.1 1.3 0.3 1d 5.5    
1. Year of reference 1999.

2. Year of reference 1997.

3. Post-secondary non-tertiary data includedin tertiary education.

Source: OECD/UNESCO WEI.
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Table 6

Public expenditure on education as a percentageoftotal public expenditure (1998)

Direct public expenditure on educationalinstitutions plus public subsidies to private sector

(including subsidies for living costs) as a percentage of total public expenditure, by level of education
 

Primary, secondary

 

and post-secondary All levels

non-tertiary Tertiary of education

education education combined

WEIparticipants

Brazil! 7.9 2.9 12.0

Chile 12.1 2.7 16.1

Indonesia? 5.7 1.2 6.9

Malaysia 8.9 4.4 14.0

Paraguay 15.8 4.4 20,2

Peru 15.6 4.5 22.3

Philippines! 16.2 2.9 19.7

Thailand 14.6 6.6 27,2

Uruguay 8.5 2.6 12.2

WEI mean 11,7 3.6 16.7

OECD countries

Australia 10.2 3.6 13.9

Austria 7.8 3.2 12.2

Belgium 6.9 2.2 10.2

Canada 8.2 3.9 12.6

Czech Republic 6.3 1.8 9.3

Denmark 8.8 3.9 14.8

Finland 7.6 4.0 12.4

France 7.9 2.0 11.3

Germany 6.3 2.3 9.8

Greece 4.6 2.1 6.9

Hungary 7.8 2.4 12.4

Iceland 10.8 5.6 17.8

Ireland 9.9 3.5 13.5

Italy 7.1 1.6 10.0

Japan? 6.6 1.0 8.4

Korea 12.7 1.8 16.5

Mexico 16.2 4.5 22.4

Netherlands 6.8 3.0 10.6

Norway 9.7 4.2 16.1

Poland 7.8 2.7 12.2

Portugal 10.2 24 13.5

Spain 8.1 2.2 11.1

Sweden 9.1 3.6 13.7

Switzerland 10.8 3.0 14.6

United Kingdom 8.3 2.6 11.9

OECD mean 8.7 29 12.7

 

1. Year of reference 1997.

2. Year of reference 1999.

Source: OECD/UNESCO WEI.
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Table 7

Educational expenditure by resource category (1998)

Distribution of total and current expenditure on educational institutions, by resource category and level of education

 

 

  

 

            

Primary, secondary

and post-secondary non-tertiary education Tertiary education

Percentage of Percentage of

total expenditure Percentage of current expenditure total expenditure Percentageof currentexpenditure

Compensation Compensation Compensation Other Compensation Compensation Compensation Other

Current Capital] ofteachers of other staff ofall staff current Current Capital] of teachers of otherstaff ofall staff current

WEI participants

Argentina! 95 5 51 44 95 5 96 4 49 35 84 16

Brazil! 2 95 5 x x 83 17 97 3 x x 85 15

Chile! 91 9 x x 61 39 m m m m m m

India?»* 97 3 79 8 88 12 m m m m m m

Indonesia!>® 96 4 66 4 71 29 m m 33 14 47 53

Malaysia! 88 12 70 13 84 16 63 37 42 12 55 45

Paraguay! 93 7 72 21 93 7 83 17 7 3 10 1

Peru! 90 10 x x 72 28 88 12 x x 51 49

Philippines!» e 89 11 x x 62 38 90 10 x x 69 31

Sri Lanka! m m m m m m 73 27 36 24 60 25

Tunisia!> 90 10 x x 94 6 74 26 x x 63 37

Uruguay! 92 8 70 14 84 16 93 7 64 20 84 16

WEI mean 93 7 68 15 81 19 84 16 39 16 61 29

OECD countries

Australia 93 7 61 16 77 23 91 9 29 37 65 35

Austria 93 7 72 8 80 20 92 8 57 15 71 29

Belgium? 98 2 76 8 84 16 96 4 x x 76 24

Canada 97 3 62 15 77 23 94 6 36 33 69 31

Czech Republic 92 8 44 16 61 39 88 12 30 21 51 49

Denmark 96 4 53 26 80 20 87 13 52 25 78 22

Finland 91 9 57 13 70 30 91 9 38 25 64 36

France? 92 8 x x 79 21 89 11 x x 70 30

Germany? 92 8 x x 89 11 89 11 x x 76 24

Greece 85 15 88 x 88 12 70 30 x x 62 38

Hungary! 92 8 x x 75 25 88 12 x x 64 36

Ireland! 94 6 81 5 86 14 92 8 48 25 73 27

Italy! 96 4 69 14 83 17 82 18 50 26 76 24

Japan 88 12 x x 87 13 83 17 x x 65 35

Korea 83 17 72 9 81 19 68 32 38 15 53 47

Mexico! 95 5 79 12 91 9 92 8 66 18 84 16

Netherlands 95 5 x x 76 24 94 6 x x 76 24

Norway! 86 14 x x 82 18 88 12 x x 65 35

Poland! 91 9 x x 76 24 85 15 x x 66 34

Portugal 95 5 x x 94 6 84 16 x x 70 30

Spain 94 6 75 10 84 16 78 22 58 20 79 21

Sweden m m 46 11 57 43 m m x x 56 44

Switzerland! 89 11 72 14 85 15 88 12 56 22 77 23

Turkey!+ 84 16 95 1 96 4 77 23 53 36 89 11

United Kingdom} 96 4 50 20 70 30 99 1 32 25 57 43

United States!»+ 89 11 56 26 83 17 91 9 40 35 76 24

OECD mean 92 8 67 13 80 20 87 13 46 25 70 30

1, Public institutions only.

2. Year of reference 1997.

3. Public and government-dependentprivate institutions only.

4, Post-secondary non-tertiary education includedatthe tertiary level.

5. Year of reference 1999.

Source: OECD/UNESCO WEI.
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Table 8

Expenditure per student (1998)

Expenditure per student in US dollars converted using PPPs on public and private institutions,

by level of education, based on full-time equivalents

 

 

 

 

Tertiary education

Tertiary-type A

Lower Upper All Post-secondary & advanced

Pre-primary Primary secondary secondary secondary non-tertiary research

education education education education education education All Tertiary-type B programmes

1 2 3 4 5 6 7 8 9

WEIparticipants

Argentina! 1 662 1 389 1 667 2239 1 860 a 2965 4495 2572

Brazil! 1 065 837 995 1 154 1 076 a 14 618 x (9) 14 618

Chile 1318 1 500 1 624 1 764 1713 a 5 897 3121 6565

Indonesia!? 425 116 433 647 497 a 6 840 x (7) x (7)

Malaysia! 385 919 x (5) x (5) 1 469 5 999 m m m

Paraguay! x (2) 572 x (4) 948 948 a m 2511 m

Peru 463 480 671 671 671 a 2 088 1 035 3 039

Philippines’ y 433 689 640 1 089 726 3614 27799 a 27799

Thailand 802 1 048 1091 1 289 1177 m 6 360 4971 6951

Tunisia! ? 239 891 x (5) x (5) 1 633 a 5 136 5 753 x

Uruguay! 1096 971 1 068 1480 1 246 a 2 081 x (9) x (7)

Zimbabwe m 768 x (5) x (5) 1179 x (5) 10 670 5 355 13521

WEI mean 789 848 1 024 1252 1 183 - 5 945 3 882 7 152

OECD countries

Australia m 3 981 5 184 6 830 5 830 7218 11 539 8 341 12 279

Austria! 5 029 6065 7 669 8 783 8 163 7245 11 279 x (7) x (7)

Belgium* 2726 3743 x (5) x (5) 5 970 x (5) 6 508 x (7) x (7)

Belgium (FL.)* 2 601 3799 x (5) x (5) 6 238 x (5) 6 597 x (7) x (7)

Canada 4535 m m m m 5735 14 579 13 795 14 899

Czech Republic 2 231 1 645 2879 3575 3182 1 334 5 584 3191 6 326

Denmark 5 664 6713 6617 7705 7200 6 826 9 562 x (7) x (7)
Finland 3 665 4 641 4616 5515 5111 x (5) 7327 5 776 7582

France 3 609 3752 6 133 7191 6 605 m 7 226 7 636 7113

Germany 4 648 3531 4 641 9519 6 209 10 924 9481 5 429 10 139

Greece? x (2) 2 368 x (5) x (5) 3 287 27723 4157 3.232 4521
Hungary 2 160 2028 1 906 2 383 2 140 2 304 5 073 a 5 080

Iceland! m m m m m m m m m

Ireland 2555 2745 x (5) x (5) 3 934 4 361 8 522 x (7) x (7)

Italy! 47730 5 653 6627 6 340 6458 x (5) 6 295 6 283 6295

Japan 3123 5 075 5515 6257 5 890 x (5) 9 871 7270 10 374

Korea 1287 2 838 3374 3 692 3 544 a 6 356 4185 7820

Luxembourg m m m m m m m m m

Mexico 865 863 1 268 2 253 1 586 a 3 800 x (7) 3 800

Netherlands 3 630 3795 5 459 5 120 5 304 x (5.7) 107757 7592 10 796

New Zealand m m m m m m m m m

Norway! 7924 5 761 7116 7839 7 343 x (5) 10918 x (9) 10918
Poland 2747 1496 x (2) 1438 1438 m 4262 x (9) 4262
Portugal 1717 3121 4219 5 137 4 636 a m m m

Spain 2586 3.267 x (5) x (5) 4274 x (5) 5 038 4767 5 056
Sweden 3210 5 579 5 567 5701 5 648 m 13 224 x (7) x (7)
Switzerland! 2 593 6470 7618 11 219 9 348 7621 16 563 10 273 17 310

Turkey! m m m m m m m m m

United Kingdom* 4910 3 329 x (5) x (5) 5 230 x (5) 9 699 x (7) x (7)

United States 6 441 6 043 x (5) x (5) 7 764 x (7) 19 802 x (7) x (7)

OECD mean 3 585 3 940 5 083 5 916 5 294 5 634 9 063 - -         
Note: Columnofreference is given in brackets after “x”. x (2) meansthat the data are included in column2.

. Public institutions only.

. Year of reference 1997.

. Year of reference 1999,

B
w
n
r
n
o
r
w

. Public and government-dependentprivate institutions only.

Source: OECD/UNESCO WEI.
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Table 9

Ratio of expenditure per student to GDP per capita (1998)
Expenditure per studentrelative to GDP per capita on public andprivate institutions, by level of education,

based onfull-time equivalents (multiplied by 100)
 

 

 

 

Tertiary education

Tertiary-type A

Lower Upper All Post-secondary & advanced

Pre-primary Primary secondary secondary secondary non-tertiary research

education education education education education education All Tertiary-type B programmes

1 2 3 4 5 6 7 8 9

WEI participants

Argentina! 14 12 14 19 16 a 25 37 22

Brazil!» 16 12 15 17 16 a 214 x (9) 214
Chile 15 17 19 20 20 a 67 36 75

India! 2 10 13 15 14 m m m m

Indonesia!>? 16 4 16 24 19 a 259 x (7) x (7)

Malaysia’ 5 11 x (5) x (5) 18 74 m m m

Paraguay! x (2) 13 x (4) 22 22 a m 58 m

Peru 10 11 15 15 15 a 46 23 67

Philippines! z 12 18 17 29 19 97 75 a 75

Thailand 15 19 20 23 21 m 116 90 126

Tunisia! 3 4 16 x (5) x (5) 28 a 90 100 x (8)
Uruguay! 13 11 12 17 14 a 24 x (7) x (7)

Zimbabwe m 29 x (5) x (5) 44 x (5) 401 201 508

WEI mean il 14 16 20 20 - 132 78 155

OECD countries

Australia m 16 21 28 24 30 48 34 51

Austria! 21 26 33 37 35 31 48 x (7) x (7)

Belgium* 11 16 x (5) x (5) 28 x (5) 28 x (7) x (7)

Canada 18 m m m m 23 58 55 59

Czech Republic 17 13 22 28 25 10 43 25 49

Denmark 22 26 26 30 28 27 37 x (7) x (7)

Finland 17 21 21 25 23 x (5) 34 27 35
France 17 18 29 34 31 x (5) 34 36 34

Germany 20 15 20 42 27 48 41 24 44

Greece? x (2) 17 x (5) x (3) 23 19 29 23 32
Hungary! 21 20 18 23 20 24 53 a 53

Ireland 11 12 x (5) x (5) 17 19 38 x (7) 38

Italy! 21 26 30 29 29 x (5) 28 28 28

Japan 1B 21 23 26 24 x (5, 6) 41 30 4B
Korea 9 20 23 26 25 a 44 29 54

Mexico 11 11 16 29 20 a 48 x (7) x (7)

Netherlands 15 15 22 21 21 x (5, 6) 44 31 44

Norway! 30 22 27 29 28 x (5) 42 x (9) 42

Poland 34 18 x (2) 18 18 x (5) 52 x (9) 52
Portugal! 17 21 28 30 29 a m m m

Spain 15 19 x (5) x (5) 27 x (5) 30 28 30

Sweden 15 26 25 26 26 m 61 x (7) x (7)

Switzerland! 9 24 28 41 34 28 61 38 63

United Kingdom* 23 16 x (5) x (5) 25 x (5) 46 x (7) x (7)

United States 20 19 x (5) x (5) 24 x (6) 61 x (7) x (7)

OECD mean 18 19 24 29 26 26 44 31 45         
Note: Columnofreferenceis given in brackets after “x”. x (2) meansthat the data are included in column2.

. Public institutions only.

. Year of reference 1997.

. Year of reference 1999.

w
n

Pr

. Public and government-dependentprivate institutions only.

Source: OECD/UNESCO WEI.
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Table 10

Public spending on public and private educationalinstitutions (1998)

Proportion of public direct expenditure on public and private educational institutions

 

 

 

       
 

Primary, secondary and post-secondary non-tertiary education Tertiary education

Government- Government-

dependent Independent dependent Independent

Public private private All private Public private private All private

institutions institutions institutions institutions institutions institutions institutions institutions

WEIparticipants

Argentina 86.9 13.1 x 13.1 97.6 2.4 x 2.4

Brazil! 99.7 a 0.3 0.3 99.1 n 0.9 0.9

Chile 65.6 33.9 0.5 34.4 56.3 39.6 4.1 43.7

India 69.6 30.4 x 30.4 m m m m

Indonesia’ 99.9 a 0.1 0.1 100 a m m

Jordan? 100 a a a m m m m

Peru 98.4 1.6 n 1.6 99.9 0.0 n 0.1

Thailand 96.4 3.6 a 3.6 100 0.0 a 0.0

Tunisia? 100 n n n 100 n n n

Uruguay 100 a a a 100 a a a

Zimbabwe 100 n n n 100 n n n

WEI mean 92,4 7.5 0.1 7.6 94.8 4.8 0.7 5.9

OECD mean 89.5 10.3 0.3 10.8 89.3 8.1 29 10.7

1. Year of reference 1997.

2. Year of reference 1999,

Source: OECD/UNESCO WEI.

Table 11

Changein expenditure on educational institutions due to in/decreases in the expected numberofteachers

at primary and secondarylevels of education, 1998-2010 (1998 = 0)

(assuming changes in the number of teachers lead to equalincreasesin all current and capital expenditure)

 

 

 

Scenario

Current conditions 100% enrolmentrate in primary and 87% in secondary

WEIparticipants

Argentina 0.2 0.2

Brazil!>? 0.2 —0.1

Chile 0.1 0.2

Indonesia? 0.0 0.5

Malaysia! 0.3 0.7

Paraguay! 0.7 1.4

Peru n n

Philippines? 0.6 0.8

Thailand 0.5 —0.4

Tunisia!3 0.5 0.2

Uruguay 0.1 0.1

WEI mean OT 0.3

 

1, Calculations made from student-teacherratios in public institutions only.

2. Year of reference 1997.

3. Year of reference 1999,

Source: OECD/UNESCO WEI.
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Table 12

School expectancy (1999)

Expected years of schooling under current conditionsin public and private institutions, excluding education for children underfive yearsof age,

by level of education (based on head counts)
 

 

 

Primary and Upper Post-secondary

lower secondary secondary non-tertiary Tertiary

All levels of education combined education education education education

M+W Men Women M+W

WEI participants

Argentina! 14.2 13.8 14.5 10.4 1.8 a 2.6

Brazil! 14.9 14.7 15.0 10.6 2.3 a 0.8

Chile! 14.3 14.4 14.1 8.2 3.4 a 1.6

China 10.1 m m 8.6 1.1 0.1 0.3

Egypt 11.0 m m 7.8 1.8 m 1.3

Indonesia? 9.7 9.9 9.4 7.8 1.1 a 0.5

Jordan 11.6 11.6 11.6 8.9 1.5 a 1.0

Malaysia’ 12.5 12.3 12.8 8.6 1.7 0.1 1.0

Paraguay! 11.0 11.0 11.0 9.1 1.2 a m

Peru! 13.9 14.1 13.7 10.7 1.9 n 1.4

Philippines! 11.8 11.6 12.1 9.5 0.6 0.1 1.3

Russian Federation 12.2 13.6 14.1 2.5 1.3 n 2.5

Thailand? 13.1 13.1 13.0 9.9 2.4 n 1.7

Tunisia 13.4 13.6 13.3 9.9 2.4 a 0.8

Uruguay! 15.2 14.0 16.4 9.9 2.2 a 1.9

Zimbabwe 9.9 10.5 9.3 8.6 1.2 a 0.1

WEI mean 12.4 12.7 12.8 8.8 1.7 0.1 1.3

OECD countries

Australia 19.9 19.5 19.9 11.7 4.4 0.5 3.0

Austria 16.0 16.1 15.9 8.2 3.8 0.5 2.2

Belgium 18.5 18.2 18.9 9.0 5.3 0.5 2.7

Canada 16.5 16.3 16.8 8.8 3.3 0.8 2.8

Czech Republic 15.1 15.0 15.2 9.2 2.7 0.4 1.4

Denmark 17.7 17.2 18.2 9.8 3.4 0.1 2.5

Finland 18.3 17.7 19.0 9.0 4.2 x 3.9

France 16.5 16.3 16.7 9.5 3.3 n 2.6

Germany 17.2 17.3 17.1 10.1 2.9 0.5 2.0

Greece 15.6 15.4 15.8 9.1 2.8 0.4 2.5

Hungary 16.0 15.8 16.2 8.2 3.7 0.6 1.8

Iceland 17.7 17.1 18.3 9.9 4.7 0.1 2.0

Ireland 16.0 15.6 16.4 10.7 2.3 0.6 2.4

Italy 15.8 15.5 16.0 8.2 4.2 n 2.3

Japan m m m 9.1 3.0 m m

Korea 15.8 16.7 14.8 8.9 2.9 a 3.5

Luxembourg m m m 9.2 3.5 0.1 m

Mexico 12.4 12.5 12.4 9.4 1.3 a 0.9

Netherlands 17.1 17.4 16.9 10.4 3.3 0.1 2.3

New Zealand 17.2 16.5 17.8 10.1 3.8 0.3 3.0

Norway 17.9 17.4 18.5 9.9 4.1 0.1 3.1

Poland 16.0 15.6 16.4 8.0 4.0 0.3 2.3

Portugal 16.8 16.5 17.1 10.9 2.9 a 2.3

Spain 17.3 17.0 17.7 10.5 2.6 0.4 2.8

Sweden 20.3 18.6 22,2 9.8 5.7 0.1 2.9

Switzerland 16.3 16.7 15.9 9.6 3.3 0.2 1.7

Turkey 10.6 11.3 9.5 7.3 1.9 a 1.2

United Kingdom 18.9 18.1 19.7 8.9 7.3 x 2.6

United States 17.2 17.7 16.6 9.7 2.7 0.4 3.6

OECD mean 16.7 16.5 16.9 9.4 3.6 0,2 2.5       
1. Year of reference 1998.

