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Final Projects: Executive Summaries


Lifelong Learning and Training Policies in Latin America

In the 1990’s, the Latin America and the Caribbean region experienced relatively slow productivity growth. In part, this was due to relatively low rates of net capital investment. But, significant deficits in skills and technology also contributed to weak performance. Skilled workers are in strong demand because new technologies are more skill intensive, and skilled workers are more able to deal with changes in the most dynamic sectors of the economy. The education gap is particularly important in terms of the supply of secondary school and tertiary-level (including university) graduates. Unbalanced education development in LAC follows on two tendencies: (i) the rising demand for educated workers, linked to patterns of integration of LAC countries in the global knowledge economy; and (ii) long standing inequality in the Latin America and Caribbean region.
Does lifelong learning provide a useful framework to guide policy makers in shaping policies that address the challenges of skill development for the global knowledge economy? A lifelong learning framework shifts the focus of policy from sectors and programs to learning – its breadth, progression and linkages. Lifelong learning takes place in the course of formal schooling and in other settings and at any age. Lifelong learning also directs attention to the “foundations”, to include basic literacy as well as such generic competences as communication skills, problem-solving skills, the ability to work in teams, ICT skills and learning to learn. Where policies promote near universal acquisition of the foundations, both equity interests and productivity imperatives are addressed. This broader lifelong learning concept is now widely advanced by UNESCO, the OECD, and the European Commission as well as the World Bank.
This collection of eight case studies undertaken in LAC generated detailed information that provides a further basis for considering the scope for and implementation of such a LLL framework in the region. Taken together, the findings from the case studies suggest that the concepts of lifelong learning as advanced by international agencies and now being introduced or extended in developed economies are not necessarily those being implemented in Latin America and the Caribbean. Notwithstanding rising levels of educational attainment in the region (particularly in younger age groups), large proportions of the working age population lack the foundations (as signaled, in part, by completion of secondary education). Much of what can be found of learning opportunities outside of formal schooling is made available to those who are already employed, and of this group, to more highly educated employees working in large (often international) enterprises. The case studies show that investment in post-school lifelong learning by employers and individuals is substantial, if often unrecognized and likely underestimated in education and training policies. Such training, frequently provided by for-profit institutions, in some cases seeks to strengthen foundation competences as well as to produce more firm-specific skills. For less educated adults, learning opportunities appear to cater for younger workers, not those in their forties needing to acquire the foundations or re-skill in a changing labor market and society. For better educated workers, learning activities are much more evenly spread out over their work lives. So while post-school lifelong learning opportunities respond to skill shortages and generally complement formal education, lifelong learning provision does not address the inequities generated by weak acquisition of foundation competences in the formal education system. Finally, the case studies also show weak and incomplete connections between public sector provision and private sector learning activities. Where links exist, they result from private initiative to build on knowledge and skills developed and acquired in publicly- funded and provided education and training – more specifically between good public education and good private lifelong learning that emerges in response to market opportunities.
Yet, the case studies’ findings suggest how a lifelong learning framework can serve as a useful guide for policies intended to foster investment in individuals’ capacities to participate in economies increasingly driven by knowledge and technology. First, employers (among which, those in high-value, export industries) apparently are willing to provide lifelong learning opportunities, generally to workers with secondary schooling or higher levels of formal education. So, young and older adults who acquire foundation skills not only improve their chances for access to jobs and careers in the formal economy, but also attract employer (and their own) investments in further learning. Second, the case studies show promise for gains in efficiency and quality that follow from the introduction of elements of a lifelong learning framework.  In particular, needed learning is more likely to be stimulated with limited increases in budgets when policies enable and promote new and varied methods and contexts for the acquisition of the foundations, a more diverse supply of learning opportunities beyond formal public education and training, greater recognition and/or certification of learning (also opening up pathways through learning and access to jobs), improved information on learning opportunities and job opportunities, and new links between public sector provision and private sector initiative.  For LAC countries, a lifelong learning framework gives less attention to public investment and oversight of formal education and training programs. Rather, new policies in this area seek to break traditional boundaries between policy portfolios, to stimulate creative initiative, to respond better to demand, and to leverage private investment and initiative – both by enterprises and by individual learners.
In the LAC region, the development and implementation of a lifelong learning framework will not be easy. Traditions and governance, regulatory and finance arrangements combine to produce public provision that is fragmented and insulated and a range of other learning activities and outcomes that are undocumented and therefore unknown and unrecognized apart from the immediate provider or sponsor. Breaking down the walls between segments, sectors, policy portfolios and stakeholder interests is a necessary first step, one that already has been taken in Chile and more recently in Mexico. Such efforts warrant support.

Lifelong Learning in China
China is now still in the transition process from plan economy to market economy. In this process, employment is a very important issue need to be resolved. According to the current requirements of labor employment market in China, Chinese government has been implementing some massive retraining programs. There are: “Three Year 10 Million Program”, “Training Program for Starting Your Business”, “High Skilled Workers Training Program”, and “Occupational Certificates Training Program for Higher Vocational Education Institutes’ Graduates”. This paper will give specific introduction about these four massive retraining programs.

The Demand for Skills in the New Economy: Regional Evidence

Trends in Relative Demand of Workers with Secondary Education

A Look at Nine Countries in East Asia, Sub-Saharan Africa, and Middle East and North Africa
This paper describes the evolution of relative wages in nine countries in three regions: Indonesia, Malaysia, and Thailand in East Asia; Côte d’Ivoire, Ghana, South Africa, and Zambia in sub-Saharan Africa; and Egypt and Morocco in the Middle East and North Africa.  The evolution of relative wages is decomposed into changes in relative supply of and relative demand for workers with different amounts of skills.  In particular, the focus is on the changes in relative supply and demand for workers with secondary education.  The broad findings are that demand for workers with secondary education increased relative to those with primary education, despite an increase in their relative abundance.  This increased demand for workers with more skills further translates into an increased demand for workers with tertiary education relative to those with secondary education.

This paper is accompanied by four short case studies, where the above broad findings are explored in more detail for South Africa, Zambia, Indonesia, and Thailand.

ICT and Global Readiness Benchmarks and Datasets
Global Networked Readiness for Education: Preliminary findings from a Pilot Project to Evaluate the Impact of Computers and the Internet on Learning in Eleven Developing Countries

While the ultimate impact of information and communications technologies (ICTs) on societies around the world can still be disputed, there is no doubt that the introduction of these tools has changed lives, organizations, strategies and discourse in communities around the world.  Private sector organizations have led the adoption of new technologies in many respects, but government, and the education sector in particular, are becoming increasingly active participants in the knowledge society.  While developed nations have invested massive sums of money and institutional resources in ICT over the last decades, developing nations by and large have addressed other priorities including the preconditions necessary for successful ICT integration.

With the introduction of ICTs, developing nations envision the elimination or improvement of age-old barriers they face such as their geography, high cost of and limited access to quality information, communication limitations, non-transparent governance and, of course, education.  In the education sphere, enthusiasm abounds over how computers and the Internet can bring improvement in numerous ways, with technology applications that range from administration to new materials, from distance learning to project-based learning, and from pedagogical re-invention to virtual communities of practice.

In schools and countries around the globe, diverse educational ICT programs have been initiated, strategies have been developed, hardware has been procured and software has been coded.  However, there has been far less attention to and understanding of the evaluation of these new ICT efforts.  Very few communities in either the developed or developing world seem to understand how to assess how ICTs are working, what their impact is, and what drives their efficacy or lack thereof.   Now, as developing world communities are increasingly moving towards the institutionalization of ICTs, policymakers, educators and donors are asking themselves whether ICTs are worth their high cost and the challenges they bring.  More specifically, they want to know, whether and how ICTs are changing education, and what they need to do to achieve their goals. 

