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l. The Problem 

a. Administrator McPherson seeks guidance for developing policy regarding A.I.D.'s support of vocational education (voe ed) in LDCs. 

b. What is the nature of A.I.D. policy and experience regarding vocational education? 
c. Can U.S. experience regarding vocational education yield insight and/or models relevant for LDCs? 
d. Can U.S. institutions and firms be better tapped for appropriate technical assistance in vocational education? 

e. What lessons can be learned from the experiences of other donor agencies? 

f. What promising new directions are recommended for A.I.D., with what prograramatic/project considerations? 
2. Context 

In many LDCs the median percent of students in formal vocational education is very small -- about 10 percent of secondary enrollment compared with nearly 30 percent in industrialized countries. While about half of the education budgets of LDCs are devoted to secondary and higher education, these levels usually co~prise less than 20 percent of the total school enrollment. Furthermore, they tend to graduate individuals either skilled in fields of loV development priority, or with no immediately employable skills. 
While in low-income countries the percent of the labor force outside the agricultural sector remains small (about 11 percent in industry and 17 percent in the service sector, according to IBRD's World Development Report, 1980), in middle-income countries this is rapidly changing (23 percent in industry and 32 percent in the service sector). (For industrialized countries the labor force ratios for agriculture, industry, and the service sector are 6, 39, and 55 percents, resµectively.) Yet the education and training systems of many LDCs have been slow to respond to the employment-related development needs of their increasingly varied societies. 

lworld Bank, Education Sector Working Paper, pp. 1980, 13, 18-19. 
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Instead, there is growing evidence of increasing unemployment of 
secondary and higher education graduates throughout the LDCs. Several 
ILO manpower forecasts for LDCs predict surpluses rather than 
shortages for many mid- and high-level vocational areas for which 
highly-educated persons are now being prepared.2 Furthermore, 
social rates of return on investment in education remain greater in 
primary versus in higher education.3 

At the same time, development-oriented employment needs have never 
been greater, both in the industrial and the social service sectors, 
and especially but not exclusively within middle-income LDCs. In 
addition, the ILO has projected that the world's labor force will 
increase 69 percent between 1970 and 2000, from 1.5 billion to 2.5 
billion. Of this increase, 86 percent (887 million) would be added to 
the labor force of the LDCs, nearly doubling their 1970 figures. 

The reasons for vocational imbalances within LDCs are frequently 
deep-rooted and situated in social, economic, and cultural 
conditions. Some of these are primarily structural in nature and 
external to the education system, such as the discrepancy between the 
supply of persons educated in certain knowledge and skills and the 
labor market demand for those skills. Or, the economic and other 
rewards of the society may be strongly skewed against the vocational 
occupations needed. Other reasons for vocational imbalances relate to 
qualitative dimensions of the educational/training system including, 
for example, the scarcity of well-qualified instructors and learning 
tools or the inappropriateness of the curriculum. Still a third set 
of reasons reflects the social attitudes of a society. For instance, 
higher level education leading to certain occupations may be regarded 
as the only acceptable course for those already of high social status 
or aspiring toward it. Additionally, manual work may be deemed 
culturally inappropriate or undesirable for such individuals. 

Because the problem of education and training for employment in 
developing countries is inevitably tied to macro structural factors of 
supply and demand, micro factors concerning the quality of vocational 
education, and social attitudes, development strategies to address the 
problem must integrate all three levels of concern. 

Preliminary to considering promising new directions, it is useful to 
briefly examine.A.I.D. experience regarding vocational education and 
training. 

2s1aug, M. "The Quality of Population in Developing Countries, 
with Particular Reference to Education and Training," p. 366. 

3world Bank, World Development Report, 1980, p. 49. 
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3. A.I.D. Experience Regarding Vocational Education 

a. Level of funding for vocational/technical education 
and training 

A PPC/PDPR/HR memo (F. Method, 2/12/82) indicates the 
following funding levels for vocational education: 

Under EHR Section 105 program -

FY 81 9.8 million 
FY 82 11.9 million (est) 
FY 83 15.8 million (projected) 

Under ESF program --

Annually 3 - 5 million 

Under other functional accounts 

Annually 15 - 20 ~ill ion (roughly est'd) 

b. Nature of progral'ill11atic support 

Illustrative A.I.D. projects for vocational education 
are noted in Appendix A. 