2. Year of reference 2000.

3. Thailand: Full-time participation only, Participation by adults in part-time education accounts for around five more years of school expectancy.

Source: OECD/UNESCO WEI.
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Table 13

Transition characteristics at ages 11 through 20 (1999)

Net enrolmentratesin public and private institutions, by level of education and age (based on head counts)

 

 

 

Age 11 Age 12 Age 13 Age 14 Age 15 Age 16 Age 17 Age 18 Age 19 Age 20

Primary & Primary & Primary & Primary & Primary & Primary & Primary & Primary & Primary & Primary &

Secondary! Secondary! Secondary! Secondary! Secondary! Secondary! Tertiary Secondary! Tertiary Secondary! Tertiary Secondary! Tertiary Secondary! Tertiary

WEIparticipants

Argentina* 106 105 95 91 80 71 n 61 3 32 18 17 21 m 22

Brazil? 97 97 96 93 85 84 n 71 n 60 3 43 6 30 7

Chile! 95 93 90 89 86 87 n 78 m 53 m 20 m 8 m

Egypt 93 86 73 65 67 53 n m m m m m m m m

Indonesia? 79 94 70 59 45 38 a 39 a 26 12 9 15 2 14

Jordan 87 85 87 79 79 72 m 56 m 16 m 4 m m m

Malaysia’ 95 100 92 90 76 73 n 10 n 13 23 3 21 1 20

Paraguay? 91 90 78 70 59 10) n 42 n 27 1 10 2 5 3

Peru! 105 99 95 86 82 70 1 m 8 m 15 m 18 m 19

Philippines’ 95 61 82 78 80 72 24 31 37 13 27 7 12 1 24

Russian Federation 90 95 97 89 74 56 m 22 m 1 m m m m m

Thailand 99 100 93 86 77 63 n 49 m 33 34 5 29 1 16

Tunisia 102 94 91 84 71 60 m 51 m 42 m 32 m 19 m

Uruguay” 109 129 99 81 72 67 a 55 4 34 15 20 14 14 12

Zimbabwe 93 93 121 39 51 53 m 40 m 22 m 13 m m m

WEI mean 96 94 91 79 72 65 2 46 7 29 17 15 15 9 15

OECD countries

Australia 99 99 98 99 97 92 n 79 5 39 29 25 34 20 32

Austria 99 99 99 99 95 92 a 87 n 61 6 26 14 9 20

Belgium 98 99 99 99 100 98 n 95 1 50 35 28 46 16 47

Belgium (FI.) 96 96 96 95 97 95 n 93 n 42 37 21 45 10 46

Canada 98 99 98 97 98 94 n 81 3 39 15 17 30 13 33

Czech Republic 100 100 100 100 100 100 n 88 n 50 10 17 18 5 20

Denmark 100 100 100 98 97 93 n 82 n 76 n 55 3 30 10

Finland 99 99 99 99 100 94 n 96 n 84 1 27 19 16 31

France 99 99 99 99 98 96 n 90 2 56 25 31 38 13 42

Germany 99 99 100 100 99 97 n 92 1 82 3 59 8 33 15

Greece 99 99 96 97 93 92 a 65 a 20 48 22 69 5 57

Hungary 101 101 99 99 96 93 a 88 a 59 11 29 21 17 24

Iceland 99 99 99 100 98 90 a 77 a 67 n 63 1 36 11

Ireland 101 99 100 99 102 93 n 77 5 42 32 13 36 7 35

Italy 99 101 99 94 88 79 a 73 a 64 5 20 27 7 28

Japan 101 103 102 101 99 95 a 94 m 2 m 1 m m m

Korea 99 94 100 98 97 98 n 93 3 12 44 2 59 n 53

Luxembourg 98 90 99 95 92 87 a 81 a 66 m 42 m 25 m

Mexico 96 90 82 73 55 43 a 32 3 17 10 22 13 4 13

Netherlands 98 99 100 99 102 108 a 91 4 64 16 29 26 25 31

New Zealand 100 99 98 98 96 90 n 72 3 31 23 16 32 10 33

Norway 99 99 99 99 100 94 n 93 n 87 n 42 14 19 28

Poland 97 97 97 97 96 93 a 90 x 74 1 35 25 21 30

Portugal 110 115 111 112 95 84 a 81 4 50 16 29 26 13 29

Spain 106 105 105 104 96 87 a 79 n 42 24 26 32 19 37

Sweden 101 101 101 101 97 97 n 97 n 95 n 33 13 25 22

Switzerland 100 100 99 99 97 91 n 85 n 79 1 57 6 27 13

Turkey 89 74 63 51 47 40 n 22 3 8 10 6 15 n 15

United Kingdom 99 99 98 98 103 84 n 71 2 29 24 16 33 13 34

United States 104 113 102 96 107 88 n 81 1 27 35 8 41 4 34

OECD mean 100 99 98 97 95 89 n 81 1 51 17 27 27 16 29          
1. Including post-secondary non-tertiary.

2. Year of reference 1998.

3. Year of reference 2000.

Source: OECD/UNESCO WEI.



185
ANNEX A4

 

Table 14

Distribution of students in primary, secondary andtertiary education, by type ofinstitution (1999)

 

 

 

Primary and secondary education Tertiary education

Government- Government-

dependent Independent dependent Independent

Public private private All private Public private private All private

institutions institutions institutions institutions institutions institutions institutions institutions

WEI participants

Argentina! 78 19 4 22 79 14 21

Brazil! 89 a 11 11 39 a 61 61

Chile! 56 35 9 44 29 20 51 71

Egypt 94 a 6 6 m a m m

Indonesia’ 83 a 17 17 15 a 85 85

Jordan 76 a 24 24 m m m m

Malaysia! 97 x 3 3 61 a 39 39

Paraguay! 81 9 9 19 m m m m

Peru! 86 3 11 14 53 a 47 47

Philippines! 86 a 14 14 26 a 74 74

Russian Federation 100 a n n 95 a 5 5

Thailand 89 9 2 11 79 a 21 21

Tunisia 96 a 4 4 m a m m

Uruguay! 86 a 14 14 89 a 11 11

Zimbabwe 16 84 a 84 m m a m

WEI mean 81 il 8 19 57 2 37 43

OECD countries

Australia 74 25 a 25 m m m m

Austria 93 7 n 7 93 7 n 7

Belgium (FI.) 34 66 m 66 x x m x

Canada 95 2 3 5 100 n n n

Czech Republic 96 a 95 5 a 5

Denmark 89 11 a 11 100 n a n

Finland 96 a 4 89 11 a 11

France 79 17 4 21 86 3 11 14

Germany 95 x x 5 94 x x 6

Iceland 97 3 n 3 94 6 n 6

Ireland 99 a 1 1 94 a 6 6

Italy 94 1 6 6 88 a 12 12

Japan 89 a 10 10 21 a 79 79

Korea 78 21 1 22 20 a 80 80

Luxembourg 88 6 12 43 57 a 57

Mexico 90 a 10 10 72 a 28 28

Netherlands 23 76 n 77 32 68 68

New Zealand 94 1 5 6 96 4 4

Norway 96 x x 89 x 11

Poland 98 2 n 2 76 n 24 24

Portugal 89 a 11 11 67 a 33 33

Spain 70 24 6 30 88 1 11 12

Sweden 98 2 a 2 94 5 1 6

Switzerland 94 2 3 6 81 12 6 19

Turkey 98 a 2 2 m a m

United Kingdom 65 31 4 35 a 100 n 100

United States 89 a 11 11 71 a 29 29

OECD mean 86 12 4 14 74 12 1S 26       
 

1. Year of reference 1998.

2. Year of reference 2000.

Source: OECD/UNESCO WEI.
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Table 15

Percentageofstudents repeating current grade (1999)
 

Table 17

Entry rates to tertiary education (1999)

Sum of net entry rates for single years of age in

 

 

 

 

 

 

     

 

      

; Lower Upper tertiary-type A and tertiary-type B education in public
Primary secondary secondary : as

education education education and privateinstitutions, by gender

‘Tertiary-type B Tertiary-type A

WEI participants (Net entryrates) (Net entryrates)

Argentina! 5.3 7.6 5.3 Mt+W Men Women M +W Men Women

Brazil! 25.1 15.0 18.1

Chile! 3.2 3.8 5.1

China 0.8 0.1 m WEIparticipants
Egypt 6.0 9.7 3.5

Jordan 0.7 4 1.2 Argentina! 26 16 37 51 45 57
Malaysia’ a a 0.3 Chile! 15 15 14 37 39 35
Paraguay! 8.6 1.9 1.4 (one 7 m m 6 x x

Peru! 9.8 7.0 2.7 Indonesia? 6 6 7 11 13 9

Philippines’ 1.9 2.2 0.8 Malaysia! 10 u 9 1B ul 15
Russian Federation 1.2 1.0 0.5 Paraguay! 1 1 1 at at at

Sri Lanka! 5.1 3.3 m Perl? 18 15 21 15 a a

Thailand 3.5 a a Philippines! a a a 31 27 35

Tunisia 18.3 20.9 23.9 Thailand2 20 20 1 35 32 38

Uruguay! 8.4 18.9 5.7 Tunisia? 4 4 3 19 17 20
Zimbabwe a a a Uruguay!” 17 8 26 26 20 32

WEI mean 6.1 5.8 4.9 WEI mean 12 1 15 24 25 30

1. Year of reference 1998. .
OECD countries

Source: OECD/UNESCO WEI.

Australia m m m 45 37 53

Belgium (FI.) 26 21 31 30 29 30

Czech Republic’ 13 10 16 23 24 22

Table 16 Denmark 34 24 46 34 32 36
Gross entry rates to secondary education (1999) Finland a a a 67 58 77

France 21 21 20 35 29 42

Lower secondary education Upper secondary education Germany* 13 10 17 28 28 29
Hungary n n 1 58 53 64

M+W Men Women M+W Men Women Iceland 10 10 9 SS 36 75

Italy 1 1 1 40 35 46

WEIparticipants Japan? 33 22 44 37 46 28
Korea” 46 48 44 43 48 37

Argentina! 96 94 99 62 57 68 Mexico 1 1 1 24 26 22

Chile! 83 83 84 83 82 84 Netherlands 1 1 1 54 51 57

China 80 83 77 43 44 41 New Zealand 37 27 46 71 59 82

Indonesia’ 61 61 61 37 38 36 Norway 7 7 7 57 44 71

Malaysia’ 96 96 95 80 73 88 Poland? 1 x x 59 x x

Paraguay 69 70 69 42 41 43 Slovak Republic* 3 1 4 35 35 35

Peru! 91 93 88 67 68 67 Spain 11 11 11 46 39 53

Philippines' 90 89 92 59 53 64 Sweden 5 5 5 65 54 77

Thailand 123 127 118 90 90 90 Switzerland 15 16 13 29 32 26

Tunisia 118 110 127 53 55 50 United Kingdom 28 28 29 45 43 48

Uruguay! 109 111 107 78 72 84 United States 14 13 15 45 42 48

WEI mean 92 92 92 61 59 63 OECD mean 15 13 17 45 40 48

1. Year of reference 1998. 1. Year of reference 1998.

2. Year of reference 2000. 2. Entry rate for type A and B programmescalculated as gross entry rate.

Source: OECD/UNESCO WEI. 3. Year of reference 2000.
4. Entry rate for type B programmes calculated as gross entry rate.

Source: OECD/UNESCO WEI.



187
ANNEX A4

 

Table 18

Upper secondary graduationrates and enrolmentpatterns (1999)

Ratio of upper secondary graduates to total population at typical age of graduation (multiplied by 100)
in public and private institutions, by programmeorientation and gender

Enrolmentpatterns in public and private institutions, by programmeorientation

 

 

 

 

          

Graduation rates

Pre-vocational/

Total General Vocational Distribution of enrolment

(unduplicated) programmes programmes by type of programme

M+W Men Women M+W Women M+W Women General Pre-vocational Vocational

WEI participants!

Argentina* 40 38 43 19 26 21 17 57 43

Brazil? 44 39 50 26 29 21 23 70 a 30

Chile? 56 52 61 31 36 25 26 58 a 42

China 37 39 36 17 15 20 21 43 x 57

Egypt m m m m m m m 34 a 67

India 47 m m m m m m 94 a 58

Indonesia* 32 32 31 19 19 13 12 61 a 39

Jordan 73 69 77 55 63 17 14 74 a 26

Malaysia? 62 49 76 60 74 2 1 89 n 12

Paraguay” 31 28 34 27 30 4 4 84 a 16

Peru? 57 57 57 44 45 13 12 76 24 a
Philippines’ 57 52 63 57 63 a a 100 a

Russian Federation m m m m m m m 100 n n

Thailand 65 54 76 49 59 16 16 72 a 28

Tunisia 34 m m 30 32 4 m 93 n 70

Uruguay? m m m m m m 81 a 19

WEI mean 49 46 55 36 4l 13 13 74 17 24

OECD countries

Austria m m m m m m m 22 73 71

Belgium m m m m m m m 34 a 66

Belgium (FL)® 83 82 85 33 38 63 64 m m m

Canada 92 82 a

Czech Republic’ 52 44 59 13 15 43 49 20 5 80

Denmark 90 82 98 54 66 59 63 47 a 53

Finland 89 84 94 53 64 67 71 47 a 53

France 85 84 86 33 39 67 61 43 n 57

Germany’ 92 90 94 33 36 59 58 35 a 65

Greece 67 58 76 59 62 20 16 74 a 26

Hungary 92 91 93 24 30 71 65 34 55 11

Iceland 82 79 84 54 65 43 32 67 1 32

Ireland® 86 79 94 78 85 15 16 79 21 a

Italy? 73 69 79 28 37 65 63 35 12 6

Japan 95 92 97 69 73 27 26 74 0 26

Korea 91 91 91 56 53 36 38 62 a 38

Luxembourg! 60 57 63 26 30 34 33 36 n 64

Mexico! 31 29 33 28 29 4 4 86 a 14

Netherlands! 92 88 95 35 39 56 56 33 a 67

New Zealand! m m m a a a a m m m

Norway! m m m 67 82 66 48 46 a 54

Poland! m m m 30 41 69 59 34 a 66

Portugal m m m m m m m 75 a 25

Slovak Republic 93 92 92 m m m m 20 a 80

Spain 68 62 74 47 53 29 31 69 n 31

Sweden 74 71 78 41 45 33 31 50 a 47

Switzerland! 83 86 81 m m m m 35 a 65

Turkey! m m m 20 19 19 16 51 a 49

United Kingdom m m m m m m m 33 x 67

United States 78 79 77 m m m m m m m

OECD mean 79 76 82 40 46 43 4l 49 36 47

1. Graduation rate may include some double-counting.

2. Year of reference 1998.

3. Year of reference 1997 for graduation rates and 1998 for enrolmentpatterns.

4. Year of reference 2000.

5. Year of reference 1999 for graduation rates and 1998 for enrolmentpatterns.

6. Short ISCED 3C programmesexcluded.

7. Low figure due to extension of lower secondary education by oneyear in 1996.

Source: OECD/UNESCO WEI.
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Table 19

Gross graduationrates in tertiary education (1999)
Ratio of graduatesto total population at typical age of graduation (multiplied by 100)

in public and private institutions, by destination, type and duration of programme

 

 

 

Advanced

Tertiary-type B Tertiary-type A research

programmes programmes programmes

Mediumfirst-degree Longfirst-degree Very longfirst-degree

All first degree programmes programmes programmes Second-degree Ph. D or

programmes (3 to less than 5 years) (5 to 6 years) (morethan 6 years) programmes equivalent

WEIparticipants

Argentina! 10.0 x 75 x x 0.1

Brazil? x 8.9 x x x 0.6

Chile! 10.8 7.8 8.7 0.2 n 0.8

China m m a a a m

Indonesia? 9.1 3.2 1.5 1.8 a 0.2

Malaysia 5.3 6.9 0.1 x x 0.8

Paraguay! 2.5 m m m m m

Peru! 3.2 n 7.8 x a x

Philippines’ a 20.0 x x x 0.4

Russian Federation m m 26.1 m m m

Sri Lanka! m 1.6 0.3 n n 0.6

Thailand 20.0 13.1 x n m 2.0

Tunisia 1.9 73 a a 1.2 m

Uruguay! 3.8 1.7 2.1 2.5 x 1.1

WEI mean 6.1 6.4 4,2 0.6 0.2 0.7

OECD countries

Australia m 47.7 a a 9.1 1.2

Austria m 1.0 13.3 n 0.1 1.7

Belgium (FI.) 26.2 11.0 5.8 1.1 54 0.7

Canada 16.7 27.6 1.4 1.1 5.3 0.9

Czech Republic 5.8 2.2 8.6 a 1.7 0.5

Denmark 25.2 6.5 n a 9.5 m

Finland 22.1 17.1 19.1 a n 1.9

France 17.9 33.9 5.6 0.8 6.7 1.2

Germany 11.8 6.3 12.4 a n 2.0

Hungary m 24.4 x a m m

Iceland 8.5 26.0 2.8 a 1.7 n

Ireland 21.0 24.8 1.2 x 13.1 0.8

Italy 0.6 1.2 15.5 a 3.3 0.4

Japan 29.9 29.0 x a 2.6 0.6

Korea 31.2 26.5 0.6 a 3.0 0.6

Netherlands 1.0 35.0 1.4 a 1.4 1.2

New Zealand 10.5 31.0 7A 0.6 17.3 0.8

Norway 6.4 32.6 2.7 2.9 4.8 1.0

Poland 0.8 15.9 14.0 a 18.2 m

Slovak Republic 2.5 5.3 14.4 n n 0.5

Spain 5.8 14.4 20.6 n m m

Sweden 2.9 26.6 1.3 a 0.6 2.5

Switzerland 19.0 7.8 11.8 0.9 5.1 2.6

Turkey 4,2 9.5 n a 0.8 0.2

United Kingdom 13.4 38.8 1.2 n 15.2 1.5

United States 8.6 33.2 a n 14.3 1.3

OECD mean 10.4 22.4 6.3 0.3 7.2 1.0      
1. Year of reference 1998.