The Global Networked Readiness for Education project seeks to support the evaluation and assessment of ICTs for education in the developing world by developing tools, metrics and measurements that can help to examine these areas, and the understanding necessary to use them to realize successful educational ICT outcomes.  Specifically, the GNRE project goals are to:

· Develop surveys geared toward students, teachers, heads-of-school and computer lab administrators in schools in developing countries;

· Deploy survey pilots in 11 developing world countries;

· Create online toolkits, geared toward policymakers, researchers and others, that provide opportunities to participate in subsequent phases of survey deployment as well as provide resources for planning around ICTs and education;

· Build an initial database of ICT/Education indicators based on the survey results; and

· Discern preliminary findings and observations about the current situation vis-à-vis computers and Internet in schools in the project’s 11 pilot countries, especially with regard to learning what characteristics are associated with which outcomes, elements that can be essential in determining best practices for policy and decision making.

The report highlights the findings from the Global Networked Readiness for Education surveys, deployed between August and November 2003 in schools in Brazil, Costa Rica, El Salvador, The Gambia, India (Karnataka), Jordan, Mexico, Panama, the Philippines, South Africa and Uganda.  In total, over 3,700 students, 1,000 teachers, 120 heads-of-school and 115 computer lab administrators were surveyed in 126 schools. The challenge of identifying the appropriate measures, capturing the data accurately, and analyzing it effectively are great, and these preliminary results from the study should be interpreted as the beginning of our understanding rather than its end.  The survey and resources toolkits are available online at http://cyber.law.harvard.edu/gnre. 

The most basic finding of the first round of surveys is that ICTs are still new to education in the developing world, a reality that affects all use and impact of computers and the Internet in all schools surveyed.  While computers are available in one form or another in the schools surveyed, they are still not well-integrated into most core learning processes.  The sample schools were selected to be broadly representative of the technological cutting edge of secondary level education within each nation based upon factors including their access to and experience with ICTs for education.  In general, the schools had low levels of ICT use and integration – with no significant differences between private and state schools.  Indeed, most students and their teachers do not access the Internet in school, and use computers only on a weekly basis.  As much as anything, this suggests the incipient state of ICTs in education efforts in the developing world, even in the most technologically advanced schools, and underscores both the importance of understanding its impacts and the difficulty in doing so.

Strikingly, despite their limited exposure to ICTs, students’, teachers’ and administrators’ attitudes and perceptions of computers and the Internet were overwhelmingly positive.  While this disconnect may cause some concern that ICTs are over-hyped, it also suggests the tremendous enthusiasm over the new tools and their power to instill a willingness to accept new changes.
Knowledge and Skills in the Middle East and North Africa
The context for TVET reform: from low quality learning to contributing to the knowledge economy
Access to schooling has seen significant progress in the MENA region in the past three decades.  The average enrollment rate in primary education reached 94.5 percent of the age group in year 2000. But large deficiencies remain in the form of high repetition and dropout rates.  Large number of school-age children access basic education but do not stay in school, entering the labor force and traditional apprenticeships with low basic skills. 

But many among those who stay in school are filtered out from general education into low-quality, second-choice vocational streams.  Vocational streams in the region are synonym to academic failure and are regarded as a second-choice alternative by parents and students.  Large numbers of students are tracked out from general education, pushed-out more exactly, and for which little opportunities for lifelong learning are available.

Policy makers have tended to see the high selectivity of general education as a sign of quality.  In this view, progressing through general education is difficult because it ensures a high quality education for those who successfully pass the various academic hurdles. Recent evidence from ten MENA countries participating in the 2003 TIMSS international exams for general education secondary students seems to contradict this point of view.  Out of a total of 45 participating countries, the ten MENA countries scored below the international average for both math and science tests.  And large number of students, from 20% to 81%, across different MENA countries failed to achieve the low benchmark scores for math and science. 

The fact is that large numbers of students in the region fail to complete basic education, and among those who do stay in school many fail to acquire basic knowledge, and as survey data shows, most students tracked into low quality vocational streams belong to lower socio-economic strata, thus reinforcing the role of education as a source of inequality in the region. 

The large number of basic education dropouts coupled with tracking large number of students into low quality vocational streams goes hand in hand with the growing importance of informal employment in the region and the type of skills that large number of workers are acquiring.  In some countries, particularly in those in which public employment continues to play a prominent role, survey data show that the more educated an individual the less likely he or she will work in the formal private sector.  

The reform agenda for TVET today in MENA can be summarized as follows: how to shift TVET from its current emphasis on lower quality learning opportunities, to a contributing role for the development of skills necessary for the knowledge economy.  The rest of the report looks at the various initiatives being undertaken in the region.

Integrating TVET into the Knowledge Economy:  

Reform and Challenges in the Middle East and North Africa

Improving governance or how to introduce participation, accountability and decentralization in public provision

In most countries of the region, the State plays a predominant role in the financing and in the provision of TVET.  Current efforts to adapt TVET to the requirements of the knowledge society include broadening the participation of other social partners in the governance of TVET systems.  Initiatives to include business and union representatives in governance have for the most part relied on the establishment of ad-hoc committees at the national level with government and social partners representation.  In practice, these type of committees have proven largely ineffectual because of a lack of operational responsibilities among the various participants.  

In terms of accountability, public provision of TVET in the region is not based on performance or outcomes.  TVET institutions continue to operate year after year without monitoring results and with quantitative expansion as their main strategic objective.  Having guaranteed public subsidies, the incentive for change and relevance is weak.  As discussed in the financing chapter, additional funding mechanisms besides the traditional direct allocation transfers, can play a role in creating the incentives for public provision to respond better to the needs of individuals and businesses.

A major limitation to the effectiveness of public TVET institutions in the region is their lack of administrative autonomy from central ministries and agencies.  Centralization means that individual TVET institutions cannot take decisions on key issues like curricula, financial and personnel management, sectors of involvement, etc, thus limiting their capacity to change and adapt.  The MKI initiative in Egypt is one example of decentralized provision of training, and the World Bank-financed Skills Development Project brings public financing for firms’ training initiatives.  Other initiatives like the EC-financed TVET Reform Project seek to develop public-private partnerships at the local level and will soon be ready for implementation.  

Tunisia has developed an ambitious program for decentralizing the provision of  public training services.  A new management model for training centers has been elaborated and is being tested on a number of training institutions.  Later, the decentralized management model should be adopted by all centers across the country.  Benefits from this experience so far include a better partnership between enterprises and training institutions, particularly in the development of curricula and in enterprise-based provision of training.  But the experience also shows that the quality of the participation of the private sector is uneven, with some private sector representatives unprepared to assume their responsibilities.  Resistance to change can come from within the training institutions themselves, and from the central agencies. 

Financing TVET: new sources of funding and new allocation mechanisms are needed

Public spending in education and training in the region is high by international standards.  The regional average stands at 5.3 percent of GDP (2000) for education alone, compared to 4.3 percent for upper middle income countries.  TVET sources of revenue come mainly from direct budget allocations, while cost recovery mechanisms are small in comparison.  In several countries, an additional source of revenue comes from a training levy paid by firms that is used to finance public provision of pre-employment training services.  Private sector contributions to TVET will need to increase in importance to sustain a more diversified provision of TVET services, both in terms of quality and by providing a lifelong framework.  

A key characteristic of  TVET financing in the region is the segmentation of funding for public and private provision.  Private provision is funded essentially from fees and tuition paid by individuals. Funding for public provision however, originates from three sources, direct budget allocations, the collection of modest fees from individuals, and in several countries, from the collection of a training levy paid by businesses.  There is no funding mechanism that would open for example the training levy to finance private provision.   