A summary analysis of selected4 A.I.D. projects for vocational 
education appears in Appendix B and yields the following 
observations: 

The focus of recent A.I.D. vocational education projects 
appears ·more often urban than rural, though in many cases 
the distinction is not clear. 

The market orientation tends more often to be the 
industrial or the informal sectors rather than the rural 
sector. 

Most vocational education project initiatives are carried 
out through the public rather than the private sector. 

4The projects are chosen from a DIU printout dated 5/17/82, of 
projects identified with the selector "vocational education." The 
printout draws from 66 percent of the A.I.D. projects active in or 
since 1974. Projects are selected to illustrate a sampling of 
countries, budgets, and designs, and for which adequate descriptive 
text is provided in the printouts. Projects are not cited if the 
descriptive text is conceptually redundant since the aim primarily is 
to synthesize strategies and lessons learned. 
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Non-school projects predominate over school projects, 
although many are a mixture (for example, using school 
facilities or staff for an out-of-school population). 

The target population is most commonly out-of-school 
youth and adults. 

Though male participants predominate, there is an 
increasing attention to women. 

School projects tend to focus on curriculum development 
for prevocational studies such as practical arts/skills 
training. 

Very few of the A.I.D. projects have an income
generating component, nor a direct link with post- or 
concurrent employment. 

Virtually no assessment is indicated in the DIU materials 
regarding how well the intended technical, mechanical, 
construction, or commercial skills are mastered by the 
participants. 

Much of the project funding appears to have been 
eannarked for construction (e.g., of training centers), 
course development, training of teachers (including 
participant training), and equipment. 

c. Assessment of projects 

The projects judged most positively have such 
characteristics as: 

high rate of employment after training; 

program "graduates" stay on the job; 

they perfonn as well or better,than 
"graduates" of other training programs; 

continuation, replication and expansion of the model; 

optimal enrollment; 

high rate of participant retention during the 
training; 

congruity between ski 11 s in which trained and needs 
of the the local economy; 
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support from corrnnunity residents in constructing 
the training center or in providing other assistance; 

cooperation from employers; 

improved skill and morale 'of trainers/teachers 
through participant training and in-country 
workshops; 

increased prestige to the skill area as a career 
choice; 

viable alternative to traditional apprenticeship 
system; 

increased productivity of participants; 

training workshops become partially self-financing 
through production component. 

The projects receiving negative assessments are 
characterized by such features as: 

poor placement of trainees; lack of employment 
incentives; 

lack of private sector support; poor or non-existent 
links between training program and employers; 

- weak host government (e.g., MOE) commitment; 

skills inadequately geared to the local economy; 

training inadequate for employment; 

school programs not keeping pace with country's 
industrialization and mechanization; 

late arrival of project equipment; 

delays in construction; inadequate physical 
facilities; . 

poor planning, administration and record keeping; 

frequent change of contractor personnel; 

inability to adequately pay and retain qualified 
host country staff and instructors; 

inadequately skilled staff; 
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inappropriate replication of model designed for 
different context and conditions (e.g., model for 
U.S. urban sector transferred to LDC); 

timelines too short; 

lower enrollment than expected; 

unsuitability of project participants: who are either 
unprepared for the training provided or who use the 
training as a springboard for higher formal education; 

language problems (contractors, participants, 
instructional materials); 

d. In sum, A.I.D. appears strongest, to date, in its support 
of functional, production-oriented skills training conducted outside 
of the fonnal schooling system and close.ly tied to local employment 
opportunities, including self-employment in the informal sector. The 
case against fonnal vocational schooling (usually at the secondary 
level) continues to be made for reasons of external inefficiency (such 
as ineffective articulation with employers, lengthy turn around time 
in responding to employment needs) and internal inefficiency (for 
example, weak staff, outmoded equipment, inappropriate curricula or 
pedagogy). Such external and internal inefficiencies can also plague 
out-of-school programs. Fonnal schools in LDCs, however, must also 
contend with the fact that vocational schooling tends to be held in 
rather ]ow esteem by those individuals who have been able to stay in 
the system. 