2. Year of reference 1997.

3. Year of reference 2000.

Source: OECD/UNESCO WEI.
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Table 20

Net enrolmentrates for primary and secondary education (1999)

Ratio of students enrolled of typical primary and secondary school ageto total population at corresponding age

 

 

 

Ofwhich:

Age group Enrolmentrate! In primary In lower secondary In upper secondary

education education education

Primary school-age population

Argentina* 6-11 107.2 106.7 0.4 n

Brazil? 7-12 96.2 92.0 0.5 n

Chile? 6-11 97.3 88.5 0.1 n
Egypt 6-10 98.0 95.1 2.7 n

Indonesia? 7-12 88.6 85.2 3.5 n

Malaysia’ 6-11 107.5 95.6 n n

Paraguay” 6-11 93.8 92.2 n n

Peru? 6-11 105.3 103.2 2.1 n

Philippines’ 6-11 99.4 99.4 n n

Thailand 6-11 102.2 86.7 0.2 n

Tunisia 6-11 93.5 92.7 0.6 n

Uruguay? 6-11 101.7 92.3 1.3 n

Zimbabwe 6-12 89.8 89.1 0.7 n

WEI mean 98.5 93.7 0.9 n

Secondary school-age population

Argentina* 12-17 84.2 10.2 49,3 24,2

Brazil? 13-17 85.9 42.9 25.4 17.4

Chile? 12-17 87.4 17.5 30.8 39,2

Egypt 11-16 72.6 5.3 41.8 25.5

Indonesia? 13-18 48.1 4.9 25.3 15.9
Malaysia’ 12-18 69.1 0.1 41,7 23.9
Paraguay” 12-17 65.6 23.4 30.5 11.7

Peru? 12-16 86.6 25.1 45.2 16.3
Philippines’ 12-15 75.6 26.2 46.4 2.9

Thailand 12-17 77.1 14.9 41.0 21.1

Tunisia 12-18 71.2 16.5 36.8 17.7

Uruguay? 12-17 84.5 18.4 44.3 21.1
Zimbabwe 13-18 55.5 18.0 20.5 17.1

WEI mean 74.1 17,1 38.8 19.6     
Note: Students at the typical age of primary and secondary schoolage can beenrolled at different levels of education, e.g. due to repetition. The net enrolmentrate takes

all levels into account.

1. Net enrolmentrates higher than 100% are due to inconsistencies between the enrolmentand the population data.

2. Year of reference 1998.

3. Year of reference 2000.

Source: OECD/UNESCO WEI.
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Table 21

Student-teacherratio (1999)
For public andprivate institutions, by level of education (based on full-time equivalents)
 

Tertiary-type A

 

Lower Upper All and advanced

Pre-primary Primary secondary secondary secondary research All tertiary

education education education education education Tertiary-type B programmes education

WEIparticipants

Argentina! 18.1 20.7 15.5 12.4 14.3 19.7 29.0 m

Brazil! 21.2 28.9 33.7 38.6 36.2 x x 13.3

Chile! m 33.4 33.4 26.9 29.1 m m m

China! 27,4 20.3 16.9 m m 14.2 14.7 m

Egypt m 23.4 22.0 12.6 16.9 m m m

Indonesia? 19.0 23.1 19.8 17.2 18.7 x x 12.5

Jordan!3 21.4 m m 17.3 m m m m

Malaysia! * 27.1 21.6 x x 19.3 m m m

Paraguay! 24.6 19.7 x x 9.9 10.3 m m

Peru! 29,3 25.2 17.2 17.2 17.2 14.3 13.6 13.8

Philippines’ 11.3 34.4 x x 32.9 a 17.2 17.2

Russian Federation” m 17.6 14.1 x 11.5 12.3 10.1 11.0

Thailand 24.6 20.7 23.5 21.6 22.7 30.9 27.5 28.5

Tunisia! ? 10.9 23.9 25.8 21.3 23.8 x x 26.5

Uruguay! 31.0 20.6 11.7 24.8 15.1 x x 7A

Zimbabwe m 41.0 x x 27.3 x x 32.3

WEI mean 24,5 25.0 21.2 21.4 21.1 16.9 18.7 18.1

OECD countries

Australia* m 17.3 13.7 10.8 12.7 m 11.8 m

Austria 17.5 14.5 9.6 10.0 9.8 m 16.5 15.0

Belgium (FI.) 17.7 13.9 x x 8.8 x x 18.1

Canada 15.1 18.7 18.7 20.0 19.3 14.5 m m

Czech Republic 19.5 23.4 16.2 13.1 14.7 15.3 14.8 14.9

Denmark 6.5 10.6 11.6 13.2 12.4 m m m

Finland 12.3 17.4 10.6 16.6 13.5 x 15.7 m

France 19.3 19.6 12.9 12.7 12.8 21.4 15.8 16.9

Germany 23.7 21.0 16.4 12.4 15.2 13.9 12.0 12.3

Greece 15.9 13.5 10.6 10.7 10.6 20.2 29.3 26.0

Hungary 11.8 10.9 10.9 10.3 10.6 x x 12.1

Iceland 5.7 13.3 x 13.5 m 7.0 8.2 8.0

Ireland 14.7 21.6 x x 14.6 15.9 18.2 17.3

Italy 13.2 11.3 10.3 10.2 10.3 10.6 25.6 24.8

Japan 19.0 21.2 17.1 14.1 15.4 9.1 13.0 11.5

Korea 23.9 32,2 21.9 22.5 22,2 m m m

Luxembourg? 16.7 12.5 x x 9.9 m m m

Mexico 24.4 27,2 35.5 26.9 32,2 x x 14.8

Netherlands x 16.6 x x 17.7 m m 12.0

New Zealand 6.6 20.5 19.8 12.8 16.1 11.3 16.0 14.8

Norway 5.1 12.6 10.1 9.9 m x x 13.4

Slovak Republic 10.4 19.6 13.5 13.8 13.6 x x 10.3

Spain 17.1 15.4 x x 12.9 10.2 17.3 16.4

Sweden m 13.3 13.3 15.5 14.5 x 9.3 9.5

Switzerland? 17.8 16.1 12.1 12.6 12.3 m m m

Turkey 15.3 30.0 a 16.1 16.1 45.4 19.5 21.5

United Kingdom*® 16.5 22.5 17.4 12.4 14.7 x x 18.5
United States 19.3 16.3 16.8 14.5 15.6 9.8 15.4 14.0

OECD mean 15.4 18.0 15,2 14,1 14.6 15.7 16,2 15,3        
. Year of reference 1998.

. Year of reference 2000.

. Public institutions only.

. Includes only general programmesat the lower and upper secondary levels of education.

WA
P
W
N

. Includes only general programmesat the upper secondary level of education.

Source: OECD/UNESCO WEI.
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Table 22

Agedistribution of teachers (1999)

Percentage ofteachers in public and privateinstitutions, by level of education and age group (based on head counts)
 

 

 

               

Primary education Lower secondary education Upper secondary education

< 30 30-39 =40-49 50-59 > 60 =< 30 30-39 =40-49 50-59 > 60 < 30 30-39 40-49 50-59 > 60

WEI participants

Argentina! 30 31 28 10 1 24 35 27 12 2 24 35 27 12 2

Brazil! 35 36 22 5 1 28 34 29 9 1 29 33 29 9 1

Chile! 9 24 37 26 5 9 24 37 26 5 10 31 35 18 5

China! 33 27 27 13 0 48 28 15 8 n 41 34 14 12 n

Indonesia” 52 35 10 4 n 21 53 18 7 1 19 51 20 8 1
Jordan!3 x x x x x 43 40 14 3 x 39 43 14 5 x

Malaysia!’ ? 23 49 18 10 0 15 51 25 9 n x x x x x

Philippines? 10 25 21 37 7 13 38 31 16 3 13 38 31 16 3

Tunisia!» ? x x x x x 32 43 21 5 n 28 42 24 6 n

WEI mean 27 32 23 15 2 26 38 24 10 1 25 38 24 il 2

OECD countries

Austria 16 31 38 14 1 9 31 43 16 1 7 28 40 23 1

Belgium (FI.) 20 31 28 20 n x x x x x 14 23 36 26 2

Canada 12 24 39 24 1 12 24 39 24 1 12 24 39 24 1

Czech Republic 15 27 25 29 5 15 27 25 28 5 9 26 31 28 6

Finland 14 32 28 25 1 9 27 31 31 1 6 25 34 30 5

France 13 29 38 21 n 14 23 31 32 1 11 26 31 30 1

Germany 7 15 38 37 4 4 10 41 41 4 3 22 40 31 4

Iceland 16 30 32 17 6 x x x x x 7 24 34 24 11

Ireland 13 28 34 19 6 11 26 35 23 5 x x x x x

Italy 5 27 40 25 4 n 9 46 41 3 n 18 45 34 3

Korea 22 31 30 15 2 14 49 23 11 3 11 44 31 13 2

Luxembourg? 27 21 29 22 n 9 26 32 30 3 x x x x x

Netherlands 14 21 40 23 1 x x x x x 7 19 40 32 2

New Zealand 19 21 36 20 3 17 21 36 22 3 13 21 38 24 4

Norway x x x x x 16 22 30 27 5 7 19 34 32 7

Slovak Republic 24 23 28 23 3 14 20 37 27 3 16 28 33 19 4

Sweden 12 15 33 35 6 14 19 25 35 7 7 17 28 40 8

Switzerland? 21 25 34 18 2 12 26 35 24 3 5 27 35 27 6

United Kingdom* 21 20 37 22 1 17 22 39 21 1 18 22 39 21 1

OECD mean 16 25 34 23 3 12 24 34 27 3 9 24 36 27 4

1. Year of reference 1998.

2. Year of reference 2000.

3. Public institutions only.

4. Includes only general programmesin upper secondary education.

Source: OECD/UNESCO WEI.
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Table 23

Genderdistribution ofteachers (1999)
Percentage of women amongteachingstaff in public and privateinstitutions, by level of education (based on head counts)
 

‘Tertiary-type A

 

Lower Upper Post-secondary and advanced

Pre-primary Primary secondary secondary non-tertiary Tertiary-type B research All levels of

education education education education education programmes programmes education

WEIparticipants

Argentina! 96 89 71 65 a 67 45 75

Brazil! 98 94 86 73 a x 42 85

Chile! 98 74 74 53 a m m 70

China! 94 49 40 36 m m 36 48

Indonesia? m 54 44 38 a x 27 47

Jordan!3 99 x 62 46 a m m 62

Malaysia’ B m 63 61 x 15 34 40 60

Peru! 96 60 41 x a 28 m 55

Philippines’ 92 87 76 76 x a m 84

Russian Federation” x 98 m 82 49 74 49 77

Tunisia! ? 95 50 41 41 a 28 44 47

WEI mean 96 72 60 57 - 46 40 65

OECD countries

Australia m m m m m m 45 m

Austria 99 89 64 49 50 43 26 62

Belgium (FI.) 99 73 x 55 x 41 13 63

Canada 68 67 67 67 45 x m 64

Czech Republic 100 85 81 56 50 54 50 72

Denmark 92 63 63 30 30 m m 67

Finland 96 71 71 57 x x 45 66

France 78 78 63 51 m 42 31 61

Germany 97 82 57 39 37 45 26 57

Hungary 100 85 86 59 x x 38 76

Iceland 98 77 x 44 x 34 45 73

Ireland 92 85 56 x x 33 33 61

Italy 99 95 73 59 m 30 28 75

Korea 100 67 56 28 a 29 24 46

Luxembourg? 98 60 38 x m m m 54

Mexico 94 66 49 41 a x x 62

Netherlands x 71 x 40 x m m m

New Zealand 98 82 62 53 50 52 40 66

Norway m x 72 44 x x 36 59

Slovak Republic 100 93 77 66 x x 37 76

Spain 93 68 x 52 x 50 34 58

Sweden 97 80 62 50 45 x 37 66

Switzerland? 99 72 45 32 m m 25 51

United Kingdom 90 76 55 56 a x 32 61

United States 95 86 60 51 41 49 37 66

OECD mean 95 77 63 49 43 42 34 64        
1. Year of reference 1998.

2. Year of reference 2000.

3. Public institutions only.

Source: OECD/UNESCO WEI.
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Table 24

Percentage ofwomenteaching staff by age group (1999)

Percentage of women amongteaching staff in public and private institutions, by level of education and age group

(based on head counts)
 

Primary education Lower secondary education Upper secondary education
 

<30 30-39 40-49 50-60 > 60 < 30 30-39 40-49 50-60 > 60 < 30 30-39 40-49 50-60 > 60
 

WEI participants

Argentina! 87 87 93 92 86 69 70 75 72 58 63 65 70 66 51

Brazil! 90 96 97 95 82 82 89 87 85 74 67 78 74 71 56

Chile! 79 76 74 73 59 79 76 74 73 59 55 54 51 55 42

China! 60 50 43 29 10 47 39 35 22 11 45 34 31 20 11

Indonesia? 54 54 54 54 n 44 44 44 44 44 39 38 38 37 36

Jordan!3 x x x x x 65 68 47 28 x 56 51 15 1.8 x

Malaysia’ B 70 65 57 46 29 72 64 53 42 21 x x x x x

Philippines! 88 89 90 86 84 75 75 79 77 75 75 75 79 77 75

Tunisia! ? x x x x x 56 48 40 30 n 50 39 36 31 11

WEI mean 76 74 72 68 50 65 64 59 §2 43 56 54 49 AS Al

OECD countries

               
Austria 93 90 89 83 41 76 71 62 49 43 68 57 48 34 24

Belgium (FI.) 84 76 72 59 52 x x x x x 66 61 55 45 18

Canada 78 71 70 57 57 78 71 69 57 57 78 70 69 56 56

Czech Republic 83 87 86 84 73 81 83 83 82 68 62 62 59 50 31

Finland 79 70 71 69 63 70 68 71 73 78 64 61 54 56 57

France 89 78 75 76 73 67 62 63 61 61 54 52 51 48 46

Germany 95 93 85 73 57 73 63 60 52 41 59 51 41 28 21

Iceland 75 79 79 74 63 x x x x x 50 52 43 38 34

Ireland 90 87 81 83 88 70 65 56 42 44 x x x x x

Italy 97 97 95 92 86 82 78 75 71 59 35 67 60 52 41

Korea 83 80 58 38 19 83 65 44 17 5 64 33 18 8

Luxembourg? 70 59 56 53 60 51 44 39 30 17 x x x x x

Netherlands 87 81 67 60 64 x x x x x 61 50 40 31 25

New Zealand 86 83 82 78 82 71 62 61 57 55 63 54 53 52 54

Norway x x x x x 73 76 73 68 67 59 53 45 36 30

Slovak Republic 92 95 96 89 80 76 83 82 69 40 72 75 68 52 24

Sweden 82 76 80 81 84 66 62 61 62 60 55 51 48 51 47

Switzerland? 84 73 69 67 55 65 51 41 38 25 44 37 31 27 20

United Kingdom* 83 72 75 73 73 67 55 52 50 47 68 57 54 51 49

OECD mean 85 80 77 72 65 72 66 62 55 48 60 55 49 42 34

1. Year of reference 1998.

2. Year of reference 2000.

3. Public institutions only.

4. Includes only general programmesin upper secondary education.

Source: OECD/UNESCO WEI.
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Table 25

Teachers’ salaries in primary education (1999)
Annualstatutory teachers’ salaries in public institutions in primary education, in equivalent US dollars converted using PPPs
 

Salary after

 

        
 

 

Salary after Ratio ofsalary Ratio of salary 15 years’

15 years’ Salary at top Ratio of after 15 years’ after 15 years’ experience

Starting salary experience of scale starting salary experience experience Years (typical train.)