Diversifying funding mechanisms in the region to create incentives for efficiency and relevance is still a pending reform. In addition to the traditional budget allocations for public provision, other mechanisms such as increased cost recovery with targeted assistance to the poor, training funds directed to end-users of training services, and performance-based budgetary allocations could all be combined to create incentives for change in the TVET system. 

Improving quality and opportunities for learning

There are many initiatives to improve quality in TVET programs.  Curriculum development has received particular attention in most countries, and there is a general trend in the region to move to competency-based approaches.  But in most countries, curricula development initiatives are not embedded in a wider reform program.  They are stand-alone type of initiatives. In a few cases, developing the competency-based approach for curricula development is part of a broader objective, which is involving private sector businesses in a systemic TVET reform process. 

Measuring the quality of training through end-of-program testing is common in MENA.  How well this testing captures the quality of the training imparted is open to question.  In some cases, testing is biased towards academic knowledge and does not provide an adequate assessment of practical skills and employability.  In other cases examinations are designed to regulate access to post-secondary education and actual pass rates may not reflect students’ knowledge or competencies.  Also, the absence of industry participation in the design and administration of exams may bias pass rates upwards.

Teaching methods in TVET are not imparting higher-order cognitive skills, such as problem solving skills.  Instead, teaching methods tend to emphasize rote memorization and reward passive learning.  In addition there is a tendency to promote overspecialization in narrowly defined fields of training.  Low quality teaching in TVET is a major source of inequality.  Lack of qualified and experienced instructors is prevalent. Civil service pay tend to be unattractive to experienced workers to become instructors.

Qualification frameworks to provide certification of workers’ competencies, to increase workers’ job mobility, provide assessments and accreditations, are being developed in a few countries.  In Egypt, the qualifications framework seeks to establish not only skill standards but also the procedures for testing and certifying trainees in certain pilot sectors.  National standards in Jordan are maintained through the use of common national curricula among training institutions and application of common exit examinations. Private vocational centers are also subject to MOE review to receive official recognition for their graduates.

Monitoring and evaluation is an area that is beginning to capture the interest of policy makers.  Jordan has accumulated an important experience in conducting not only tracer studies for graduates, but also in monitoring the internal efficiency of training programs, focusing on costs, access, repetition and dropout rates and quality. Tunisia has started to introduce quasi-experimental designs to monitor the impact of TVET interventions and are currently refining their methodological approach.  

A new partnership with the private sector needs to be consolidated

Participation of the private sector in the governance of TVET systems through national committees or other institutional arrangements is only one dimension of a broad partnership between the public and private sectors that is beginning to emerge.  This partnership, as it is being developed in some countries of the region, includes private sector participation in the decisions regarding the feasibility of public investments in TVET, in the identification of skills needs and the development of curricula (competency-based approach), participation in the management of public training institutions, in the provision of enterprise-based training in coordination with public training institutions, and  in monitoring and evaluation activities. 

These partnerships are at an initial stage of development, although they are more advanced in some countries than in others.  Active participation of the private sector is constrained by weak private sector organizations lacking a vision for human resources development in their strategic objectives.  They also lack a sufficient number of skilled staff and have limited resources. In  fact,  skills development is not yet a priority for a large number of enterprises, particularly among SMEs. Improving the capacity of the private sector to actively participate in the implementation of an overall TVET strategy for human resources development is one of the key areas to develop.

In-service training is central to enhancing competitiveness in the private sector, and yet few workers in the region benefit from in-service training.  In countries where a training levy exists, the resources thus obtained benefit mostly large enterprises, and in many cases, essentially public enterprises, or are used for the financing of pre-employment training services. An important market failure for the development of in-service training in the region is the large number of SMEs that lack the capacity to identify and formulate their training needs in well articulated training programs.  In this respect, important government initiatives are being piloted in Egypt and Tunisia to promote in-service training, through the identification of skills needs and the funding of firms’ training initiatives. 

Direct provision of TVET by private proprietary institutions or NGOs is concentrated in a few trades and which do not require large capital investments.  Lebanon is the only country in the region where enrollment in private TVET institutions is more important than public enrollment. It has been observed that in Lebanon there is a significant variance between success rates in candidates for national examinations, with the success rates among public sector students much higher than among their private sector peers.  This suggests the need for stronger accreditation mechanisms for private providers.

In Jordan, private provision at the community college level has been promoted by the government, and has become important in terms of enrollments.  At the same time, recently, enrollment in private community colleges has been reduced in absolute terms because of the emergence of private universities offering similar courses, and also because of the expansion of available spaces in public community colleges through the so-called “parallel programs”. These programs admit privately-financed students in public colleges, who attend the same classes as the fully-subsidized students, but paying less than the full tuition cost.   Private colleges argue that this creates an unfair advantage in favor of public colleges who can charge less than full cost tuition to students, and thus limits the participation of the private sector.

Informal employment and the acquisition of skills is not yet in the policy agenda

Despite the growing importance of informal employment, skills acquisition among informal sector workers does not yet play an important role in the policy agenda.  Workers finding jobs in the informal sector come from diverse backgrounds, from young dropouts from basic education, to higher education graduates who find little employment opportunities in the formal sector. 

Traditional apprenticeship in the informal sector is the main entry point for dropouts from basic and post-basic education.  Kinship or personal relations predominate in traditional apprenticeships, as opposed to work contracts.  Families, or the apprentice, bear the cost of training either by direct payments to the master or through reduced wages. This type of training can last long periods of time, between 4 and 8 years, while the apprentice progresses from helper to skilled worker.  There is no certification of acquired competencies. 

Nevertheless, in casual interviews masters and apprentices often express the view that traditional apprenticeships are a better alternative to vocational education at school.  Important shortcomings of traditional apprenticeships however, include the partial transfer of knowledge from the master to the apprentice, large variations in the quality of the training provided, the perpetuation of existing low-productivity technologies and a tendency for slow innovation.  Learning in traditional apprenticeships is generally passive and non-experimental.  Masters tend to lack the appropriate pedagogical skills, and apprentices are always subject to the risk of being employed as cheap labor for menial jobs. 

Tunisia offers an example of a government response to improve the functioning of traditional apprenticeships, focusing on the introduction of apprenticeship contracts, setting remuneration levels, incentives to the employers in terms of exemptions for the payment of social security obligations, age requirements, and the introduction of alternate training between the place of work and specialized training institutions.  Currently, out of 45 thousand apprenticeship contracts signed, only  around 12 thousand apprentices work with benefit from the new rules .  This illustrates the dimension of the challenges in improving workers’ skills in the informal sector.

NGOs’ initiatives, as part of their efforts to address social exclusion, have developed some innovative approaches.  In Egypt and Lebanon, for example, NGOs play an intermediary role between master and apprentice, by introducing training contracts. The duration of the programs tend to be short, but there is no “dual” training feature like in the Tunisian case.   There is use of orientation techniques which include careful selection of candidates and an evaluation of personal attributes to assess the candidate’s potential for success.  

These NGO programs however remain limited in scope and vulnerable to financial instability.  Lack of coordination with government initiatives limits the potential leverage for these initiatives.

Conclusions

· Refocus the role of TVET as an instrument for the knowledge economy

· Promote a larger participation of social partners in the governance of TVET

· Public provision of training services requires developing accountability mechanisms and decentralization

· Meeting the challenges of improved relevance, better quality and increased opportunities for lifelong learning  requires new sources of funding and new funding mechanisms

· Current quality innovations need to be framed within a larger framework for reform

· Limited capacity constrains the participation of the private sector

· Learning opportunities for informal sector workers need to be developed in partnership with NGOs 

Learning to Teach in the Knowledge Society
Qualified secondary school teachers are becoming a precious commodity in many developed and developing countries. They tend to be the hardest segment for the teaching profession to attract, the most expensive to educate and the most difficult to retain in schools. The numbers of unqualified teachers tend to be much higher for secondary than for primary education in almost every developing country. And the attrition rates of secondary education teachers are the highest in the teaching profession, especially for male teachers and for those in high-demand areas, such as mathematics, science and technology (OECD, 2004). 