/minimum /minimum /minimum to GDP (nin. train.) to to starting from starting per teaching

training training training per capita GDPpercapita salary to top salary hour

WEI participants

Argentina! 8 906 12 377 14 697 0.8 1.1 1.4 21-24 2

Brazil! 4818 7191 10 877 0.7 1.1 1.5 25 9

Chile! 9 067 10 476 14 043 1.1 1.2 1.2 30 19

Indonesia! 1 160 1 836 3 499 0.6 0.7 1.6 33 1

Jordan? 8 096 10 65? 27 347 2.2 2.9 1.3 41 14

Malaysia! 6 635 11017 15 756 0.8 1.4 1.7 29 15

Peru! 4 282 4 28? 4 28? 0.9 0.9 1.0 a 8

Philippines! 9 638 10 640 11457 2.7 3.0 1.1 22 12

Thailand! 5 781 14 208 27 098 1.0 2.5 2.5 37 19

Tunisia! 11 706 12 877 13 449 2.0 2.2 1.1 35 22

Uruguay! 5 241 6 281 7 582 0.6 0.7 1.2 32 20

WEI mean 6 848 9258 13 644 1.2 16 LA 31 13

OECDcountries

Australia 25 661 36 971 37 502 1.0 1.5 1.4 9 44

Austria 21 804 26 389 44 159 0.9 1.1 1.2 34 39

Belgium (FI.) 22 901 30 801 36 594 0.9 1.3 1.3 27 37

Belgium (Fr.) 22 043 29 878 35 685 0.9 1.2 1.4 27 35

Czech Republic 6 806 9 032 12 103 0.5 0.7 1.3 32 12

Denmark 28 140 32 684 32 684 1.1 1.2 1.2 8 51

England 19 999 33 540 33 540 0.9 1.5 1.7 9 m

Finland 18 110 24.799 25 615 0.8 1.1 1.4 20 38

France 19 761 26 599 39 271 0.9 1.2 1.3 34 30

Germany 29 697 36 046 38 996 1.3 1.5 1.2 28 46

Greece 19 327 23 619 28 027 1.3 1.6 1.2 33 30

Hungary 5 763 8 252 11105 0.5 0.7 14 40 14

Iceland 19 939 21 891 25 377 0.7 0.8 1.1 18 34

Ireland 21940 35 561 40 141 0.8 14 1.6 23 39

Italy 19 188 23 137 28 038 0.9 1.0 1.2 35 31

Korea 23 759 39 411 62 281 1.5 2.5 1.7 37 60

Mexico 10 465 13 294 22 345 1.2 1.5 1.3 11 17

Netherlands 25 896 30 881 37 381 1.0 1.2 1.2 25 33

Norway 22 194 25 854 27 453 0.8 0.9 1.2 28 36

New Zealand 16 678 32 573 32 573 0.9 1.8 2.0 8 33

Portugal 18 751 27 465 50 061 1.1 1.6 1.5 26 31

Scotland 19 765 32 858 32 858 0.9 1.5 1.7 11 35

Spain 24 464 28 614 37 317 1.3 1.6 1.2 42 36

Sweden 18 581 24 364 m 0.8 1.1 1.3 m m

Switzerland 33 209 43 627 51 813 1.2 1.6 1.3 25 49

Turkey 9116 10 327 11 541 1.2 1.4 1.1 27 14

United States 25 707 34 705 43 094 0.8 1.0 1.4 30 36

OECD mean 20 358 27597 33 752 10 1.3 LA 25 34

1. Year of reference 1998.

2. Year of reference 2000.

Sources OECD/UNESCO WEI.

Table 25a

Teachers’salaries in primary education including all additional bonuses (1999)
Annualstatutory teachers’ salaries in public institutions in primary education, in equivalent US dollars converted using PPPs

Salary after Ratio of salary Percentage

15 years’ Salary at top Ratio of after 15 years’ additional

Starting salary experience of scale starting salary experience bonusof years’

/minimum /minimum /minimum to GDP (nin. train.) to experience

training training training percapita GDPpercapita (see Table 25)

WEIparticipants

Argentina! 9 857 13 327 15 647 0.9 1.2 77

Brazil! 4818 7191 10877 0.7 1.1 n

Chile! 14.459 15 868 19 435 1.7 1.8 51.5

Indonesia! 1 624 2 938 5 598 0.6 1.1 60.0

Jordan? 8 096 10 652 27 347 2.2 2.9 n

Malaysia! 7 056 11 803 17 001 0.9 1.5 7A

Peru! 4752 475? 4752 1.0 1.0 11.0

Philippines! 12 620 13715 14 609 3.5 3.8 28.9

Thailand! 5 781 14 208 27 098 1.0 2.5 n

Tunisia! 11 706 12 877 13 449 2.0 2.2 m

Uruguay! 9 842 11 675 14.724 1.2 14 85.9

WEI mean 8 237 10 819 15 504 LA 1.9 16.9      
1. Year of reference 1998.

2. Year of reference 2000.

3. Including additional bonuses,

Source) OECD/UNESCO WEI.
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Table 26

Teachers’salaries in lower secondary education (1999)
Annualstatutory teachers’ salaries in public institutions in lower secondary education, in equivalent US dollars converted using PPPs
 

Salary after

 

Salary after Ratio of salary Ratio of salary 15 years’

15 years’ Salary at top Ratio of after 15 years’ after 15 years’ experience

Starting salary experience of scale starting salary experience experience Years (typical train.)

/minimum /minimum /minimum to GDP (min. train.) to to starting from starting per teaching

training training training per capita GDP per capita salary to top salary hour

WEI participants

Argentina! 14 426 20 903 25 396 1.3 1.8 1.4 21-24 3

Brazil! 11 970 11 180 13 954 1.8 1.7 0.9 25 14

Chile! 9 067 10 476 14 043 1.1 1.2 1.2 30 19

Indonesia! 1 160 1 836 3 499 0.4 0.7 1.6 32 2

Jordan? 8 096 10 65? 27 347 2.2 2.9 1.3 41 14

Malaysia! 12 698 20 076 27772 1.6 2.5 1.6 22 28

Peru! 4235 4235 4235 0.9 0.9 1.0 a 9

Philippines! 9 638 10 640 11457 2.7 3.0 1.1 22 12

Thailand! 5 781 14 208 27 098 1. 2.5 2.5 37 22

Tunisia! 15 062 16 467 17 169 2.6 2.9 1.1 30 36

Uruguay! 5 241 6 281 7 582 0.6 0.7 1.2 32 21

WEI mean 8 852 11541 16 323 5 19 LA 29 16

OECDcountries

Australia 26 658 37 138 37 577 1.1 1.5 1.4 8 47

Austria 22 4271 27 503 46 735 . 1.1 1.2 34 42

Belgium(FI.) 23 428 32 819 40 017 1.0 1.3 1.4 27 46

Belgium (Fr.) 22 561 31 903 39 115 0.9 1.3 1.4 27 44

Czech Republic 6 806 9 032 12 103 0.5 0.7 1.3 32 13

Denmark 28 140 32 684 32 684 1.1 1.2 1.2 8 51

England 19 999 33 540 33 540 0.9 1.5 1.7 9 m

Finland 20 394 28 225 29 530 0.9 1.2 1.4 20 43

France 21918 28 7757 41 537 1.0 1.3 1.3 34 45

Germany 33 196 38 596 43 945 1.4 1.6 1.2 28 53

Greece 19 650 23 943 28 987 1.3 1.6 1.2 33 38

Hungary 5 763 8 252 11 105 0.5 0.7 1.4 40 15

Iceland 19 939 21 891 25 377 0.7 0.8 1.1 18 34

Ireland 23 033 35 944 40 523 0.9 1.4 1.6 22 49

Italy 20 822 25 397 31 062 0.9 1.1 1.2 35 41

Korea 23 613 39 265 62 135 1.5 2.5 1.7 37 77

Mexico 13 357 15 592 27 643 1.5 1.8 1.2 11 19

Netherlands 26 874 33 056 41 066 1.1 1.3 1.2 24 38

Norway 22 194 25 854 27 453 0.8 0.9 1.2 28 41

New Zealand 16 678 32 573 32 573 0.9 1.8 2.0 8 35

Portugal 18 751 27465 50 061 1.1 1.6 1.5 26 41

Scotland 19 765 32 858 32 858 0.9 1.5 1.7 11 37

Spain 26 669 31 178 40 082 1.5 1.7 1.2 42 56

Sweden 18 704 24 487 m 0.8 1.1 1.3 m m

Switzerland 39 162 52 247 60 615 1.4 1.9 1.3 23 61

Turkey 8 144 9355 10 568 1.1 1.2 1.1 m 16

United States 25 155 33 418 44 397 0.7 1.0 1.3 30 35

OECD mean 21 252 28 629 35 511 1.0 LA LA 25 41        
1. Year of reference 1998.

2. Year of reference 2000.

Source; OECD/UNESCO WEI.

Table 26a

Teachers’ salaries in lower secondary education including all additional bonuses (1999)
Annual statutory teachers’ salaries in public institutions in lower secondary education, in equivalent US dollars converted using PPPs
 

 

Salary after Ratio of salary Percentage

15 years’ Salary at top Ratio of after 15 years’ additional

Starting salary experience ofscale starting salary experience bonusofstarting

/minimum /minimum /minimum to GDP (nin. train.) to salaries

training training training per capita GDPpercapita (see Table 26)

WEI participants

Argentina! 15 789 22 266 26759 14 1.9 9.4

Brazil! 11970 11 180 13 954 1.8 1.7 n

Chile! 14.459 15 868 19435 1.7 1.8 59.5

Indonesia! 1 624 2 938 5 598 0.6 1.1 40.0

Jordan? 8 096 10 65? 27 347 2.2 2.9 n

Malaysia! 13575 21 568 29 822 1.7 2.7 6.9

Peru! 4701 4701 4701 1.0 1.0 11.0

Philippines! 12 620 13 715 14 609 3.5 3.8 30.9

Thailand! 5 781 14 208 27 098 1.0 2.5 n

Tunisia! 15 06? 16 467 17 169 2.6 2.9 m

Uruguay! 9 842 11675 14.724 1.2 14 87.8

WEI mean 10 320 13 203 18 292 1.7 2.2 24.6      
1. Year of reference 1998.

2. Year of reference 2000.

3. Including additional bonuses,

Source: OECD/UNESCO WEI
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Table 27

Teachers’ salaries in upper secondary education (1999)
Annualstatutory teachers’ salaries in public institutions in upper secondary education, in equivalent US dollars converted using PPPs
 

Salary after

 

Salary after Ratio ofsalary Ratio of salary 15 years’

15 years’ Salary at top Ratio of after 15 years’ after 15 years’ experience

Starting salary experience of scale starting salary experience experience Years (typical train.)

/minimum /minimum /minimum to GDP (nin. train.) to to starting from starting per teaching

training training training per capita GDPpercapita salary to top salary hour

WEI participants

Argentina! 14 426 20 903 25 396 1.3 1.8 1.4 21-24 3

Brazil! 12 598 16 103 18 556 1.9 2.5 1.3 25 20

Chile! 9 067 10 637 14020 1.1 1.2 1.2 30 19

Indonesia! 1 207 2711 3499 0.5 0.8 1.8 32 2

Jordan? 8 096 10 652 27 347 2.2 2.9 1.3 41 14

Malaysia! 12 698 20 076 27772 1.6 2.5 1.6 22 28

Peru! 4235 4235 4235 0.9 0.9 1.0 a 9

Philippines! 9 638 10 640 11457 2.7 3.0 1.1 22 12

Thailand! 5 781 14 208 27098 1.0 2.5 2.5 37 22

Tunisia (general)! 18 235 19770 20577 3.2 3.4 1.1 30 42

Tunisia (vocational)! 16 545 18 105 18 886 2.9 3.2 1.1 30 m

Uruguay! 5 703 6 744 8 044 0.7 0.8 1.2 32 22

WEI mean 9 852 12 857 17 241 1.7 21 LA 29 17

OECDcountries

(general programmes)

Australia 26 658 37 138 37577 1.1 1.5 1.4 8 48

Austria 24 027 30 376 53443 1.0 1.2 1.3 34 49

Belgium (FI.) 29 075 41977 50 461 1.2 1.7 1.4 25 62

Belgium (Fr.) 28 151 41079 49 581 1.1 1.7 1.5 25 61

Czech Republic 8 052 10 695 14 316 0.6 0.8 1.3 32 16

Denmark 29 986 40019 42 672 1.1 1.5 1.3 7 80

England 19 999 33 540 33 540 0.9 1.5 1.7 9 m

Finland 21 047 29 530 31 325 0.9 1.3 1.4 20 47

France 21918 28757 41537 1.0 1.3 1.3 34 49

Germany 35 546 41745 49 445 1.5 1.8 1.2 28 61

Greece 19 650 23 943 28 987 1.3 1.6 1.2 33 38

Hungary 6 908 10355 13217 0.6 0.9 1.5 40 19

Iceland 20.775 25795 30 954 0.8 1.0 1.2 18 56

Treland 23 033 35 944 40 523 0.9 14 1.6 22 49

Italy 20 822 26175 32 602 0.9 1.2 1.3 35 43

Korea 23 613 39 265 62135 1.5 2.5 1.7 37 80

Netherlands 27 133 46 148 54 720 1.1 1.8 1.7 24 53

Norway 22 194 25 854 27453 0.8 0.9 1.2 28 51

New Zealand 16 678 32 573 32 573 0.9 1.8 2.0 8 37

Portugal 18 751 27465 50 061 1.1 1.6 1.5 26 46

Scotland 19 765 32 858 32 858 0.9 1.5 1.7 11 36

Spain 29 058 33 988 43 100 1.6 1.8 1.2 39 62

Sweden 20 549 26 210 m 0.9 1.1 1.3 m m

Switzerland 46 866 62 05? 70 548 1.7 2.2 1.3 23 92

Turkey 8 144 9355 10 568 1.1 1.2 1.1 27 19

United States 25 405 36 219 44 394 0.8 1.1 1.4 30 38

OECD mean 22 839 31 887 39 144 10 135 LA 25 50        
1. Year of reference 1998.

2. Year of reference 2000.

Sources OECD/UNESCO WEI.

Table 27a

Teachers’ salaries in upper secondary education including all additional bonuses (1999)
Annual statutory teachers’ salaries in public institutions in upper secondary education, in equivalent US dollars converted using PPPs
 

 

Salary after Ratio of salary Percentage

15 years’ Salary at top Ratio of after 15 years’ additional

Starting salary experience ofscale starting salary experience bonusofstarting

/minimum /minimum /minimum to GDP (nin. train.) to salaries

training training training per capita GDPpercapita (see Table 27)

WEI participants

Argentina! 15 789 22 266 26759 1.4 1.9 94

Brazil! 12 598 16 103 18 556 1.9 2.5 n

Chile! 14 644 16 214 19597 1.7 1.9 61.5

Indonesia! 1 689 3537 5 598 0.6 1.3 40.0

Jordan? 8 096 10 65? 27 347 2.2 2.9 n

Malaysia! 13575 21 568 29 822 1.7 2.7 6.9

Peru! 4701 4701 4701 1.0 1.0 11.0

Philippines! 12 620 13 715 14 609 3.5 3.8 30.9

Thailand! 5 781 14 208 27098 1.0 2.5 n

Tunisia (general)! 18 235 19 770 20577 3.2 3.4 m

Tunisia (vocational)! 16 545 18 105 18 886 2.9 3.2 n

Uruguay! 10 305 12 489 15 585 1.2 1.5 80.7

WEI mean 11215 14 444 19095 19 24 23.1      
1. Year of reference 1998.

2. Year of reference 2000.

3. Including additional bonuses.

Sources OECD/UNESCO WEI
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Table 28
Intended instruction time (1999

Total intended instruction time per year for students 9 to 14 years of age (in hours)
 

 
 

        
 

 

Ages

9 10 11 12 13 14 Total 9-11 Total 12-14

WEI participants

Argentina! 729 729 729 816 936 936 2187 2 688

Brazil! 800 800 800 800 800 800 2 400 2 400

Chile! 1 140 900 900 990 990 1 020 2 940 3 000

Egypt! 918 1053 1053 972 1 026 1 026 3 024 3 024

Indonesia! 1114 1172 1 231 1 231 1 231 1 231 3516 3 692

Jordan? TTT 916 944 944 974 974 2 636 2 892

Malaysia! 964 1 005 1 005 1189 1189 1189 2973 3 567

Paraguay! 660 660 660 912 912 912 1 980 2 736

Peru THA TIA TIA 903 903 903 2 329 2709

Philippines! 1 067 1 067 1 067 1467 1467 1467 3 200 4 400

Russian Federation! 756 675 837 864 1 143 945 2 268 2952

Thailand! 1 080 1 200 1 200 1167 1167 1167 3 480 3 500

Tunisia! 960 960 960 840 900 900 2 880 2 640

Uru ay! 455 455 455 1 295 1 295 1517 1 365 4107

Zimbabwe! 753 753 753 753 1 289 1 289 2259 3 331

WEI mean 863 875 891 1009 1 081 1 085 2629 3176

OECD countries

Australia m m m a 1013 1017 m m

Austria m m m 1 002 1156 1 249 m 3 407

Belgium (FI.) m m m a 960 960 m m

Belgium (Fr.) m m m 1 048 1 048 m m m

Czech Republic m m m 798 827 887 m 2512

Denmark m m m 840 900 930 m 2 670

England m m m 940 940 940 m 2 820

Finland m m m 684 855 855 m 2 394

France m m m 841 979 979 m 2799

Germany m m m 864 921 921 m 2706

Greece m m m 1 036 1 036 1 036 m 3 108

Hungary m m m 780 902 902 m 2 584

Iceland m m m 793 817 817 m 2427

Ireland m m m 935 935 935 m 2 806

Italy m m m 1105 1105 1105 m 3 315

Japan m m m 875 875 875 m 2625

Korea m m m 867 867 867 m 2601

Mexico m m m 1 167 1 167 1 167 m 3 500

Netherlands m m m 1 067 1 067 1 067 m 3 200

New Zealand m m m 903 988 988 m 2879

Norway m m m 7710 855 855 m 2 480

Portugal m m m 930 930 930 m 2790

Scotland m m m 1 000 1 000 1 000 m 3 000

Spain m m m 794 870 870 m 2 534

Sweden m m m 741 741 741 m 2222

Turkey m m m 864 864 864 m 2 592

United States m m m m m 980 m m

OECD mean m m m 902 947 951 m 2781

1. Year of reference 1998.

2. Year of reference 2000.

Source: OECD/UNESCO WEI.

Table 29
Distribution of instruction time by subject, ages 9-11 (1999)

Intendedinstruction time as a percentageof total intended instruction time for students 9 to [1 years of age, by subject,
and division ofinstruction time into compulsory and non-compulsory parts of the curriculum

Reading

and writing/ Modern Total
mother Social foreign Physical Vocational compulsory Flexible
tongue Mathematics Science studies languages ‘Technology Arts education Religion skills Other part part

WEI participants

Argentina! 19 19 15 15 7 4 7 7 a a n 93 7

Chile! x x x x x x x x x x x 88 12

Egypt! 34 16 5 4 5 2 4 5 8 2 15 100 m

Indonesia! 22 22 13 11 a a 5 5 5 13 5 100 a

Jordan? 24 16 13 8 12 a 3 6 9 5 3 100 a
Malaysia’ 21 14 10 14 n 4 4 12 4 n 93 7

Paraguay! 29 15 9 11 x 7 11 7 x x 11 100 a

Peru x x x x x x x x x x x 70 30

Philippines! 13 13 13 13 13 n 8 4 a 13 13 100 a

Russian Federation! 35 17 7 7 x 7 7 7 a m 0 87 0

Thailand! 14 10 x x x x x x x 23 39 86 14

Tunisia! 27 13 5 7 a 2 3 3 4 a 36 100 a

Uru ay! 28 29 13 19 a a 9 3 a a a 100 a

Zimbabwe! 17 17 14 11 17 n 5 5 8 3 3 100 n

WEI mean 22 15 10 9 7 2 6 5 4 6 10 94 5             
1. Year of reference 1998.