Furthermore, since pre-service teacher education for secondary school tends to be consecutive in virtually every country (i.e., they are educated first in a curriculum area or specialized discipline, and then go on to receive some pedagogical training), the professional identity of secondary teachers is not constructed around teaching but rather around their discipline of specialization. In a context of mass secondary education, increasingly more teachers who thought of themselves as pre-tertiary teachers at the start of their careers are faced now with the hard fact that they are rather post-primary teachers. Contrary to what it was during the times when secondary education had elite status, student motivation can no longer be taken for granted. This fact entirely changes the conditions of daily teaching for secondary school teachers. Instead of being trained to develop new competencies required to deal with today’s students, secondary teachers see their professional identity questioned, and experience a loss of control over their own professional practice. And, insofar as training needs are concerned, secondary teachers seem to be increasingly tempted to trade off the opportunities for learning to innovate for survival toolkits. 

Profound changes in the structure, the curriculum and, most of all, the student population of secondary education, are leading to a crisis of professional identity of teachers. The lack of the relevant competencies to deal with the new situation leads many teachers to perceive that their professional identity is under siege. Moreover, external pressure for them to assume “new responsibilities” may be seen as a rupture with their previous know-how, which deepens the identity crisis even further. Therefore, there is an urgent need to reconstruct the professional identity of secondary school teachers. If they are to be in control of their own professional practice, they can no longer be trained solely as a subject specialist at the university. 

The school curriculum, particularly at the secondary level, has traditionally been a political battlefield, where different and opposing interests clash with each other, often turning curriculum reform efforts into political nightmares for Ministers of Education. It is therefore quite remarkable that our knowledge society – or late modernity, in Giddens’ vocabulary – has produced such a wide consensus on a number of new skills and competencies which are said to be crucial for individual socialization and national competitiveness in the 21st century. All over the world, government reports and white papers cluster around the need to implement a competency-based curriculum in secondary education, where emphasis is made on problem solving, teamwork, peaceful conflict resolution, dealing with complexity and living with ambiguity, thrive with change, be life-long learners, etc. Nevertheless, it has to be recognized that, while there seems to be consensus around the competencies, there is still profound disagreement as to which is the right balance of disciplines and pedagogical approaches for students to acquire such competencies. Be it as it may, the fundamental issue – and corresponding hypothesis – suggested and dealt with by this research project is that, particularly in developing countries, secondary students can hardly be expected to acquire these 21st Century competencies if the teachers in charge of their education simply do not have them. 
The issue of teaching competencies beyond or across different knowledge areas and disciplines becomes a critical one in the context of the overall consensus around the 21st century competencies. At the macro level, what teachers should know and be able to do continue to be country-specific, although it appears to be increasingly shaped by world trends. The six national studies carried out by this project show quite a remarkable convergence in terms of the stakeholders’ views as to the teaching competencies that teachers should acquire and display in the classroom. However, the institutional arrangements for both pre-service and in-service training of secondary school teachers are still anchored in the past; and this includes, in all countries studied, the curriculum of teacher training programs.   

The debate about the curriculum of teacher education programs has taken place around two fundamental and conflicting stands: First that the emphasis should be on subject-related or so-called content knowledge. Second, that the most pertinent knowledge for teaching is obviously teaching and learning-related knowledge: professional knowledge about pupils themselves, classroom management, pedagogy and evaluation, and the school as knowledge and learning producing institution. Contrary to common wisdom in education, there is strong research evidence that knowledge about teaching and learning processes is more related to student achievement than content knowledge of the discipline. Educational research in several related fields has pointed out that there is a third category of knowledge which would be at least as relevant for teacher education as the previous two: Pedagogical content knowledge is the specific and specialized knowledge about teaching and learning processes of a particular discipline. According to some recent reviews (Darling-Hammond, 2002, Marcelo, 2002), pedagogical content knowledge is the type most clearly linked to student achievement, and the one with the strongest potential vis-à-vis the professional development of teachers.  

Overview of Project activities and products 

This project on Learning to Teach in the Knowledge Society started with a rigorous literature review aimed at providing the research context and evidence concerning the emerging set of teaching skills and competencies in line with the 21st century key competencies emphasized by secondary school curricula all over the world. 

Then, six countries were selected for analytical work: Two countries from LAC (Mexico and Chile); two countries from Africa (Senegal and Ghana); and two countries from East Asia (Vietnam and Cambodia). Countries selected share a common current interest on teacher education reform and are involved nowadays in major reform projects, some of them financed through WB loans. Key informants in each country were identified, and at least four different “categories” of them: Ministry of Education staff in charge of teacher training policies; Heads of Teacher training colleges; representatives from Teacher unions, Academics and/or consultants based in the country who are carrying out research about teacher issues. Questionnaires and interview guides were developed and adapted to each national context. Six national case studies were therefore carried out on teacher education and teachers’ professional development in the light of the teaching skills perceived to be necessary by different stakeholders in each of the countries. Emphasis was made on reform alternatives for the pre-service and in-service training of secondary school teachers. 

In June 2004, a major Conference was organized in Seville (Spain) to share and disseminate the outcomes of the study. Representatives from all six Ministries of Education were invited, together with relevant staff from the World Bank, OECD, ILO, InterAmerican Development Bank, Bilateral development agencies, NGOs, and Universities. Specific objectives of the Conference were to shared those experiences identified as “good practices” as well as the existing gaps between desired teaching competences and current teacher education programs and institutions; promote and enrich policy dialogue among relevant stakeholders about teacher education institutions and teachers’ professional development alternatives in secondary education; present a framework to enable teacher education policy analysis in selected countries from the standpoint of the relationship between teaching skills and desired competences in learners; and, discuss viable strategies in selected countries to create a system for building a knowledge base for the teaching profession through its institutions and programs of pre-service and in-service teacher education. 

Piloting Rural Women’s Knowledge and Skill Development Using ICT
Grameen Cyber Society Final Report: Reflecting on the Pilot Telecenter Operation in Rural Bangladesh
Globally, the growing digital divide has become a central international development concern. The term "digital divide" refers to the gap between those people and communities who can effectively use new information and communication tools, such as the Internet, and those who cannot. ICTs have also been acknowledged as critical catalysts, tools and enablers for socio- economic growth and development in all sectors such as health, education, agriculture and industry. Now, more than ever, unequal adoption of technology excludes many from reaping the fruits of the economy. Following the Okinawa Summit in August 2000, the Group of Eight nations set up a Digital Opportunities Task Force (DOT Force) to devise ways to eliminate the divide. Moreover, the UN places access to IT as the third most important issue facing women globally, after poverty and violence against women. 

The opportunities offered by ICT have to be seized deliberately because both the potential benefits and the costs of not doing so are very high. From the context of a LDC like Bangladesh, it would be a mistake to approach ICT solely from the perspective of leaving the rural communities behind. If pursued thoughtfully and strategically, ICT can position our rural people as “champions” in the mainstream of those seeking development solutions in the information age. ICT can assist their economic activities in farming, rural development, trade, business, and industry in a variety of ways. For instance, farmers could greatly increase productivity with access to information on improved agricultural inputs, weather, markets, new production techniques, and farming technologies. Traders and other entrepreneurs also could benefit from marketing information and the opportunity to disseminate information about their businesses. Profitable opportunities also exist for small- scale enterprises in business-to-government (B2G), and business-to-business (B2B) markets, where even small firms can participate in international ventures. 