2. Year of reference 2000.

Source: OECD/UNESCO WEI.
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Table 30

Distribution of instruction time by subject, ages 12-14 (1999)

Intendedinstruction time as a percentageof total intended instruction time for students 12 to 14 years of age, by subject,

and division ofinstruction time into compulsory and non-compulsory parts of the curriculum

 

 

Reading

and writing/ Modern Total

mother Social foreign Physical Vocational compulsory Flexible

tongue Mathematics Science studies languages ‘Technology Arts education Religion skills Other part part

WEIparticipants

Argentina! 13 13 13 15 8 8 8 a a 5 93 7

Chile! x x x x x x x x x x x 100 n

India! 25 14 11 8 14 a 6 6 6 3 8 100 n

Indonesia! 16 16 14 13 6 a 5 5 5 15 5 100 n

Jordan? 20 13 15 9 16 4 3 4 9 6 3 100 a

Malaysia! 14 11 11 14 11 5 5 5 9 5 n 90 10

Paraguay! 21 13 15 14 x 13 11 5 x x 8 100 a

Peru! 14 14 12 23 6 a 6 6 6 7 0 93 7

Philippines’ 9 9 9 9 9 18 6 3 a n 9 82 18

Russian Federation! 24 14 15 14 x 6 4 5 a m 0 81 18

Thailand! 11 6 9 11 x x 3 9 x 6 14 69 31

Tunisia! 17 14 5 15 5 5 7 10 5 a 17 100 a

Uruguay! 13 13 19 18 8 a 5 5 a a a 81 19

Zimbabwe! 14 14 11 9 14 9 7 4 7 10 2 100 n

WEI mean 16 13 12 13 7 5 6 4 4 7 92

OECD countries

Australia 12 12 11 11 6 9 8 9 n n 1 80 20

Austria 11 14 13 11 9 5 11 10 5 2 9 100 n

Belgium (FI.) 14 13 5 9 14 6 6 6 6 n n 80 20

Belgium (Fr.) 15 13 6 12 12 3 3 9 6 n 4 82 18

Czech Republic 14 14 13 18 11 n 9 7 n 4 5 94 6

Denmark 20 13 12 11 10 n 9 7 3 n 3 90 10

England 12 12 12 14 16 13 5 8 5 n 2 100 n

Finland 20 12 10 10 9 4 8 8 4 n 16 100 n

France 17 14 12 12 11 7 7 11 n n 1 93 7

Germany 14 13 10 12 16 4 10 10 5 1 2 96 4

Greece 12 11 10 10 15 5 6 8 6 1 16 100 n

Hungary 12 12 12 10 9 2 7 6 n 4 4 78 22

Iceland 15 12 8 7 15 n 14 9 3 6 n 88 12

Ireland 24 12 10 19 10 n n 5 7 n 2 88 12

Italy 23 10 10 14 11 9 13 7 3 n n 100 n

Japan 14 12 11 12 13 8 11 10 n n 8 100 n

Korea 14 12 12 11 12 5 10 9 n 4 6 93 7

Mexico 14 14 19 18 9 9 6 6 n 3 3 100 n

Netherlands 10 10 8 11 14 5 7 9 n n 3 78 22

New Zealand 17 16 14 14 n 8 4 11 n n n 84 16

Norway 16 13 9 11 16 n 8 10 7 n 10 100 n

Portugal 13 13 15 17 10 n 10 10 3 n 10 100 n

Scotland 12 12 9 9 7 9 9 6 7 n n 80 20

Spain 18 13 10 10 11 5 12 8 x n n 88 12

Sweden 22 14 12 13 12 x 3 8 x n 10 94 6

Turkey 14 11 8 11 11 8 5 2 5 5 n 83 17

United States 17 16 14 12 7 3 7 12 1 5 7 100 n

OECD mean 15 13 11 12 11 5 8 8 3 1 5 92 8             
1. Year of reference 1998.

2. Year of reference 2000.

Source: OECD/UNESCO WEI.
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Table 31

Educational personnelas a percentage ofthe labour force aged 25 to 64 (1999)

 

 

 

         

All levels of education Primary and secondary education Tertiary education

Classroom Classroom Classroom

teachers, teachers, teachers,

academic Other Total academic Other Total academic Other Total

staff & other educational educational staff & other educational educational staff& other educational educational

teachers personnel personnel teachers personnel personnel teachers personnel personnel

WEI participants

Argentina! 5.9 x 5.9 4.4 x 4.4 1.0 x 1.0

Brazil! 3.9 m m 3.1 m m 0.3 m m

Chile! 2.4 0.4 2.8 2.1 0.4 2.5 m m m

Indonesia’ 3.0 0.5 3.5 2.6 0.4 3.0 0.3 0.1 0.4

Malaysia’ 4.2 1.9 6.1 3.5 1.2 4.7 0.2 0.0 0.2

Paraguay! 3.5 1.4 4.9 3.1 1.4 4.5 0.1 n 0.1

Peru! 4.9 1.7 6.6 3.8 1.1 4.9 0.6 0.3 1.0

Philippines! 2.9 0.3 3.2 2.3 0.3 2.5 0.4 m m

Thailand 3.0 0.3 3.3 2.1 m 2.1 0.2 m m

Tunisia! 6.6 3.1 9.7 6.0 2.5 8.5 0.3 0.3 0.6

Uruguay! 4.2 m m 2.8 m m 1.1 m m

Zimbabwe 3.1 m m 3.1 m m 0.1 m m

WEI mean 4.0 1.2 5.1 3.2 1.0 4.1 0.4 0.1 0.6

OECD countries

Australia? 3.7 m m 3.1 m m 0.6 m m

Austria 4.7 m m 3.2 m m 0.8 m m

Belgium (FI.) m m m m m m m m m

Canada 3.5 0.6 4.1 2.2 0.5 2.7 1.0 n 1.1

Czech Republict 3.7 3.3 7.0 2.7 2.1 4.8 0.5 0.4 0.9

Denmark m m m 3.5 m m m m m

Finland 4.3 4.2 8.5 3.0 1.7 4.7 0.8 0.9 1.7

France 4.5 2.8 73 3.3 2.2 5.5 0.6 0.3 0.8

Germany 3.9 m m 2.4 m m 0.9 m m

Hungary 6.2 2.8 9.0 4.6 1.8 6.4 0.7 m m

Iceland 7.8 3.5 11.4 4.3 2.4 6.7 1.2 0.4 1.6

Ireland 4.7 0.6 5.3 3.8 0.1 3.9 0.8 0.5 1.3

Italy 4.7 1.7 6.4 3.6 1.5 5.1 0.4 n 0.4

Japan 3.0 1.1 4.2 1.9 0.7 2.6 0.9 0.4 1.3

Korea 2.7 0.8 3.5 1.8 0.5 2.2 0.8 0.3 1.1

Luxembourg 3.7 m m 3.3 m m m m m

Mexico 4.9 3.9 8.8 3.6 2.8 6.5 0.7 0.7 1.4

Netherlands m m m 3.4 m m m m m

New Zealand 4.7 1.6 6.3 3.4 0.5 3.9 0.8 1.0 1.7

Norway 5.2 m m 4.4 m m 0.7 m m

Spain 5.2 m m 3.8 m m 0.9 m m

Sweden 4.2 m m 3.4 m m 0.8 m m

Switzerland 3.9 m m 2.8 m m 0.8 m m

Turkey 3.4 m m 2.9 m m 0.4 m m

United Kingdom 3.8 m m 3.1 m m 0.4 m m

United States* 4.2 3.9 8.1 2.8 2.4 5.2 0.9 1.3 2.2

OECD mean 44 24 6.9 3.2 15 4.6 0.7 0.5 1.3

1. Year of reference 1998.

2. Year of reference 2000.

3. The figures for teaching staff are expressedin full-time equivalents.

4. The figures in the column «Other educational personnel» are expressed in full-time equivalents.

Source: OECD/UNESCO WEI.
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Table 32

Distribution of teachers by teachers qualification (1999)

 

 

 

Below upper secondary Upper secondary education

education uncomplete tertiary education ISCED 5B ISCED 5A & 6

no teacher with teacher no teacher with teacher no teacher with teacher no teacher with teacher

training training training training training training training training

Primary education

Argentina! 1.2 x 33.9 x 39,1 x 25.8 x

Brazil! 11.9 x 66.5 x n n 21.6 x

Chile! n n 5.8 n n n 0.5 93.7

China! 54 x 81.8 x 12.3 x 0.5

Egypt 0.2 x 76.8 x x x 23.0 x

Indonesia’ 2.6 n 2.3 53.8 32.1 2.7 n 6.4

Jordan! 0.1 x 0.4 x 48.6 x 50.9 x

Malaysia! n n 3.4 n n 96.6 n n

Peru! n n 2.6 12.7 12.7 83.4 n n

Philippines! n n n n n n n 100

Thailand x x 17.7 n n n 82.3 n

Tunisia! n 6.4 n 79,2 n 14.5 n n

Zimbabwe n n 5.6 n n 90.6 n 3.7

WEI mean 1.6 0.5 22.8 11,2 10.3 22.1 15.8 15.7

Lower secondary education

Argentina! 1.2 x 33.9 x 39,1 x 25.8 x

Brazil! 1.0 x 23.2 x n n 75.8 x

Chile! n n 5.8 n n n 0.5 93.7

China! n x 47.3 x 20.7 x 32.0 x

Egypt 0.1 x 11.0 x x x 89.0 x

Indonesia’ n n n n 40.0 21.3 3.0 35.7

Jordan! 0.1 x 0.4 x 48.6 x 50.9 x

Malaysia’ n n 3.6 n n 37.7 n 58.7

Peru! n n 9,2 8.1 2.7 80.1 n n

Philippines! n n n n n n n 100

Thailand x x 94 n n n 90.6 n

Tunisia! n 1.4 n 14.6 n 28.8 n 55.2

Zimbabwe n n 1.2 n n 71.8 n 27.0

WEI mean 0.2 0.1 11.1 1.7 11.6 18.4 28.3 28.5

Upper secondary education

Argentina! 1.2 x 33.9 x 39,1 x 25.8 x

Brazil! 0.2 x 10.5 x n n 89.3 x

Chile! n n 7.7 n n n 7.2 85.2

China! n x 4.6 x 40,2 x 55.3 x

Egypt n x 23.7 x x x 76.3 x

Indonesia? n n n n 10.5 21.6 6.8 61.1

Jordan! 1.6 x 2.7 x 15.3 x 80.4 x

Malaysia’ n n 3.6 n n 37.7 n 58.7

Peru! n n 9,2 8.1 2.7 80.1 n n

Philippines' n n n n n n n 100

Thailand x x 9.9 n n n 90.1 n

Tunisia! n 2.4 n 1.3 n 11.0 n 85.3

Zimbabwe n n 1.2 n n 71.8 n 27.0

WEI mean 0.2 0.2 8.2 0.7 8.3 17,1 33.2 32.1    
1. Year of reference 1998.

2. Year of reference 2000.

Source: OECD/UNESCO WEI.
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Table 33

Statutory number of teaching hours peryear (1999)

Net contact time in hours per year in public institutions, by level of education

ANNEX A4

 

Lower secondary

Upper secondary

education, general

Upper secondary

education, vocational

 
Primary education education programmes programmes

WHI participants

Argentina! 810 900 900 1 044

Brazil! 800 800 800 800

Chile! 860 860 860 860

Indonesia! 1 260 738 738 738

Jordan? 745 745 745 688
Malaysia! 762 778 778 813

Paraguay! 696 TIA 870 922

Peru! TIA 619 619 a

Philippines! 1176 1176 1176 a

Russian Federation! 686 686 686 a

Sri Lanka! 1 260 1 260 1 260 m

Thailand! 760 652 652 615

Tunisia! 735 548 548 a

Uruguay! 732 712 712 712

Zimbabwe! 975 936 936 936

WEI mean 869 812 819 581

OECD countries

Australia 996 955 941 m

Austria 684 658 623 623

Belgium (FI.) 840 720 675 833

Belgium (Fr.) 854 733 671 1 008

Czech Republic 739 709 680 680

Denmark 644 644 500 a

Finland 656 656 627 m

France 892 634 589 653

Germany 783 733 685 695

Greece 780 629 629 629

Hungary 583 555 555 555

Iceland 636 636 464 464

Ireland 915 735 735 a

Italy 748 612 612 612

Korea 658 507 492 502

Mexico 800 832 m m

Netherlands 930 868 868 843

New Zealand 985 930 874 a

Norway 713 633 505 589

Portugal 900 666 594 594

Scotland 950 893 893 a

Spain 788 561 548 548

Switzerland 884 859 674 727

Turkey 720 576 504 960

United States 958 964 943 943

OECD mean 801 716 662 692    
1. Year of reference 1998.

2. Year of reference 2000.

Source: OECD/UNESCO WEI.
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Table 34 Pre-service training requirements for new teachers in public institutions by level of education (2000)
 

Duration of pre-service teacher training (years)
 

 

 

 

   

Teacher
qualification Qualification Total Total

level to enter duration of duration
Level after teacher Specific Pedagogical Teaching pre-service oftertiary

of education Option training training studies studies practice training training Provider oftraining programme

Pre-primary

Argentina 1 5B 3A x x x 2.5 2.5 Institutos de Formacién Docente (Teaching CareerInstitutes)

Brazil 1 3A 2A x x x 4.0 n Secondary education institutions

2 SA 3A x x x 4.0 4.0 Universities

3 5B 3A x x x 3.0 3.0 ‘Tertiary institutions (university and non-university)

Chile 1 SA 3 (A or B) 0.5 3.0 1.0 45 4.5 Universities or professional institutes

Indonesia 1 5B 2A 2 0.5 0.5 3.0 3.0 Teacher training schoolfor kindergarten

2 5B 3A 1 0.5 0.5 2.0 2.0 Teachertraining institute

3 SA 3A 2.5 1 0.5 4.0 4.0 Teachertraining institute

Malaysia 1 5B BA, 3C 1.0 1.0 1.0 3.0 3.0 Teachers Training College, Special teacherstraining institute or Islamic

‘TeachersTraining college

Paraguay 1 3 (A or B) 2A x x x 3.0 n Secondary education institutions

2 5B 3 (A or B) 1.0 1.0 1.0 3.0 3.0 Teachers Training Institute o Centros Regionales

3 SA 3 (A or B) x 2.5 0.5 4.0 4.0 Universities

Peru 1 5A, 5B, 6 3 1.8 2.6 0.6 5.0 5.0 Universities, TeachersTraining Institutes

Philippines! 1 SA 3A 2.0 1.5 0.5 4.0 4.0 Universities offering teacher training

Russian Federation 1 5B m x x x at least 2 at least 2

Thailand 1 SA 3A 2.5 1.0 0.5 4.0 4.0 Universities, higher education institutions

2 5B SA a 1.0 a 1.0 1.0 Universities, higher education institutions

3 5B 3A a 1.0 1.0 1.0 Universities, higher education institutions

Uruguay 1 5B 3A, 3B x x x 3.0 3.0 Admisnistracién de Educacién Publica. Direccién de Formacién Docente

Primary

Argentina 1 5B 3A x x x 2.5 2.5 Institutos de Formacién Docente (Teaching CareerInstitutes)

Brazil 1 3A 2A x x x 4.0 n Secondary education institutions

2 SA 3A x x x 4.0 4.0 Universities

3 5B 3A x x x 3.0 3.0 ‘Tertiary institutions (university and non-university)

Chile 1 SA 3A, 3B 1.0 2.0 1.0 4.0 4.0 Universities or professional institutes

Indonesia 1 5B 2A 2 0.5 0.5 3.0 3.0 Teacher training schoolfor kindergarten

Malaysia 1 5B BA, 3C 1.0 1.0 1.0 3.0 3.0 Teachers Training College, Special teacherstraininginstitute or Islamic

Teachers Training college

Paraguay 1 3 (A or B) 2A x x x 3.0 n Secondary education institutions

2 5B 3 (A or B) 1.0 1.0 1.0 3.0 3.0 Teachers Training Institute o Centros Regionales

3 SA 3 (A or B) x x 4.0—5.0 4.0—5.0 Universities

Peru 1 SA, 5B, 6 3 4.0 |x: specific studies 1.1 5.0 5.0 Universities, TeachersTraining Institutes

Philippines! 1 SA 3A 2.0 1.5 0 4.0 4.0 Universities offering teacher training

Russian Federation 1 SA 5B x x at least 2 at least 2

Thailand 1 SA 3A 2.5 1.0 0.5 4.0 4.0 Universities, higher education institutions

Uruguay 1 5B 3A, 3B x x x 3.0 3.0 Admisnistracién de Educacién Publica. Direccién de Formacién Docente

Lower secondary

Argentina 1 5B 3A x x x 2.5 2.5 Institutos de Formacién Docente (Teaching CareerInstitutes)

2 5B 3A x x x 4.0 4.0 Institutos de Formacién Docente (Teaching CareerInstitutes)

Brazil 1 SA BA x x x 4.0 4.0 Universities

Chile 1 SA 3A, 3B 1.0 2.0 1.0 4.0 4.0 Universities or professional institutes

Indonesia 1 5B 2A 2 0.5 0.5 3.0 3.0 Teachertraining institute

2 5SA/B 3A 2 0.5 0.5 3.0 3.0 Teachertraining institute

3 SA 3A 2.5 1 0.5 4.0 4.0 Teachertraining institute

Malaysia 1 SA 3A 1.0 1.0 1.0 3.0 3.0 Universities

2 SA SA 3.0 0.7 0.3 4.0 4.0 Universities and/or TeachersTraining Colleges

Paraguay 1 5B 3 (A or B) 1.5 1.5 1.0 4.0 4.0 Teachers Training Institute o Centros Regionales