IT-enabled communications businesses offer great potential especially for women entrepreneurs, following the model of Grameen Phone in our country, telecenters (storefronts where telephone, fax, email, and sometimes Internet services are available to the public) in Senegal and Morocco, and phone shops in Ghana. Given high demand and low capital and skill requirements, these businesses are within the reach of many men and women in our country where an enabling environment exists. 

Grameen Cyber Society (GCS) a non-profit, community development initiative incepted in December 2003, aims to evaluate the appropriateness and usefulness of ICT mediated education and training for disadvantaged community of Bangladesh. The tool employed is ICT, to alleviate illiteracy and promote development for women and youth at the Beraid telecenter which is our first pilot. In this report, we reflect on the impact created at the pilot community, the lessons learned on the initiative and the strategies for further development. 

Findings
Women were found to be proactive in the development initiative. The community women not only took charge of the telecenter operation, but also actively participated in the learning process using ICT.  Product development was initiated by these community women through the launch of the community shop “Beraid Mela”. Many of these women who were homemakers are now perceived as a self employed entrepreneur within her family.  These women found their “Voice” in the day to day decision making concerning their households and family. They are now more aware of the social issues like the consequences of early marriage and child birth, importance of education for girls, and issues that are needed to safeguard their rights to survival. 

The “Out of School Children” who were also taken under the basic literacy program tasted the “flavor” of education. For the first time, these children realized the importance of being able to write one’s own name, to be able to write a letter to a distant friend or relative, and to identify oneself in print.

On the other hand, the college youth were duly trained on the basics of Computer. Regardless of the milestone achieved in a short span of time, we found out that language and lack of ICT infrastructure remains crucial barriers to knowledge and skill development using ICT. Implications? Local content development and nationwide access to internet are imperative to make bridge the information gap with the rural communities. 

When SEA-ME-WE-4 is complete, Bangladesh will have at least 20 times as much capacity as it currently uses. Since the GOB will already have paid for this excess bandwidth, and cannot realistically market the excess capacity on the international market, there must be some creative plans to use this paid-for but otherwise unutilized resource. It is highly recommended that the GOB consider giving the bandwidth away for free to educational and research organizations for a period of time, and sell at very low cost to start-up companies. This will benefit educational institutions as well as commercial entities involved in outsourcing activities.

On the other hand, demand for nationwide Internet access can be created by first establishing a sustainable infrastructure in the urban areas, and then extending it to rural areas. Sectors such as education and healthcare already have sustainable demand for nationwide access, and can proceed in parallel with urban development. This is where Grameen Cyber Society has a role to play. ICT development pilot projects such as Grameen Cyber Society need to be fostered to allow the rural disadvantaged access to the information age.

A Process for Planning Low-Cost, Effective Distance Learning
Low-cost, Appropriate Technologies and Approaches to Distance Learning for Rural, Nomadic and Isolated Populations

Final Project Report

This report provides a brief overview of the research, findings, recommendations and products derived from a two-year project to explore the use of low-cost, appropriate technologies and approaches to distance learning for rural, nomadic and isolated populations.  The project has been successfully completed and the results from this project have high potential for enhancing the quality of planning conducted by the World Bank, client countries, NGOs and other bi- and multi-lateral organizations who seek to find ways  to serve the development and educational needs of rural populations.

Background

Beginning about seven years ago, the World Bank became heavily involved in the use and promotion of distance learning (DL)as a way to provide client countries with more access to development learning and management information. The primary vehicle for this involvement has been the high technology-based, Global Development Learning Network (GDLN). This Network is comprised of: (a) dedicated distance learning centers, located in developing and developed nations, primarily in national capitals; (b) participating international partner organizations that provide much of the instructional content; and (c) other partners that provide intellectual capital and financing. The primary clientele for the GDLN are public administrators, senior staff of public and private institutions, and other key decision-makers in the public and private sector. It is not intended as a service to support basic to post-secondary education for large numbers of students.  

From this experience with the development and promotion of the GDLN in the East Asia and Pacific Region (of the World Bank), the Region has found that there is also a high demand for effective, low-cost distance learning in those client countries where traditional educational services are difficult to provide. This is particularly evident in more remote, rural environments. As mentioned above, the GDLN, as it is presently configured, is not appropriate, nor is it cost effective/sustainable for this type of  application.

In the more isolated, rural locales, there is a wide range of needs.  With children, one finds strong demands for distance learning at the primary and secondary levels. At the adult level, there are needs for enhancement/employability training in agriculture and herd production, public administration and management training, technical training for public sector employees, IT training to support infrastructure expansion, public security and judicial support, health services support, and public school administrator/teacher training.  

Most experts acknowledge that DL's cost effectiveness comes from its unique capacity to address the needs of large numbers of students.  In lesser developed nations, it is likely that this can only be accomplished through very low cost, multi-modal applications of technology and appropriate applications of pedagogy, management and financial support.  

Most of the commercial providers advocate: (a) asynchronous, web based content; (b) interactive (live) content over the web; or (c) instructional television, where the video broadcast is one way and the return is internet based.  They argue that these approaches are important to consider as much of the available content is being prepared to support such technologies.  

On the other hand, several development organizations and foundations (i.e., UNESCO, USAID, Soros Foundation) argue that there is still a huge need for even lower technologies to be considered.  Many countries have significant segments of their populations with little access to the above mentioned technologies (i.e., nomadic populations (Mongolia), Ugar and Tibetan minority populations (China), mountain populations (Thailand, Cambodia and Laos),  tribal populations (Papua New Guinea, Malaysia and Philippines), and outlying island communities (Indonesia).  A number of organizations (i.e., Soros Foundation, UNESCO and Deakin University (Australia), University of Chulalongkorn (Thailand) have participated and financed studies in this area. Many options have been studied, each with their strengths and weaknesses.  Among these are multi-modal applications of radio, print-based materials, CD-ROMS, use of free-standing computer applications, use of burst-technology to down link content on a scheduled basis from broadcast mode transmissions, and the use of CD-ROMS with server-based mini-net approaches.  

Associated with the need for further study and synthesis of these findings, there is also a need to explore the use of "blended learning" as opposed to pure DL.  This would imply a mix of both on-site and DL work. In developing nations, this approach seems to have significant merit.  In this area of study, one might consider the use of DL technologies integrated with low-cost field coordinators and itinerant teachers, mobile equipment modules (MEMs), mobile receive sites, peer-group tutoring, and train-the-trainer programs.  One should also consider innovative approaches to administration, operations and other services required of all DL programs.  Finally, it is important to consider appropriate approaches to DL pedagogy, curriculum development and program promotion within these special locales.  

To date, there is no authoritative reference available whereby client nations can compare and understand the options and technologies required to establish cost-effective, multi-modal distance learning programs, using appropriate (lower level) technologies, on a national level.  Most distance learning specialists agree that there is no single, ‘best fit’ approach (Bates, 1995).
  In their view, each proposed program should be designed with a view toward using  proven approaches and ‘lessons learned’ with due consideration being given to the unique requirements of the program and the national context.  This usually results in a custom configuration that is adapted to available infrastructure, traditional learning modes, technology, governance, security requirements, etc..  This custom configuration must also be articulated to existing education/training delivery systems in a way that is acceptable to authorities and adds value to the overall goals of the system.  Unfortunately, in most client countries, the specialized knowledge, experience and skills (in distance learning) for such analysis and planning does not exist.  
Promoting Capacity in Monitoring Educational Quality
As a result of the DFID trust fund granted to WBIHD education team, a series of ten National Education Assessment courses were offered to participants in Anglophone Africa and South Asia (listed on the webpage). This program has implemented intensive courses for policy makers on the administration of national education assessment, including test development and questionnaire design, analysis of pilot tests and questionnaires, preparation of final tests, questionnaires, sampling, data cleaning, statistical analysis and report writing to have policy impact.  