2 SA 3 (A or B) x x x 4.5—6.0 4.5—6.0 Universities

Peru 1 5A, 5B, 6 3 1.8 2.6 0.6 5.0 5.0 Universities, TeachersTraining Institutes

Philippines! 1 SA 3A 2.0 1.5 0.5 4.0 4.0 Universities offering teacher training

Russian Federation 1 SA 5B x x x 5.0 5.0

Thailand 1 SA 3A 2.5 1.0 0.5 4.0 4.0 Universities, higher education institutions

2 5B SA a 1.0 a 1.0 1.0 Universities, higher education institutions

3 5B 3A a 1.0 a 1.0 1.0 Universities, higher education institutions

Uruguay 1 5B 3A, 3B x x x 4.0 5.0 Admisnistracién de Educacién Publica. Direccién de Formacién Docente

Uppersecondary (general)

Argentina 1 5B BA x x x 4.0 4.0 Institutos de Formacién Docente (Teaching CareerInstitutes)

1 SA 3A x x x 5-6 5-6 University

Brazil? 1 SA 3A x x x 4.0 4.0 Universities

Chile? 1 SA 3A, 3B 2.5 1.5 1.0 5.0 5.0 Universities or professional institutes

Indonesia? 1 5B 3A 2 0.5 0.5 3.0 3.0 Teachertraining institute

2 5SA/B 3A 2 0.5 0.5 3.0 3.0 Teachertraining institute

3 SA 3A 2.5 1 0.5 4.0 4.0 Teachertraining institute

Malaysia 1 SA 3A 1.0 1.0 1.0 3.0 3.0 Universities

2 SA SA 3.0 0.7 0.3 4.0 4.0 Universities and/or TeachersTraining Colleges

Paraguay 1 5B 3 (A or B) 1.0 1.0 1.0 3.0 3.0 Teachers Training Institute o Centros Regionales

2 SA 3 (A or B) x x x 4.5—6.0 4.5—6.0 Universities

Peru? 1 5A, 5B, 6 3 1.8 2.6 0.6 5.0 5.0 Universities, TeachersTraining Institutes

Philippines! 1 SA 3A 2.0 1.5 0.5 4.0 4.0 Universities offering teacher training

Russian Federation 1 SA 5B x x x 5.0 5.0

Thailand? 1 5B SA a 1.0 0.5 1.5 1.5 Universities, higher education institutions

2 5B 5B a 2.0 a 2.0 2.0 Universities, higher education institutions

3 SA 3A a 1.0 a 1.0 1.0 Universities, higher education institutions

4 5B 3A a 1.0 a 1.0 1.0 Universities, higher education institutions

Uruguay? 1 5B 3A, 3B x x x 4.0 4.0 Admisnistracién de Educacién Publica. Direccién de Formacién Docente        
1. Year of reference 1998,

2. Dataalso refer to ISCED 3 vocational programmes.

Source: OECD/UNESCOWEI.
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Table 35

Contributions ofvarious factors to changein statutory teachers’salary costs at 15 years’ experience

(US$ converted using PPPs) per student enrolled relative to the country average

 

 

 

 

Incremental or decrementaleffect of specified factor

(in USdollars per student converted using PPPs)

Country Two

average or more

statutory Statutory of the other Statutory

salary cost salary (after Students’ Teachers’ factors salary costs

per student 15 years’ hours of teaching Class jointly per student

enrolled experience) instruction hours size considered enrolled

1 2 3 4 5 6 142434445

Primary education

Argentina 352 126 —70 24 81 —10 504

Brazil 352 ~75 43 29 —30 8 249

Chile 352 53 27 2 —78 —15 342

Indonesia 352 —282 107 -111 95 —82 81

Malaysia 352 73 31 47 -11 16 510

Peru 352 —187 —53 53 —24 9 151

Philippines 352 59 61 —93 —49 —24 306

Thailand 352 197 97 48 42 49 703

Tunisia 352 145 19 62 46 4 538

Uruguay 352 —110 —176 64 396 229 304

Lower secondary education

Argentina 479 382 —85 —63 365 5 1 083

Brazil 479 —19 127 —11 —10 11 323

Chile 479 48 —44 —44 —20 17 342

Indonesia 479 404 62 28 14 —86 93

Malaysia 479 348 44 2 68 95 1037

Peru 479 —305 —8? 98 117 ~91 217

Philippines 479 —41 166 —161 —153 —24 267

Thailand 479 106 34 95 94 —16 605

Tunisia 479 199 —92 204 —88 —64 638

Uruguay 479 —220 123 47 136 —106 458       
Source: OECD/UNESCO WEI.

Howto read the table?

Expenditure per studenton teachers’ salaries can be estimated from teachers’ salaries, students’ hoursof instruction, teachers’ hoursof teaching, andclass size, calculated

on the basis of student-teacherratios.

This chart shows how the different factors influence expenditure in each country.It illustrates the effect on salary costs of each individual factor in turn, by showing the

national value for that factor and assuming thatall other factors are at the WEIaveragelevel.

Howto read each column?

Column1 shows expenditure on teachers’ salaries per student,if all four factors are at WEI averagelevel. In other words,this column showsWEIaverage expenditure

per student.

Column2 showstheeffect on teachers’ salary costs per studentif students’ hours of instruction, teachingtime and class size are at the WEI average, but teachers’ salaries

are at the national level. Since higher teachers’ salaries lead to an increase in costs per student, a positive value indicates that salaries are above the WEIaverage.

Column3 showsthe effect on teachers’ salary costs per studentif the other three factors are at theWEI average, but the numberofhoursofinstructionis at the nationallevel.

Since morehoursof instruction per studentlead to an increase in costs per student,a positive value indicates that hoursofinstruction are above the WEIaverage.

Column4 showstheeffect on teachers’ salary costs per studentif the other threefactors are at the WEI average, but the number ofteaching hoursis at the nationallevel.

In this case,if teachers teach more hours, costs per student decrease. A positive value therefore indicates that teaching hours are below the WE]average.

Column5 showsthe effect on teachers’ salary costs per studentif the other threefactors are at the WEIaverage, butclass size is at the nationallevel. Again, since costs

increase if fewer students are in a class, a positive value indicates that class sizes are above the WEIaverage.

Column6 showstheresidual value due to the interaction ofall four factors.

Column7 showsthe teachers’ salary costs per student for each country. This is the sum of columns | to 6.
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Table 36

Factors contributing to changein statutory teachers’salary cost at 15 years’ experience in public institutions!

Statutory Country Statutory

salary (after Students’ Teachers’ Student statutory salary costs

15 years’ hours of teaching /teachingstaff Class salary cost per per student

experience) instruction hours ratio size teaching hour enrolled

A B c D E = (BeD)/C P=A/C G=A/D
Primary education

Argentina 12 377 729 810 24.6 22.1 16 504

Brazil 7191 800 800 29.7 29.7 9 242

Chile 10 476 980 860 30.7 34.9 18 342

Egypt m 913 965 23.5 22.3 m m

Indonesia 1 836 1187 1 260 22.8 21.4 2 81

Malaysia 11 017 991 762 21.6 28.1 15 510

Paraguay m 690 696 19.9 19.7 m m

Peru 4 289 TIA TIA 28.4 28.4 6 151

Philippines 10 640 1 067 1176 34.8 31.6 12 306

Russian Federation m 756 686 17.6 19.4 m m

Thailand 14 208 1 160 760 20.2 30.9 19 703

Tunisia 12 877 960 735 23.9 31.3 18 538

Uruguay 6 281 455 732 20.6 12.8 16 304

Zimbabwe m 753 975 37.9 29.3 m m

Lower secondary education

Argentina 20 903 896 900 19,3 19,2 25 1 083

Brazil 11 180 800 800 34.6 34.6 14 323

Chile 10 476 990 860 30.7 35.3 18 342

Egypt m 1 034 724 21.8 31.2 m m

Indonesia 1 836 1 231 738 19.7 32.9 4 93

Malaysia 20 076 1189 778 19.4 29.6 28 1037

Paraguay m 860 714 10.5 11.7 m m

Peru 4 335 903 619 19.5 28.5 8 217

Philippines 10 640 1467 1176 39.8 49.7 12 267

Russian Federation m 892.8 686 14.1 18.3 m m

Thailand 14 208 1167 652 23.5 43.1 22 605

Tunisia 16 467 880 548 25.8 41.4 30 638

Uruguay 6 281 1 369 712 13.7 26.3 16 458       
1. For years ofreference, see Tables 25, 26, 28 and 33.
Source: OECD/UNESCO WEI.

Table 37

Estimated change in the demandfor teachers due to changes in the population of primary school-age under

different enrolment scenarios (1998 with current conditions = 100)
 

 

 

Change in the numberofteachers Change in the numberofteachers

due to changing populationsize due to changing populationsize and under
(given current enrolmentrates the assumption universal participation can be

and student-teacher ratios) reached (given currentstudent-teacherratios)

Age group 1998 2005 2010 1998 2005 2010

Primary education

Argentina 6-11 100 104 106 100 104 106

Brazil 7-12 100 94 94 104 98 98

Chile 6-11 100 100 98 103 103 100

Egypt 6-10 100 99 99 102 101 101

Indonesia 7-12 100 100 99 113 112 111

Malaysia 6-11 100 109 103 100 109 103

Paraguay 6-11 100 109 117 107 116 124

Peru 6-11 100 101 100 100 101 100

Philippines 6-11 100 108 110 101 108 111

Thailand 6-11 100 88 88 100 88 88

Tunisia 6-11 100 91 93 107 98 99

Uruguay 6-11 100 104 104 100 104 104

Zimbabwe 6-12 100 97 96 111 109 107

Secondary education

Argentina 12-17 100 102 104 103 105 107

Brazil 13-17 100 95 91 101 96 92

Chile 12-17 100 111 111 100 111 111

Egypt 11-16 100 101 101 119 120 120

Indonesia 13-18 100 100 100 180 180 179

Malaysia 12-18 100 111 122 125 139 153

Paraguay 12-17 100 116 123 132 153 163

Peru 12-16 100 103 104 100 103 104

Philippines 12-15 100 108 115 115 124 132

Thailand 12-17 100 92 83 112 104 93

Tunisia 12-18 100 96 89 122 117 108

Uruguay 12-17 100 105 107 102 107 110

Zimbabwe 13-18 100 115 113 156 179 176   
Source: OECD/UNESCO WEI.
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INTERNATIONAL STANDARD CLASSIFICATION OF EDUCATION(ISCED)

0 PRE-PRIMARY LEVEL OF EDUCATION Main criteria Auxiliary criteria 
Initial stage of organised instruction, designed
rimarily to introduce very young children to aP y y young

school-type environment.

| PRIMARY LEVEL OF EDUCATION

Should be centre or school-based, be designed to meet
the educational and developmental needsof children
at least 3 years ofage, and havestaff that are adequately
trained (i.e., qualified) to provide an educational
programmefor the children.

Main criteria

Pedagogical qualifications for the teachingstaff; implementation
of a curriculum with educational elements.

Auxiliary criteria 
Normally designed to give students a sound basic
education in reading, writing and mathematics.

2 LOWER SECONDARY LEVEL
OF EDUCATION

Beginning of systematic studies characteristic of

primary education, e.g. reading, writing and
mathematics. Entry into the nationally designated

primaryinstitutions or programmes.

The commencementofreading activities alone is not a

sufficient criteria for classification of an educational

programmesat ISCED 1.

Main criteria

In countries where the age of compulsory attendance(oratleast

the age at whichvirtually all students begin their education) comes

after the beginning of systematic study in the subjects noted,the
first year of compulsory attendance should be used to determine

the boundary between ISCED 0 and ISCED 1.

Auxiliary criteria 
The lower secondary level of education generally
continues the basic programmesofthe primarylevel,
although teachingis typically more subject-focused,
often employing more specialised teachers who
conductclassesin their field of specialisation.

3 UPPER SECONDARY LEVEL
OF EDUCATION

Programmesatthe start of level 2 should correspond

to the point where programmesare beginningto be

organised in a more subject-oriented pattern, using
morespecialised teachers conducting classes in their

field of specialisation.

Ifthis organisationaltransition point does notcorrespond

to a naturalsplit in the boundaries between national edu-

cational programmes, then programmesshould besplit
at the point where national programmesbegin to reflect

this organisational change.

Main criteria

If there is no clear break-point for this organisational change,
however, then countries shouldartificially split national programmes
into ISCED 1 and2 at the end of6 years ofprimary education.

In countries with no system break between lower secondary and
uppersecondary education, and where lower secondary education
lasts for morethan 3 years, onlythefirst 3 years following primary
education should be counted as lower secondary education.

Modular programmes 
The final stage of secondary education in most

OECD countries.

Instruction is often more organised along subject-

matterlines than at ISCED level2 and teacherstypi-

cally need to have a higher level, or more subject-

specific, qualification that at ISCED 2.

4 POST-SECONDARY NON-TERTIARY

National boundaries between lower secondary and

upper secondary education should be the dominant

factor for splitting levels 2 and 3.

Admission into educational programmesusually require

the completion of ISCED 2 for admission, or a combi-
nation of basic education andlife experience that dem-

onstrates the ability to handle ISCED 3 subject matter.

Main criteria

An educational qualification is earned in a modular programme
by combining blocks of courses, or modules, into a programme
meetingspecific curricular requirements.

A single module, however, may not have a specific educational or
labour market destination or a particular programmeorientation.

Modular programmesshouldbeclassified at level 3 only, without
reference to the educational or labour market destination of the
programme.

Types of programmes which canfit into level 4 
These programmesstraddle the boundary between

upper secondary andpost-secondary education from

an internationalpointofview, even though they might
clearly be considered as upper secondary or post-

secondary programmesin a national context.

They are often notsignificantly more advanced than

programmesat ISCED 3 but they serve to broaden

the knowledge of participants who have already

completed a programmeat level 3. The students are

typically older than those in ISCED 3 programmes.

ISCED 4 programmestypically have a full-time

equivalent duration ofbetween 6 monthsand 2 years.

5 FIRST STAGE OF TERTIARY EDUCATION

Students entering ISCED 4 programmeswill typically

have completed ISCED 3. As described above,
successful completion of any programmeat level 3A

or 3B counts as a level 3 completion.

For 3C programmes, a cumulative theoretical duration
of 3 yearsis specified in ISCED-97 as the minimum

programmelength in order meetthe requirements for

a level 3 completion.

Thefirst type are short vocational programmes where either

the contentis not considered “tertiary” in many OECD countries

or the programmedidn’t meet the duration requirement for

ISCED 5B — atleast 2 years FTE sincethestartoflevel S.

These programmes are often designed for students who have
completedlevel 3, although a formal ISCEDlevel 3 qualification
maynot berequiredfor entry.

The second type of programmesare nationally considered as
upper secondary programmes, even though entrants to these
programmeswill have typically already completed another
upper secondary programme(i.e., second-cycle programmes).

Classification criteria for level and sub-categories (5A and 5B) 
ISCED 5 programmeshave an educational content

moreadvancedthan those offered at levels 3 and 4.

Entry to these programmes normally requires the successful completion ofISCED level 3A or 3B ora similar qualification

at ISCEDlevel 4A or 4B. Programmesat level 5 must have a cumulative theoretical duration ofat least 2 years from the

beginning ofthe first programme.
 
SA_ISCED 5A programmesthatare largely theoreti-

cally based andare intendedtoprovidesufficient

qualifications for gaining entry into advanced

research programmesand professions with high

skills requirements.

5B ISCED 5B programmesthat are generally

morepractical / technical / occupationally spe-

cific than ISCED 5A programmes.

R
w
r
N
e

programme.

RP

. have a minimum cumulative theoretical duration (at tertiary level) of three years (FTE);

. typically require that the faculty have advanced researchcredentials;

. may involve completion of a research projector thesis;

. provide the level of education required for entry into a profession with high skills requirements or an advanced research

. itis more practically oriented and occupationally specific than programmesat ISCED SA and doesnot prepare students
for direct access to advanced research programmes;

2. it hasa minimum oftwo years’ full-time equivalent duration;
3. the programmecontentis typically designed to prepare students to enter a particular occupation.

6 SECOND STAGE OF TERTIARY EDUCATION (LEADING TO AN ADVANCED RESEARCH QUALIFICATION) 
This levelis reserved for tertiary programmesthat lead

to the award ofan advanced research qualification.The

programmesare devoted to advanced study and

original research.

1. requires the submission of a thesis or dissertation of publishable quality that is the product oforiginal research and

representsa significant contribution to knowledge;
2. is not solely based on course-work;

. prepares recipients for faculty posts in institutions offering ISCED 5A programmes, as well as research posts in
governmentand industry.

 



 

 

 

Destination for which the programmes
have been designed to prepare students Programmeorientation
 

2A

2B

2C

Programmesdesigned to preparestudentsfor direct

access to level 3 in a sequence which would

ultimately lead to tertiary education, thatis,
entrance to ISCED 3A or 3B.

Programmes designed to prepare students for

direct access to programmesatlevel 3C.

Programmesprimarily designed for direct access

to the labour market at the end of this level

(sometimesreferred to as“terminal”programmes).

Destination for which the programmes
have been designed to prepare students

1 Education which is not designed explicitly to prepare participants for a specific

class of occupations or trades or for entry into further vocational / technical

education programmes. Less than 25% ofthe programme contentis vocational or

technical.

2 Education mainly designed as an introduction to the world of work and as

preparation for further vocational or technical education. Does notlead to a labour-

marketrelevant qualification. Contentis at least 25% vocational or technical.

3 Education which preparesparticipants for direct entry, withoutfurthertraining,
into specific occupations. Successful completion of such programmesleads to a

labour-market relevant vocational qualification.

Programmeorientation
 

3A

3B

3C

Programmesat level 3 designedto provide direct

access to ISCED 5A.

Programmesat level 3 designed to provide direct

access to ISCED 5B.

Programmesatlevel 3 not designedto lead directly

to ISCED SAor 5B. Therefore, these programmes
lead directly to labour market, ISCED 4
programmesor other ISCED 3 programmes.

Destination for which the programmes
have been designed to prepare students

1 Education which is not designed explicitly to prepare participants for a specific

class ofoccupationsor tradesor for entry into further vocational/technical education

programmes.Less than 25% ofthe programmecontentis vocational or technical.

2 Educationmainly designed asan introduction to the world ofwork andaspreparation

for further vocational or technical education. Does not lead to a labour-market

relevant qualification, Contentis at least 25% vocational or technical.

3 Education which prepares participants for direct entry, without furthertraining,
into specific occupations. Successful completion of such programmesleads to a

labour-marketrelevant vocational qualification.