A number of learning tools were created for this course. They are available on the course's webpage: http://web.worldbank.org/WBSITE/EXTERNAL/WBI/WBIPROGRAMS/EDUCATIONLP/0,,contentMDK:20324685~menuPK:460926~pagePK:64156158~piPK:64152884~theSitePK:460909,00.html

In addition, participating country teams have successfully begun the educational assessment of their own education systems. As the country reports become available, we are posting them on the webpage as well. The program will be continuing in June for the participants in Anglophone Africa, and we are hoping to expand the program to Francophone Africa in the future.
Public Policies for Career Development and Guidance
Career guidance policies and services are designed to assist individuals at any point in their lives to manage their careers, including making informed occupational and education and training choices.  Career guidance services support economic efficiency, by making the labor market operate more effectively.  They can help to ensure that individuals’ decisions are based on self-assessments and labor market information, thus reducing market failures.  For developing and transition economies, most of which have limited resources, career guidance services can increase the efficiency of the use of scarce education and training resources.  The services also promote social equity and inclusion by helping to ensure equal access to information on labor market and education opportunities.  More generally, the services promote the rights of individuals to make free decisions about their own lives.  They are accordingly a key policy instrument of democratic societies.

Public policies on career guidance and counseling are receiving increased recognition and support within developed countries, as demonstrated by the 14-country study initiated by the Education Directorate at OECD, and by the related study conducted by the European Commission as part of its emphasis on career guidance within the context of lifelong learning.  In parallel, developing and transition economies are increasingly recognizing the importance of career guidance and have expressed a desire to improve their services.  UNESCO recently completed a related study; and the World Bank has financed development of services in a number of developing countries, highlighting such services as an integral part of lifelong learning, and as making a significant contribution to economic efficiency, social equity, and democratic processes.

The following pages summarize the findings of seven case-studies of public policy in career guidance carried out in Chile, the Philippines, Poland, Romania, Russia, South Africa and Turkey.  The objectives of this World Bank study were to: identify and describe the distinctive issues faced by developing and transition economies in forming effective policies in career guidance and counseling; to identify emerging examples of best practice, and suggest how such countries can form more effective policies and programs in this field; and to assist the World Bank and other development agencies in determining how they can best assist such efforts.  While there are common issues identified between the OECD, EU and World Bank studies, World Bank client countries are often faced with distinctive issues.  These include limited public resources, high unemployment and poverty, large informal economies, need for community capacity building, and at times specific family and cultural factors which may have a major impact on career decision-making.

Current career guidance provision in the seven case-study countries is reviewed in terms of five main sectors: schools; tertiary education; public employment services; employer-based services; and the private and voluntary sectors.  This provision reflects a traditional policy rationale in which career guidance is viewed in somewhat institutional and reactive terms, as a measure designed to lubricate the operation of the education system and its relationship to the labor market, and to combat such phenomena as unemployment or mismatch.

There are however signs of a more dynamic and proactive policy rationale emerging in the middle-income countries, as is the case in developed countries.  Career guidance is increasingly viewed as an integral part of a human resource development strategy designed to harness technological and economic change and enable the country to compete effectively in global markets.  Under this view, career guidance has an important role to play in encouraging all individuals, including youth and adults, to engage in career planning and learning throughout life, so enabling them to respond more flexibly to the opportunities offered by a dynamic labor market.  This view is supported by changing concepts of career development.  It requires extending access to career guidance services, constructing more of these services on a self-help basis, strengthening career and educational information resources, and improving staffing in a more differentiated form.

Some examples of new models of service delivery attuned to this new emerging rational are evident within the case-studies.  If however it is to be implemented systemically, stronger policies are needed.  A framework for developing such policies is presented, drawing from the case-studies and also from experience in OECD countries.  It includes: strengthening structures for policy co-ordination and strategic leadership; exploring the role of legislation; collecting improved financial information and reviewing the role of markets; assuring quality; building an evidence base; and examining the role of international support in enabling middle-income countries to benefit from experiences, materials and systems developed in other countries.

Based on this analysis of the case-studies, four general conclusions are reached to assist middle-income countries in developing services.  First, provision of services needs to be viewed as a coherent system, with multiple stakeholders developing different elements of service delivery.  Second, governments have a key role in developing the services, but should not be viewed as sole providers.  Third, restrictions on public resources require priorities to be established: these include an initial focus on improving career and educational information, followed by investing in self-help services, exploiting the use of information and communications technology, improving staff training, and developing incentives to encourage the private and NGO sectors to develop and deliver services.  Finally, an evidence base of client demand, service cost, and service impact needs to be developed to defend investments.

Multinational Enterprises’ and Training

Multinational enterprises operating in middle and low income countries have increasingly faced pressure from activists, consumers, shareholders, and even the financial institutions that back them, to demonstrate responsible business practices in their operations abroad. Motviated largely by the desire to protect the reputation of the firm, most efforts related to  corporate social responsibilty (CSR) have focused on issues such as monitoring working conditions in global supply chains (e.g. in low-skill manufacturing), ensuring environmental sustainability (e.g. in agriculture), and in improving quality of life in communities heavily dependent on one industry (e.g. in mining). At the same time, many MNCs bring new technologies and demand new skills in the locations they choose for business operations. While this often requires some degree of investment in training the local workforce, very little is known about the extent to which such investment is linked to the firm's efforts to be seen as socially responsible. Notwithstanding the important development benefits of other CSR efforts, human capital development through enterprise-based training is quite likely one of the most important contributions MNEs can make to the long term growth of emerging economies.

This project, funded by the DFID Trust Fund for Knowledge and Skills for the New Economy, endeavored to explore the links between MNEs and human capital development, with a particular focus on CSR. Do MNEs consider worker training programs part of their effort to demonstrate social responsibility? If so, does understanding this motivation - the desire of firms to enhance their image - change the policy levers which can encourage additional investment in training?  The project explored this question in five studies: (a) a literature review of CSR-motivated training programs; (b) a literature review of the role of human capital in FDI location decisions; (c) a case study of the training practices of two German MNEs operating in emerging economies; (d) case study of a high technology firm selecting and operating in an emerging economy; and (e) an analysis of determinants of training based on firm surveys in low and middle income countries.
The Investment Climate for Workforce Skills in Developing Countries

The role of workforce skills acquires special significance viewed from the perspectives of both Lifelong Learning (LLL) and the Knowledge Economy (KE).  LLL highlights the need to see learning as a continuum, one beginning with formal education and continuing after school with skill acquisition and skills upgrading in the workplace, and re-training in moving between jobs.  The KE, coupled with globalization also make continuous learning over the work-life even more of an imperative, as skills acquired in schools and in the workplace become obsolete more quickly and new and more complex skills are needed to respond to accelerating technological change, and to effectively use new information and communications technologies (ICT).  Remarkably, despite the importance of these issues, we know relatively little about the underlying forces that shape investments in post-school skills development, so that many policy interventions by developing country governments are designed without a strong base of supporting empirical research.

This DFID-funded project focuses on workforce skills in developing countries in the context of LLL and the KE, and addresses the paucity of empirically-grounded research on post-school training using several recently-available and broadly comparable firm-level datasets in a large number of developing countries.  Understanding the process of workforce skill acquisition requires information about firms, and about the incentives or constraints that employers face in investing in employee training—such as market failures from lack of information, poorly developed capital markets, and the inability of employers to capture the benefits of training when skilled workers leave; employer decisions to invest in technology or adopt new types of ICT, which requires a more skilled/trained workforce; corruption, and the host of macroeconomic, product market, legal, institutional, infrastructure, and regulatory impediments – what is now termed Investment Climate – that inhibit investments by firms, including investments in the training of their workforce.  Firm-level information to address some of these issues were assembled from firm surveys administered in 28 countries from the 2000 World Business Environment Survey (WBES), with about 100-200 firms per country; and in over 40 countries that participated in the Investment Climate Survey (ICS), each country sample having between 500 and 1,000 firm respondents.  The project also relied on other sources of information on workforce skills, including specialized firm-level and worker-level surveys when available.

The research conducted under the umbrella of this DFID project involved several teams and took several forms.  One set of studies were explicitly cross-country in nature, exploiting the availability of comparable cross-country firm-level data in the WBES and ICS.  Several of these had a regional focus – Central America and South Asia – and were conducted to support ongoing World Bank operations in those regions, and to ensure that the findings would be fed into the policy dialogues with government agencies responsible for skills development.  Other studies focused on one country, typically as part of a sector report for that country – e.g. Sri Lanka, India, Malaysia, Mexico – which permitted a more in-depth analysis of training, its determinants, and productivity and wage outcomes. Still other country studies explicitly sought to rigorously evaluate training policies that target employers, as in Mexico and Malaysia.  Finally, because longitudinal firm-level data sets were available in Mexico and Malaysia, several studies investigated (and in one study, compared across countries) how changing patterns of training and innovation over time affect the dynamics of firm-level growth in productivity and wages.  

Studies and Abstracts
Geeta Batra and Andrew Stone, “Investment Climate, Capabilities, and Firm Performance:  Evidence from the World Business Environment Survey, April 2004.

The World Business Environment Survey provided a unique look at the impact of the investment climate on enterprise performance, employing a standard core questionnaire to more than 10,000 firms in 80 countries between late 1998 and mid-2000.  This paper examines results of a special module of the survey administered in 28 of the WBES countries that focused on issues of competition, trade, and firm capabilities in terms of technology, and worker education and training.   It confirms that key attributes of the investment climate such as corruption, financing, tax administration, regulations and policy uncertainty all matter in explaining firm performance as measured by sales growth, employment growth and investment growth.  Further, excessive labor regulation is negatively associated with both employment and investment growth.  The new data on firm capabilities suggests that firm investments in technology and skills are also critically associated with firm performance.  Investment in technological capacity strongly relates to sales growth, while international technological acquisition relates clearly to employment and investment growth.  Training matters as well, and it is quite clear that investments in private training services are significantly associated with all dimensions of firm growth.  What is equally clear is that public training bears no significant relationship with firm performance.  Firms that make no investments in training appear disproportionately influenced by three types of market failure.  This link has direct implications for Governments as they shape technology policy and training policy.  

Geeta Batra and John Keating, “The implications of the Central American Free Trade

Agreement for Skills Supply and Demand in Central American Countries”, April 2004.
This report examines the skills implications of the imminent Central American Free Trade Agreement (CAFTA) between five Central American countries – Costa Rica, El Salvador, Guatemala, Honduras and Nicaragua – and the United States.  The Investment Climate Surveys conducted in 2003 reveal a weak private sector demand for training in these countries.  Less than half of the firms surveyed provide training to their employees and the percentages are especially low in small, domestically-owned and orientated firms; workers with low education in particular have few opportunities for training.  The surveys reveal that more firms provide internal training than use external training, this despite the fact that most private sector firms already pay the payroll levy collected by the public training institutes. This means that a large number of firms that pay the levy receive no benefits from it.  There appears to be a market failure in training – the level of demand is low, and most employers are content to gain their workforce skills through informal ‘on-the-job’ means, in large part because of low levels of technology in firms.  If the opportunities afforded by CAFTA are to be fully exploited, Central American countries will need to raise the levels / quality of human capital. This will require (1) strengthening the educational base of the workforce, (2) reforming the publicly-supported training systems, (3) broadening training supply including private training provision, (4) financing arrangements to encourage provider responsiveness to industry needs, (5) strengthening governance of the training levy system, and (6) development of skill standards.
Hong Tan and Sunil Chandrasiri, “Training and Labor Market Outcomes in Sri Lanka”, April 2004.

High unemployment rates among educated young people and their low skill levels are issues of critical policy concern for the Government of Sri Lanka (GOSL).  Because many youth are entering the labor market ill-prepared for the world of work, GOSL has expanded technical education and vocational training to facilitate the school to work transition and to reduce skills gaps and skill mismatches in the labor market.  This paper addresses these skills concerns in several ways.  First, it provides an overview of the overall policy framework for the TEVT sector.  Second, it uses time-series data from the Labor Force Survey (LFS) to investigate the linkages between technical education and vocational training on one hand, and labor market outcomes on the other hand.  This analysis will focus on (i) the demand for post-school technical and vocational training, especially among school completers at the key exit points of the school system and between gender groups; (ii) how the demand for training varies over the work-life; and (iii) the labor market outcomes of investments in different types of training, especially their impacts on unemployment, job search duration, and earnings.  The paper concludes with a summary of findings and implications for reform of the Sri Lanka TVET sector.

Hong Tan and Yevgeniya Savchenko, “Training Within Firms in India:  Evidence from the 2002 Investment Climate Survey”, forthcoming.

This report exploits the availability of firm-level information on the training practices of 1,800 Indian manufacturing firms to investigate the incidence of in-firm training, the broad correlates of training, and the impacts of different types of training on firm-level productivity and wages.  The results suggest that Indian firms train less than their counterparts in Sri Lanka, but more than firms in either Bengladesh or Pakistan.  However, the determinants of training are broadly similar.  Larger firms, and firms with foreign ownership, that export or that use new technologies are more likely to invest in the skills development of their workforce.  The investment climate of the states in which these firms are located matters:  states that have better investment climates are more likely to invest in worker training.  The type of training provided workers matters – the evidence suggests that in-house formal training does not impact on productivity levels of the firm, nor does formal training received from public sector training providers.  The type of training that significantly improves productivity is formal training from private sector training providers and from other company partners.  No evidence was found that training from any source had a positive impact on wages in Indian firms.

Gladys Lopez-Acevedo, Marcela Rubio Sanchez and Monica Tinajero, “Mexico:  Human Capital Effects on Wages and Productivity”, April 2005.

In this paper, we use firm-level data from 2001 ENESTYC survey enumerated by the national statistical office of Mexico to investigate whether the productivity enhancing effects of human capital attributes are reflected in wage remuneration. Following Hallerstein et al. (1999), we estimate marginal productivity differentials and compare them to estimated relative wages in order to provide evidence on productivity and non-productivity-based explanations of the determinations of wages. Special emphasis is given in this paper to the effects of human capital variables on wages and productivity differentials.  The results show that more educated workers are more productive and earn higher wages.  However, the productivity differential is larger than the wage differential, suggesting that higher productivity does not translate equally into higher earnings.  Workers that have received in-firm training are also found to be more productive, earning higher wages than those without any form of training.  Similarly, productivity is much higher for those workers that have received external formal training.  However, the productivity differential for workers that received external formal training is significantly larger than the wage differential, suggesting that employers benefit more from external formal training than workers.
Hong Tan and Gladys Lopez-Acevedo, “How Well Do SME Training Programs Work? Evaluating Mexico’s SME Programs Using Panel Firm Data”,  September 2004.