Programmeorientation
 

4A

4B

4C

Programmesatlevel 4, designed to providedirect
access to ISCED 5A.

Programmesatlevel 4, designed to provide direct
access to ISCED 5A.

Programmesat level 4 not designed to lead
directly to ISCED SA or 5B. These programmes
lead directly to labour market or other ISCED 4
programmes.

Cumulative theoretical
duration at tertiary level

1 Education whichis not designed explicitly to prepare participantsfor a specific

class of occupations or trades or for entry into further vocational/technical

education programmes.Less than 25% ofthe programmecontentis vocational

or technical.

2 Education mainly designed as an introduction to the world of work and as

preparation for further vocational or technical education. Does notlead to a

labour-marketrelevant qualification. Contentis at least 25% vocational or tech-

nical.

3 Education whichpreparesparticipantsfor direct entry, withoutfurthertraining,
into specific occupations. Successful completion of such programmesleads to a

labour-market relevant vocational qualification.

Position in the national degree
and qualification structure
 

 

SA

5B

Duration categories: Medium: 3 to less than
5 years; Long:5 to 6 years; Very long: Morethan
6 years.

Duration categories: Short: 2 to less than 3 years;
3 to less than 5 years; Long: 5 to 6 years; Very
long: More than 6 years.

SA Categories: Intermediate; First; Second; Third and further.

5B Categories: Intermediate; First; Second; Third andfurther.

 

LEGEND

PROGRAMME ORIENTATION

Type 1 Education which is not

designed explicitly to

prepare participantsfor a

specificclass ofoccupations

or trades orfor entry into

further vocational /

technical education

programmes. Less than

25% ofthe programme

content is vocational or

technical.

Type 2 Education mainly designed

as an introduction to the

world ofwork and as

preparationforfurther

vocational or technical

education. Does not lead

to a labour-marketrelevant

qualification. Contentis

at least 25% vocational

or technical.

Type 3 Education which prepares

participantsfor direct

entry, withoutfurther

training, into specific

occupations. Successful

completion ofsuch

programmes leads to a

labour-market relevant

vocational qualification

CUMULATIVE DURATION

AT ISCED5

Short 2 to less than 3 years

Medium 3 to less than 5 years

Long 5 to 6 Years

POSITION INTHE NATIONAL

DEGREE AND QUALIFICATIONS

STRUCTURE

Inter. Intermediate

1st First

a Second

He Third
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ALLOCATION OF NATIONAL EDUCATION PROGRAMMES

TO ISCED97 USED INTHEWEI DATA COLLECTION

ARGENTINA
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0 Pre-primary None 3 5 2

0 Pre-primary None 5 6 1 Obligatory for 5-year olds, and 4-year 0

(compulsory) olds in some provinces |

1 Primary Approval 6 12 6 6 Typically half day .

(Educacion pre-primary

General Basica,

1 and 2"4 cycles)

2A Lower Secondary, Approval Lower 12 15 3 9 Separate schools for severe mentally

(Educacion General of Educacion Secondary retarded and handicapped.

Basica, 3" cycle) General Basica, Diploma

gad cycle

3A Upper Secondary Lower Secondary Secondary 15 18 3 12 General and technical education.It is

(Polimodal) diploma diploma possible to earn a technical

qualification through combined work

and study

5B Non- University Upper Secondary Primary Teacher, 18 21-22 3-4 3-4 Occupationaltraining for medical

Tertiary diploma Secondary Professor, auxiliaries, laboratory technicians,

Programmes Technician diploma radio operators, mechanics,

meteorologists, librarians, social

workers, etc. Training for primary

and secondary school teachers.

5A Tertiary-University Upper Secondary Licenciatura/ 18 23-24 5-6 5-6 Professional qualifications are

(1*, Long) diploma professional sometimes awardedat the same time

qualification. as the licenciatura(e.g. secondary-

school teacher’s certificate), Courses

in medicinelast 6 years, courses in the

fine arts last 7 years.

5A (284) Master’s, Tertiary Master’s degree, (a) (a) (a) (a) (a) (a) ISCED 5A, 2"4 degree programmes

Post-graduate University diploma Specialization are juststarting and do not have a

Courses (e.g., Licenciatura, diploma uniform curricular organisation and

Accountant, Lawyer) entrance requirements, For these

reasonsit is difficult to indicate their

typical starting and endingages,

duration, and so on.

6 Doctorate Tertiary Doctorado (b) (b) (b)  (b) (b) Requires submission ofa thesis. ma

programmes University diploma (b) ISCED 6 programmesare just

(e.g., Licenciatura,

Accountant, Lawyer)

or Master’s degree

 

starting and do not have a uniform

curricular organisation and entrance

requirements. For these reasonsit is

difficult to indicate their typical

starting and endingages, duration,

and so on.
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0 Nursery schools 3 4 1 0

0 Preschool/ 4 7 3

Kindergarten

1 Primary-1* cycle 7 13 6 6

Primary-2"4 cycle

(1st-and grades)

2A Primary-2"4 cycle Primary Education 13 15 2 8

3rd_4th grades Certificate

|
3A Secondary Primary Education Secondary Education 15 18 3 11

Certificate Certificate to 19 to4 tol?

5B Pre-service Secondary Education ‘Teachers Certificate 18 20 2 2

Teachers Training Certificate (Licenciatura court) to 19 to 22 to 3 to 3

(Licenciatura court)

5B Non- University Secondary Education Teachers Certificate 18 20 2 2

Programmes Certificate (Tecnologo) to19 to22 to 3 to 3

(Tecnologo)

5A Teachers Training Secondary Education Teachers Diploma 18 20 4 4 Awardedto students in philosophy,

Programmes with Certificate (Licenciatura Plena) to 19 to 22 humanities or science who wish to

subject specialization become secondary-schoolteachers.

(Licenciatura Plena) Frequently obtained concurrently

with the Bacharelado.

5A Bachelor’s Secondary Education Bachelor's Diploma 18 22 4 4

programmes — Certificate (Bacharelado) to 19 to 23

most subjects

(Bacharelado)

5A Bachelor’s Secondary Education Bachelor's Diploma— 18 23 5 5

programmes — Certificate architecture, law, to19 to 25 to 6 to 6

some subjects medicine

(Bacharelado) (Bacharelado)

6 Master’s University Tertiary Master's Degree 22 25 3 7 Requires an examination and the a

programmes Education Diploma (Mestrado) upwards upwards to9 submission of a thesis

(Mestrado)

6 Doctorate University Tertiary Doctorates Degree 22 26 4 8

programmes Education Diploma (Doutorado) upwards upwards to 13

(Doutorado)
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0 Pre-primary 2 4 2 0

0 Pre-primary: 4 6 2

Prekinder and Kinder

1 Basic education 6 12 6 6 ee It is recommendedthat the last two

(is-6t grades) years of Basic Education be reported

at ISCED ?

2A Basic education Basic Education 12 14 2 8

(7-8 grades) License |

3A Middle education — Middle Education 14 18 4 12

General License

(9-12 grades)

3B Middle education — Middle Education 14 18 4 12

Vocational License

Programmes

(oth2 grades)

5B Higher Education— 1. Middle education Technical Diploma 18 22 4 4 Training for technicians

Technical license with specific

Programmes 2. Someinstitutions specialization

require passing a

National Exam

5A Higher Education— 1. Middle education Bachelorof other 18 23 5 5 Thefirst degree in most universities

(1*stage, Bachelor — license professional

long) All professional 2, Mostinstitutions qualification

programmes require passing a

National Exam

5A Higher Education— Bachelor or other Post-diploma 23 23 1 6

(27 stage) 2Title — professional

All professional qualification

programmes

6 Magister and Bachelor or other Magister or PhD 23 25 2 7 a

doctoral professional

programmes qualification

  



 

211

ANNEX A5b

 

 

 

 

 

 

 

 

 

 
 

f= f=

CHINA g 8‘3
BE. €£
Be EI© Ze OF
Oo ve

2 ge 8p 2
g S Sg ea &

g * £ & 32 ¢
=A ¢ a 2 4 5 ES E
¢ a 2 | g < 3 a uv é 3 3 g

She 28 3 g eC = kt 8~~ ~_n2zS 28 9 & a a 8 2 Sp SH
aot = 0 ge 23 = = 5 Se gH
Ast &¢ ae = g § z £E £8= = = 4 rot rot Oem °

Ges ee ZF 5 § 2 B 2 2R ge N ISCED97 FlZ2ES 2% & 2 O& e ¢ BF Ri BI otes SCED97 Flows

0 Preschool 3 6 Mostly full time. o

1 Primary 6 11 5

to7 orl? or 6

2A Junior Secondary 11 14 3 9

school tol? orl5 or 4 |

3A Senior Secondary 15 18 3 12

school

4€ Post-secondary Generally, occupationally specific

non-tertiary training but at a lower level than the

programmes programmes reported in 5B.

5B Non-university level 12 years of primary Diploma 18 20 2 Generally, occupationally specific

post-secondary and secondary to 21 to 3 training,

education and

success in annual

national undergraduate

entrance examination

5A University-level 12 years of primary Bachelor’s degree 18 22 4 ee 4

(1*, Short) education (4 year and secondary

programmes) education and

success in annual

national undergraduate

entrance examination

5A University-level 12 years of primary Bachelor’s degree 18 23 5 cee 5 Engineering and medicine.

(1*, Long) education (5 year and secondary

programmes) education and

success in annual

national undergraduate

entrance examination

5A (2) Master’s Bachelor’s degree Master’s degree 22 24 2 ee 6 Candidatesare usually required to

programmes to 25 to3... to 7 submit a research projectanda thesis.

6 Doctorate Master’s degree Doctor’s degree 24 27 3 9 6

(Ph.D.) to25 to29 to4 to 11programmes
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0 Pre-primary 4 6 2 0

1 Primary 6 11 5 5 v

2A Preparatory school Basic Education 11 14 3 8 —|

Certificate

2C Vocational school Having repeated Certificate 13 16 3 8

two timesin primary

school

3A General secondary High score on basic Secondary School 14 17 3 11 Must pass Secondary School Leaving

school educationcertificate Leaving Certificate Examination to graduate.

examination (Thanawiya Amma)

3B/C Technical school Basic Education Middle Diploma 14 17 3 11 Egypt has well over 500 technical 3B/C

Certificate schools, almost 50 percent ofall

secondary schools.

4C Industrial, Secondary School Above Middle 17 19 2 Some newinstitutions offer

commercial and Leaving Certificate Diploma programmesofless than 2-years’

technical institutes (Thanawiya Amma) duration.

Y

5B Community Service Different Certificate 17 19 0.5 0.5 Egypt has 34 higher technical

Programmes — requirement (in accountancy, to 22 to? to? institutes, with about 8 per cent of

Non credit studies. accordingto type secretarial work, higher education enrolment. Some

Industrial, of study insurance, universities also offer 2-year,
commercial computersciences, occupationally-specific

and technical electronics, etc.) programmes.

institutes or technical or Technician degree

programme

within university

¥

5A University High score on Baccelaureos or 17 21 4 4

(short) (main stage) Secondary School license to 23 to 6 to 6

Leaving Examination

5A (2"*) University Baccelaureos or Magister 21 23 2 6

(second stage) license to 23 to 25 to 8

6 University Magister Doctoral 23 25+ 2+ 8 a

(third stage) to 25 and

above
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0 Pre-primary Test, age G-5) Pre-primary 3 5 Nursery, kindergarten, (upper) 0

or 6 or 3 pre-primary. |

1 Primary Age 6 Primary 6 12 6 6 In some provinces admission to — il

class 1 is 5+ years,in othersit is

6+years.

2A Upper primary Primary Upperprimary 12 15 3 9 In some provinces, the state school “|
boards conduct public examinationsat

class VIII. Candidates have to pass a

minimumoffive subjects.

2C ITI (various lower Upperprimary pass ITI Certificate 15 16 1 9 The examinations are conducted by

level technical or the State Technical Boards supervised

vocational by the National Council for Vocational
programmes) Training,

3A High school Upper primary pass Matriculation 15 16 1 10 Matriculation certificate awarded after

certificate ten years’ schooling and a public

examination organized by the

secondary boards.

3A Senior secondary Matriculation Senior secondary- 16 18 2 12 Mustpassfive subjects at the public

certificate school-leaving- examination.

certificate

5B 3 year technical Senior secondary Bachelor’s degree 17 20 3 3 Nursing and paramedical

programmes school-leaving or 18 or? studies.

certificate

5B 4 year technical Senior secondary Bachelor’s degree 17 21 4 4 Agriculture, horticulture and

programmes school-leaving or 18 or 2? engineering,

certificate

5B 5 year professional Senior secondary Bachelor’s degree 17 22 5 5 Architecture.

programmes school-leaving or 18 or 23

certificate

5A First degree Higher senior- Bachelor’s degree 17 20 3 3

(1*, Short) programmes secondary or18 or 21

pre-university certificate

5A (204) BEd programmes Bachelor’s degree Bachelor of 20 21 1 4

Education or 21 or 22

5A (204) LL.B programmes  Bachelor’s degree LL.B. (law) 20 23 3 6

or 21 or 24

5A (204) Master’s Bachelor’s degree Master’s degree 20 22 2 5

programmes or?1 or 23

6 MPhil programmes Master’s degree MasterofPhilosophy 22 23 1 6 6

(MPhil) or 23 or 24

6 Doctorate Master’s/ Doctor of Philosophy 3 9 Requires submission of a

programmes Master of Philosophy (Ph.D.) to4 to 10 thesis containing original
research work.

6 (294) Doctor of Letters Doctor of Doctor of 2 10 Awarded by some universities.

Philosophy (Ph.D.) Literature to 3 to 12programmes

(DLitt)/ Doctor of

Science (D.Sc.)
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0 Pre-primary 3 5 1

(playgroup) to ? 0

0 Kindergarten 5 6 1

to?

1 Primary 7 12 6 6 [

2A,Type 1 Junior secondary, Primary school Junior Secondary 13 15 3 9

General graduates graduates |

3A,Type 1 Senior secondary, Junior Secondary Secondary school 16 18 3 12

General graduates leaving certificate

3B,Type 3. Senior secondary, Junior Secondary Secondary school 16 18 3 12

Technical / graduates leaving certificate or 19 to4 orl3

vocational

5B (1") DiplomaI Secondary school Diploma (DI) 19 19 1 1

programmes leaving certificate

and an entrance

examination

5B (1") Diploma II Secondary school Diploma (DID) 19 20 2 2

programmes leaving certificate

and an entrance

examination

5B (1st) DiplomaIII Secondary school Diploma(DII) 19 21 3 3 Entitles graduates to teach one subject

programmes leaving certificate at lower secondarylevel.

and an entrance

examination

5B (1") Diploma IV Secondary school Diploma (DIV) 19 22 4 4 Equivalent to Graduate Diploma(S1).

programmes leaving certificate

and an entrance

examination

¥

5A Degree stream Secondary school Graduate 19 22 4 4 Most degreesare four years. Some

(1*: Short leaving certificate Diploma(SI) to 24 to 6 to 6 like law and medicine take longer.

and Long) and an entrance

examination

5B (24) Specialist I Diploma (DIV) Specialist I (Spl) 23 24 3 6 Certificate awarded in the non-degree

programmes or Graduate to 26 to5 to 8 stream equivalent to Master’s. Usually

Diploma (SI) requires original research or a special

contributionto field of study.

5A (2"*) Master’s Graduate Master’s degree 23 24 2 6

programmes Diploma (SI) (SID to 26 to5 to 8

6 Specialist II Specialist I (Spl) Specialist II (SpIl) 25 27 3 9 Equivalent to a Doctorate. Usually a

programmes upwards to5 toll requires original researchora special

contributionto field of study.

6 Doctorate Master’s degree (SII) Doctorate degree 25 27 3 9 Includes professional degrees awarded

programmes (SII) upwards to 5 toll in faculties of medicine, veterinary

 

medicine and dentistry.
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0 Preschool 4 6 ? Run almost exclusively by private 0
education :

agencies. |

1 Basic education- 6 12 6 6

primary |

2A Basic education- 12 16 4 10

preparatory |

3A Comprehensive 16 18 2 12 |

secondary education

3C, Applied secondary 16 18 2 12 Preparation of skilled workers in

Type 3 education training centres and formal

(counts as apprenticeship schemes.

ISCED 3 Apprenticeshipsare followed by one

completion) year of supervised employment.

5B Community college Passage of Diploma 2 2 All students meet the same general

programmes General (Academic) requirements and are awarded the same

Secondary qualification. Community colleges

Education Certificate provide a variety of programmes; one

Examination of themis teacher training.

5B Community college Passage of Diploma; 2 2 Graduates with highest marks can

programmes General (Academic) entrance to enter labour force, or ISCED 5A

Secondary ISCED 5A university programmesif they wish.

Education Certificate university

Examination programmes

5B Community college Passage of Diplomain 3 3

programmes General (Academic) technology

Secondary

Education Certificate

Examination

5A University Community college Bachelor’s degree 3 3 Appointed teachers with community

(1*, Short programmes diploma and college diplomas can enter ISCED 5A

and Long) teaching experience university programmes throughspecial

government programmefor upgrading

teacherqualifications (they are exempt

from 48 out of 132 hours required for

bachelor’s degree). In addition, about

5 percent of appointed teachers with

community college diplomas can enter

university through bridgement

programmes.

5A University Passage of General Bachelor’s degree 4 4 5 year programmesin engineering,

(1*, Short programmes (Academic or to6 to 6 pharmacyand dentistry, 6 year

and Long) Vocational) programme in medicine.

Secondary Education

Certificate Exam, or

Community College

Diploma with high marks

5A (204) Education diploma Bachelor’s degree Diplomain 1 5

programmes education

5A (2) Master’s Bachelor’s degree Master’s degree 2 6

programmes to 3 to9

6 Doctorate Master’s degree Doctorate 3 9 a

to4 to 15programmes
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0 Preschool None None 5 6 1 0

y

1 Primary (Years 1-6) Schooling age Primary school 6 12 6

achievementtest

2A Removeclass 6 years of primary 12 13 1 Pupils from the national-type Chinese

education and Tamil primary school spend a year

in the Removeclass before the

transition to secondary school to

becomeproficient in Bahasa Melayu.

2A Lower-secondary 6 years of primary Lower secondary 12 15 3 9 Students who do notpass the Lower
(Forms 1-3) education assessment certificate of education examination

enter the labour market.

3C, Type 1 Upper-secondary Lower secondary Malaysian 15 17 2 11 Based on performancein the Lower —

(does not (Forms 4-5) — assessment Certificate certificate of education examination,

countas academic stream of education students are placed in the academic

ISCED 3 stream or technical and vocational

completion) schools.

3C, Type 3 Upper-secondary Lower secondary Malaysian 15 17 2 11

(does not (Forms 4-5) — assessment Certificate

countas technical and of education

ISCED 3 vocational schools

completion)

3A Pre-university Malaysian Higher School 17 19 2 13 ‘Two-year pre-university course that

(sixth form certificate Certificate of prepares students for the Higher

GCEA level) of education examination/GCE School Certificate Examination.

3A Pre-university Malaysian 17 19 2 13

(matriculation) certificate of

education

4C Teacher training Malaysian Certificate 17 18 1 Training of preprimary and primary

(1 year certificate serving teachers.

programmes) of education

4C Skill Training Malaysian Certificate 17 18 1 to?

Programme certificate of

education

5B Higher education Malaysian Diplomain 18 20 2 2 Training of preprimary and primary —_—

(teacher training— certificate teaching or to 21 to 3 to 3 teachers.

2-3 year of education Diplomain

programmes) education

5B Higher education Malaysian Certificate / 18 20 2 2

(polytechnics) certificate of Diplomain to 2? to4 to4

education various engineering,

commerce and

hospitality fields

5A Higher education Higher school Bachelor’s degree 20 23 3 3

a", (3 year certificate of

Short) programmes) examination/GCE

5A Higher education Higher school Bachelor’s degree 20 25 5 5

a", (5-6 year certificate of (medicine, dentistry, to 26 to 6 to 6

Long) programmes) examination/GCE and veterinary science)

5A (27) Master’s Bachelor’s degree Master’s degree 23 24 1 5

programmes to 25 to? to6

6 Doctorate Master’s degree Doctor of Philosophy 24 26 2 7 Requires submission of a thesis. 6

programmes (Ph.D.) to25 to27 to 8

6 (204) Higher doctorate Master’s degree Higher doctor’s 24 29 5 10 Can be awardedin literature, law, and

programmes or Doctor of degree (DLit, upwards upwards to 7 to 15 science,

Philosophy (Ph.D.) D.Sc., LL.D.)
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0 Initial 3 6 3 Includes the stage of kindergarten of pn

Education infants that assists children of 3 to 4

years and the preschoolstage that

assists children of 5 years.

1 Basic School 6 12 6 6 ee Obligatory. on!

Education,

1* and 2"¢ cycles

2A Basic School Basic School 12 15 3 9 ee Obligatory.

Education, Education,

37 cycle leaving certificate

2B Basic School Basic cycle 12 15 3 9 ee Obligatory.

Education, technical,

technical cycle leaving certificate

3A Humanistic, Basic School Humanistic. 15 18 3 12 ee

Scientist Education — Scientist

baccalaureate leaving certificate baccalaureate title

3c Technical Aptitudetests Technical 15 18 3 ee ee

baccalaureate + entrance baccalaureate

examination title

+ Basic cycle

technical-leaving

certificate

5B Non-university Aptitudetests Professor of 18 21 3 wee 3 Qualifications awarded are according

tertiary level; + entrance Initial Education, to 22 to4 to4 to duration of the programme.

Post-secondary examination Basic Scholar,

education + Humanistic, education medium,

Scientist ortitle of superior

baccalaureate title technician

or Technical

baccalaureate title

Y
5A University Secondary school Licentiate or 18 22 4 ee 4 Includes courses of medicine,

leaving certificate Degree title to 24 to6 to 6 dentistry, economics,etc.

and an entrance

examination or

probationary course

6 Post-graduate Degreetitle Doctorado or 22 24 2 ee 6 Requires submission of a thesis. ra

Master’s degree to 24 to 28 to4 to 10
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9 Initial Education 3 6 3 Compulsory for all 5 years old. 0

¥
1 Primary 6 12 6 6 [

2A Secondary — Completion of 12 15 3 9

3 first grades primary education

3A Secondary — Completion of 15 17 2 11

2 last grades ISCED 2A

Academic

programmes

Y

3B Secondary — Completion of 15 17 2 11

2 last grades ISCED 2A

Vocational

programmes

5B Non-university Completion of Technical and 17 20 3 ee 3

Tertiary secondary pedagogical or 2? or 5 or 5

Programmes education certificates

5A Bachelor’s Completion of Bachelor’s degree 17 22 5 ee 5

programmes secondary with or without

most subjects education ‘licenciatura’”d}
certificates

5A Master’s Bachelor’s degree Master’s degree 22 24 2 7

programmes

6 Doctorate Bachelor’s degree Doctorado 24 29 5 10

programmes
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0 Pre-primary Birth Certificate 3 6 3 0

Y

1 Elementary Elementary-school- 6 12 6 6

leaving certificate |

2A Secondary-General Primary/Elementary- 12 15 3 9

(First 3 years of school-leaving

secondary certificate

education)

3A Secondary- Secondary -school- 15 16 1 10

General leaving-certificate

(4% year of

secondary

education)

4A/B Post-secondary Secondary-school- Certificate of 16 18 2 12 4A/B

technical leaving-certificate proficiency or 19 to3 to 13

vocational

programmes

4€ Post-secondary Secondary-school- Certificate of 16 17 <2 11

technical leaving-certificate proficiency to 12

vocational

programmes

5A ‘Tertiary Secondary-school- Associate ofArts 16 18 2 2 Agricultural technology, secretarial

as, programmes leaving-certificate studies, businessstudies, fine arts,

Short) computerstudies, midwifery,

marine transportation, etc.

5A ‘Tertiary Secondary-school- Bachelor’s degree 16 20 4 4 Manytertiary institutions require

as’, programmes leaving-certificate (most subjects) students to pass an entrance

Medium) examination, Graduates of teacher-

traininginstitutions are required to

take the Licensure Examination for

Teachers.

5A ‘Tertiary Secondary-school- Bachelor’s degree 16 21 5 5 Graduates are required to pass a

as’, programmes leaving-certificate (engineering, licensure examination to be able to

Long) dentistry) practise their professions.

5A ‘Tertiary Bachelor’s degree Professional 20 24 4 8 Graduates are required to pass a

(and programmes qualification licensure examination to be able

course) (an) stage — (law, medicine) to practise their professions.

professional

5A ‘Tertiary Bachelor’s degree Master’s degree 20 22 2 6 Mostfields require defence of a

Qad programmes thesis.

course) (an) stage

6 Doctorate Master’s degree Doctorate degree 22 24 2 8 Requires defence of a thesis/ 6

or 25 or 3 to 9 dissertation.programmes
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0 Kindergarten 3 6 3 [|

1 Primar 6 10 3 4

* to 7 to 4

2A Basic general Certificate 1 10 15 5 9 Le Lower secondary education is compulsory —
education forall pupils (level 2A), awarded |

by certificate 1, duration 9 years

(without preprimary education),

3A Secondary- Attestat 15 17 2 11 wee Upper level of secondary educationis —

general feasible in gymnasium, lyceum,

secondary school, awardedbyattestat

or maturity (zrelost).

3C Secondary- Entrance Certificate ?; 15 17 2 11 ee Vocational lower secondary educationis

vocational examination Diploma 1 to 18 to3 tol? feasible in specialized school (uchilische),

awardedby: (a) 2 years duration —

certificate 2 with qualification of worker;

(b) 3 years duration — diploma1, confirm

upper level education and worker’s

qualification.

AC Secondary- Entrance Certificate ? 17 18 1 12 cee Vocational education based on upper

vocational examination, to 19 to2 tol3 secondary education, duration 1 year;

Attestat awarded by certificate 2 with worker’s

qualification (level 4C ISCED).
¥

3A + 5B Secondary- Entrance Specialist’s 15 19 4 13 2 Secondaryspecial educationis
special examination, diploma1 combination levels 2A and 5B, duration

programme Certificate 1 4 years, awardedspecialist’s diploma1,

(technicum) confirmed upper secondary level and

first stage higher education, technician

training, teacher training, and so on.

5B Post-secondary Entrance Specialist’s 17 20 3 cee 3 Postsecondaryspecial agereeea based

special programme examination, diploma 1 on upper secondary level cu 1 years),
Attestat duration 3 years, feasible in colleges and

technicums, awarded byspecialist’s

diploma1.

5A (short) Incomplete Attestat; Certificate of 17 19 2 wee 2 Incomplete higher education — first «a

higher education Specialist’s incomplete stage of higher education, duration
diploma 1; Exams higher education 2 years, awarded by diploma to students

whodiscontinue their studies.

5A Basic higher Attestat; Bachelor’s degree 17 21 4 cee 4 Basic higher education, duration 4 years

education Entrance in university or institution, awarded

examination by bachelor’s diploma.

5A Professional Attestat; Specialist’s 17 22 5 5 Professional higher education, duration

higher education Entrance diploma 2 to 24 to 7 to 7 from 5 (in economics, humanities)
examination to 7 years (in medicine), 5-6 years in

engineering, awarded by specialist’s

diploma 2.

5A Professional Specialist’s Specialist 23 24 1 wee 6 Further (upgraded) education — for

higher education diploma extended-education to24 to25 to 8 specialists who wish to receive second

qualification specialty or improve their knowledge,

duration 1 year, feasible in special

departmentof university or

institution.

5A Magistratura Bachelor’s degree Master’s degree 21 23 2 6 Educational programme with research

elementsin certain fields of science,

graduates may workasa scientist,

teacher in secondary schooland at

tertiary level.

5A Internatura Bachelor’s degree Internatura 24 25 1 8

in Medicine

6 Aspiratura Master’s degree, Kandidat nauk 22 25 3 ee 8 Requires public defence of an 6

Specialist’s to 24 to 27 to9 independently elaborated thesis and

diploma 2 by final examinations.

6 Doktorantura Kandidat nauk Doktor nauk 25 27 2 ee 10 Requires defenceof thesis offering new
to27 to 30 to 3 to 12 solutions to a majorscientific/academic

problem whichis of substantial

importance to the field or discipline.

———
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0 Preschool 4 5 1 Notprovidedbynational DD

government, but by somelocal

governments and private

organizations on fee-paying basis.

About 50 per cent of Sri Lankan

children attend for some period

of time.

1 Primary 5 10 5 5 [

2A Junior secondary Completion of Completion of

primary junior secondary 10 14 4 9 |

3A Senior secondary Completion of General certificate 14 16 2 11

(Ordinary level) junior secondary of education

(Ordinary level)

3A Senior secondary Generalcertificate General certificate 16 18 2 13

(Advancedlevel) of education of education

(Ordinary level) (Advanced level)

3B Technical / Certificates 14 16 2

vocational

5B Collegiate General certificate Diplomas and 17 18 1 1 There are 24 technical colleges and

of education certificates to 21 to4 to 4 5 affiliated units operated by Ministry

(Ordinary level) of Education offering wide variety

of professional, academic, and

craft courses.

5A (short) Collegiate General certificate Diplomas and 18 20 2 2 There are 24 technical colleges and

of education certificates; 5 affiliated units operated by Ministry

(Ordinarylevel) entrance to of Education offering wide variety

university of professional, academic, and craft

courses, Primary school teachers are

trained at this level.

5A University Generalcertificate Bachelor’s degree 19 22 3 5 There are 9 universities and 4 other

(short and (first stage) of education to 25 to6 to 8 institutions of higher education.
long) (Advancedlevel) Secondary school teachers are trained

at this level.

5A University Bachelor’s degree Master’s degree 22 23 1 6 Thereare 5 postgraduate institutes
(second stage) to25 to27 to? to 10 of higher education,all attached to

universities.

6 University Master’s degree Doctor’s degree 23 25 2+ 8 There are 5 postgraduate 6

(third stage) to 27 upwards and institutes of higher education,

above

 

all attached to universities.
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0 Pre-primary 3 6 3 0

Y

1 Primary 6 12 6 1

2A Lower Graduation Lower Secondary 12 15 3 9 _

secondary from primary Education

school (Grade 6) Certificate

3A Upper Graduation from Upper Secondary 15 18 3 12

secondary- lower secondary Education

General school (Grade 9) Certificate

3B Upper secondary- Graduation from Vocational 15 18 3 12

Vocational lower secondary Education

school (Grade 9) Certificate

4C Post secondary Graduation from Post-secondary 18 19 1

nottertiary upper secondary Certificate

school

5B Diploma Vocational Diplomain 18 20 2 2

programmes Education Vocational

Certificate Education

5B Technical degree Upper Secondary Bachelor’s degree 18 22 4 4

programmes Education Certificate

5A University-level Upper Secondary Bachelor’s degree 18 22 4 4

a", education Education

Short) Certificate

5A University-level Upper Secondary Bachelor’s degree 18 23 5 5 Mostprofessional qualifications are

a", education Education to 24 to 6 to 6 earned here, including architecture,

Long) Certificate painting, sculpture, graphic arts and

pharmacy(5 years) medicine,dentistry

and veterinary science (6 years).

5A (27) Master’s Bachelor’s degree Master’s degree 23 25 2 6 Candidatesare usually required to

programmes to 26 to 3 to 7 submit a research project and a thesis.

6 Doctorate Master’s degree Doctor’s degree 25 28 3 9

(Ph.D.) to26 to 30 to 4 to 11programmes
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0 Pre-primary 3 6 3 0

(‘Pré-scolaire’) |

1 Primary 6 12 6 6

(1*cycle of

Basic Education)

2A Lower Secondary 12 15 3 9 — Ba

(Qa cycle of

Basic Education)

3A Upper Secondary- Completion of Baccalaureatetitle 15 19 4 13

General Basic Education

3B Upper Secondary- Completion of Certificat 15 16 1 10

Vocational Basic Education dAptitude or 17 or? orll

(Formation Professionnelle

professionnelle

Level 1)

3B Upper Secondary-  Certificat Brevet de 16 18 1 12

Vocational d’ Aptitude Technicien or17 or19 or? or 13

(Formation Professionnelle Professionnel

professionnelle or 2 years of

Level 2) Secondary-General

5B Vocational Baccalaureate or Brevet de 19 21 2 2

Programmes Brevet de Technicien

(Formation Technicien Supérieur

professionnelle Professionnel

Level 3)

5A University-level Baccalaureatetitle Bachelor’s degree 19 21 2 2 Qualifications awarded are according

ad’, education or 22 or 3 or 3 to duration of the programme.

Short)

5A University-level Upper Secondary Master’s degree 19 23 4 4

ad’, education Education to 25 to 6 to 6

Long) Certificate

5A (2) Master’s Bachelor’s degree Master’s degree 22 23 1 4

programmes or 24 or? or 5 ’

6 Doctorate Master’s degree Doctor’s degree 22 25 3 7

(Ph.D.) to24 to27 or 8programmes
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0 Initial Education 3 6 3 0

1 Primary 6 12 6 6

2A Basic cycle Primary completion 12 15 3 9 !

(basico) |

3A Bachillerato Bachillerato 15 18 3 12 The Bachillerato gives the right to enrol
Diversificado in the Faculty which correspondsto the

(Upper secondary option chosenin the second year of

general) diversified education (humanities,

science or biology).

y

3B Bachillerato Bachillerato 15 18 3 12 The Bachillerato gives the right to enrol
Técnico in the Faculty which correspondsto the

(Upper secondary option chosen(agriculture, architecture,

technical) engineering, administration or business

& commerce).

¥

5B Professional Bachillerato Professional 18 20 2 2 Programmestotrain librarians,

qualification qualification to 22 to 4 to 4 midwives, public administrators and

business administrators.

5B Teachertraining Bachillerato Maestro de 18 21 3 3 Qualification which entitles the holder

(primary schools) educacién primaria to teach in a primary school.

5B Teacher training Bachillerato Profesor; 18 22 4 4 Qualification which entitles the holder

(secondary schools) Maestro Técnico to teach in a secondary or technical

school.

5A Licenciatura Bachillerato Licenciatura 18 22 4 4 4 year programmesto 5A short,

(1* short programmes to 23 to 5 to 5 5 year programmes to 5A long.

and long)

5A Other Bachillerato Ingeniero/ 18 22 4 4 4 year programmesto 5A short,
(1* short professional arquitecto/ to 24 to 6 to6 5 and 6 year programmes to 5A long.

andlong) degree quimico farmaceutico

programmes

5A (long) Medicine and Bachillerato Doctor 18 23 5 5 Dentistry (5 years), Law (6 years),

dentistry to 25 to 7 to 7 Medicine(7 years).

programmes

6 Doctorate Licenciatura/ Doctorado 22 24 1 6 Requires submission ofa thesis. a

programmes Ingeniero to24 to 26 to? to 8
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0 Preschool None None 3 6 2 0

1 Primary school Primary school 6 13 7 7

achievementtest

(Grade 7 certificate) |

2A Lower Secondary —_7 years of Zimbabwe 13 15 2 9

Form ? primary education Junior Certificate

3C Senior Secondary Form 2 «Oy»level 15 17 2 11 EY@

«O» Level certificate

3A Upper Secondary «O»level «Ay»level certificate 17 19 2 13 Minimum entry requirementis

to 18 five ordinary level subjects.

4€ Vocational Training Grade 7, Certificate 17 19 2 2 Skill training courses.

Form ? and to 18

«Oy»level

5B Teaching courses 5 «Oy»level credits Primary and 17 20 3 3 Courses of teaching either at primary

or 2 «A»level credits Secondary Teaching to 18 or secondary.

Certificate

5B Technical courses «O-» level Technical diploma 17 20 3 3 College based training.

to 18

5B Apprenticeship «Oy»level Technical diploma 17 21 4 4 Industrial based training.

programmes to 18

5A Academic «A»level Bachelor’s degree 19 22 3 3 1* degrees.

ad* degree to4 to4

degree) programmes

5A Masters courses Bachelor’s degree Master’s degree 22 25 3 6 Requires submission ofa thesis.

(Qa to 7

degree)

6 Doctorate medical «A»level Doctor of medicine 19 25 6 6 Medical degrees.

(Qa courses

degree)

’

6 Doctorate courses Master’s degree Doctorate degree 25 28 3 9 Awardedin philosophy,litterature, law, 6

(Qa to4 toll science etc.

degree)
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