This study adopts a rigorous quasi-experimental approach to evaluating Mexico’s training and consulting programs targeting small and medium size enterprises (SMEs).  Such SME training programs in Mexico, designed to improve the productivity of enterprises and the wages of employees, are implemented by a multitude of government agencies including ministries of economy, labor and social welfare, science and technology to name a few.  Despite congressional mandates that such programs be evaluated annually, few agencies have actually done so, or evaluated programs rigorously.  The technical chapters in this study report the empirical findings of comparing training program beneficiaries to a control group with similar attributes, and tracking the performance of both groups of SMEs prior to and after the training intervention.  For one program, CIMO, there is some evidence that such training initiatives work to improve productivity.  Such impacts are often clouded by self-selection, with (typically) less productive SMEs seeking assistance through such programs.  A broader-based evaluation of multiple programs from different agencies yielded mixed results, and will require additional research and different data sets.

Hong Tan, “Do Training Levies Work?  Malaysia’s Human Resource Development Fund and Its Impact on Training and Productivity”, January 2004.

This paper empirically evaluates the impact of enactment in 1993 of the Human Resource Development Fund (HRDF) of Malaysia on firms’ propensity to invest in the training of their workforce, and the effects such training had on productivity growth in Malaysian industry.  Prior to 1993, Malaysia had in place a Double Deduction Incentive (DDI) for training, which proved ineffective for motivating firms, especially SMEs, to train; instead, the incentive was used by larger firms and multinationals that were already training.  The 1993 HRDF – a training levy designed to reimburse firms for providing recognized training – sought to correct this dead-weight loss from the DDI.  The paper used longitudinal firm-level data (1988 – 1997) provided by the national statistical office linked to 3 specialized surveys – 1988 (pre-HRDF), 1994 and 1997 (post-HRDF) to see whether enactment of HRDF had the desired impact on training incidence, and on productivity through increased investments in worker skills.  The analysis had to control for a competing secular trend among firms in adoption of new technology, which had an independent effect on eliciting increased training over this period.  The paper concludes that HRDF had the desired impact on eliciting more training among medium size firms but not SMEs, and that such increased training – controlling for the effects of technical change – increased productivity growth among firms. 

Tertiary Education and Innovation Systems in Europe and Central Asia

This DFID financed project supported the development of policy analyses and strategic documents for seven countries in the area of tertiary education and innovation systems.  The participating countries were: Armenia, Latvia Macedonia, Romania, Russia, Serbia and Slovakia.  The purposes and the critical outcomes of the project were the following: (1) it engaged the countries in the ECA region in a dialogue on tertiary education and innovation systems; (2) it enabled countries to make realistic, evidence-based, strategic policy choices on tertiary education issues to foster innovation and meet the challenges of the knowledge society; and (3) it built the Bank’s understanding of policy priorities and options for supporting development in the ECA region.  The Bank team managed the project activities through a website: (http://www1.worldbank.org/education/tertiary/eca_teis/ username: teis, password: ecateis), several planning documents, video and audioconferences and two workshops.

The Country reports have four sections: a descriptive analysis, a policy analysis and strategic objectives in four key policy pillars and a policy matrix covering the issues as defined by the pillars.  The four policy pillars were the following: 

	Adjusting the Tertiary Education System to the Bologna Process
	Providing Equitable Access to Tertiary Education

	Improving Institutional Efficiency 
	Developing Science & Technology Strategies to Establish the Basis of a National Innovation System


The country analyses and reports showed that even though the tertiary education expanded significantly in the last 15 years, it hasn’t changed its basic character in terms of teaching, learning, acquisition of skills, etc.  Public universities and other training institutions run the risk of losing relevance, private institutions run the risk of declining quality and both sectors run the risk of declining accountability.  A consensus about which way universities or the sector at large should be heading is still elusive. 

Yet, the participating country teams – each including government officials, stakeholders and experts – were able to identify progressive and relevant policy objectives that are in line with European trends.  The policy matrixes also identified some necessary changes in the way institutions are financed and managed and by changes in the way Governments influence the sector through policies, incentives and quality assurance systems.  Finally, the project showed that reform in tertiary education requires broad consensus including agreements with “outsiders” who do not directly benefit from the sector.  A key lesson for the Bank is that it can facilitate reform by using global experiences and also linkages in reforms of other areas, such as the public sector or the education system in general.
Mobilization of Diasporas for Knowledge Transfer

Expatriates have played a critical role in accelerating technology exchange and foreign direct investment in the economies of India, China and Israel.  They have frequently taken the role of pioneer investors and helped to attract FDI at a time when major capital markets regarded these economies as too risky.  The project examines pragmatic policy instruments to transform 'brain drain' into 'brain circulation'.  Although our primary audience is policy makers in the countries outlined above, policy conclusions and discussions of specific instruments would be of interest to all countries characterized by significant human capital outflow. 

As a result of the study, a manuscript was prepared entitled, International Migration of Talent, Diaspora networks and Development.
The objective of the book is to document emergence of networks of Diaspora networks in semi- industrialized countries and to examine specific ways these networks can be strengthened and become entry points into global knowledge-intensive value chains. The volume consists of four parts: 1) analytical framework and review of literature; 2) analysis of mature Diasporas (Mexico, Armenia, and India), 3) discussion of emerging Diaspora networks (Argentina, Colombia, and South Africa), and 4) policy implications.  The manuscript consists of 12 chapters and is expected to be published as WBI study in the beginning of 2006.

The study puts forward the following four policy conclusions: 

1. 
Globalization has increased the mobility of human capital and high skills individuals as knowledge is becoming an integral part of the global economy.  This increased mobility raises concerns in the developing countries that see part of their scarce qualified human resource base leave their home countries in search of better economic possibilities abroad.  However, the talent will always migrate to countries where critical mass of skills already exists.  Brain drain is thus not only a phenomenon of developing countries; it affects all OECD economies with the exception of USA.
2. 
Yet the mobility of skills has also potential benefits for the sending countries.  The talent which leaves the country is not necessarily lost for this country.  While for most developing countries, return of talent is unrealistic, so-called brain circulation networks can be developed to create conditions the expatriate to engage with their home country, in particular in the area of knowledge transfer, business creation and promotion of technology-intensive FDI. 

3.
There are three main types of ‘brain circulation’ Diaspora networks: of scientists and R&D personnel; business networks of innovative start-ups and networks of professionals working for multinationals.  To be efficacious for the home countries, each of these networks has to be designed in accordance with its own nature.  Scientific networks, for instance, are quite easy to start, but difficult to sustain while the opposite is true for influential professionals in multinationals.
4.
Home country institutions play key role in harnessing potential of Diasporas.  This is why Armenia, while having massive and influential Diasporas, has failed to leverage the strength of its Diaspora and go beyond philanthropic contributions.  The explanation is weakness of its institutions and capture of the government by special interests.  Chile, in contrast, while having a small Diaspora of highly skilled, has leveraged its expatriate talent quite well due to creativity of local institutions such as Fundacion Chile.
As a follow-up of the analytical work, a number of pilot initiatives have been designed to test key policy hypotheses of the study.  The objective of the pilots are to design the ‘brain circulation’ networks, i.e. engage expatriate talent abroad for the benefits of home countries.  Under this general objective three pilots are being developed, in Mexico, Argentina and Chile.  The pilots are financed by government of these countries, not by DFID grants but the design of these pilots relies on the findings of the DFID-financed study.
Dissemination
A two-day Global workshop on leveraging Diasporas of Highly Skilled is organized in Buenos Aires on April 26-27, 2005. European Commission, CEPAL and ILO will also attend.  The coverage of the workshop is global and our audience is practitioners rather than academics.  The workshop will discuss lessons of Diaspora initiatives, both successful and failed in a variety of countries: India, Colombia, South Africa, Scotland and focus more closely on design and future directions of on-going Diaspora initiatives (‘networks of talent’) in Argentina, Chile and Mexico and other Latin American economies.
� 	Bates, Tony. Technology, Open Learning and Distance Learning. London: Routledge, 1995.