A review of recent A.I.D. projects concerning vocational education 
further reveals a tendency for A.I.D. to work in LDCs through public 
rather than private sector entities. To some extent, this is 
reasonable given the large role that many governments play in 
providing employment and in selecting development priorities. 
However, the recurrent limitation of many vocational education 
projects is their poor linkage with industrial sector employers, many 
of whom constitute the private sector. For this reason, 
recom~endation is made later in this paper to explore the greater 
involvement of private entities in vocational training tied to 
subsequent employment. 

Lacking is a systematic analysis of current A.I.D. projects for 
vocational education or training that considers comparative costs per 
trainee/graduate and comparative placement ratios, together with 
hypotheses relating to variations detected. 
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4. Experiences of Other Donor Agencies 

a. World Bank 

The Bank 1 s 1980 Education Sector Working Paper shows an 
increase in aid for vocational and technical education and a decline 
for general and diversified curricula. From 1963-69, 25 percent of 
the Bank's education lending was for technical education; from 
1970-74, 30 percent; and from 1975-1978, 41 percent. The 
corresponding figure for 1979-83 is projected to be 33 percent. 
Construction and equipment account for most of the Bank's outlay, 
although the proportion of funds going for technical assistance is 
increasing. Also increasing is the share of funds for nonphysical 
project components such as educational planning, the production of 
instructional materials, and the development of radio and television. 

The Bank plans to support three types of vocational education within 
the formal and nonfonnal systems: general pre-employment training at 
all educational levels, project-related training, and training for the 
rural and the urban nonfonnal sectors. Specifically, the Bank expects 
that "nonfonnal programs offered at an accelerated pace in vocational 
centers following junior secondary school - or, in austere situations, 
at the completion of all or parts of primary level education - may 
prove more effective and less costly than formal technical or 
vocational institutions." (p. 92) Employed and unemployed rural and 
urban workers in need of skill upgrading will be particular targets of 
Bank support. The Bank also intends to fund tracer studies to analyze 
the placement of trainees as well as their performance on the job. 

In addition, "training in management at all levels and for all 
sectors" is regarded of high priority, as is building LDC 
institutional capacity to develop manpower after the tennination of a 
project. 

To illustrate one current bank effort, a proposed vocational training 
project for the Philippines is here noted. A recent, unclassified 
USAID/Manila cable concerning the loan (May 1982, Ref: State 106137) 
comments on the project plan and suggests several means to strengthen 
it. In essence, the loan would develop and upgrade manpower skills 
needed for industrial production programs with priorities on small and 
medium-scale export-oriented industries. Proposed are the training of 
76,000 employed workers in priority industrial regions, the training 
of out-of-school youth and adults, the construction and equipping of 
five new manpower training centers, and the equipping of nine existing 
centers. The points of observation and critique raised by 
USAID/Manila suggest potential trouble spots to be anticipated in 
vocational education projects generally. 

Although the project is based on a survey and overall 
plan, since the nature of manpower demand is so fluid, 
provisions should be made for continuous data 
gathering, analysis and assessment of training goals. 
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Fonnative evaluation methodology should be articulated. 

Salaries of instructors must be comparable with journey
men who work on an incentive plan, otherwise it is nearly 
impossible to employ highly qualified instructors. 

The project should include provision for maintenance of 
new equipment, including the training of competent 
maintenance personnel, plus a budget allowance for 
preventive and other maintenance. Attention should be 
given to related materials development. 

Close supervision, monitoring, and evaluation is most 
critical to the attainment of project objectives. 

b. International Labor Organization 

ILO has undertaken extensive research on education and 
employment in LDCs, publishing much of this in the form of country 
mission reports and working papers. Since the 1950's, the ILO has 
advocated an apprenticeship model of vocational training for 
adolescents and vocational training programs for adults. 

In 1981 the Vocational Training Branch of the ILO published a series 
of Modules of Employable Skill (M.E.S.), which aims to ~ake vocational 
training more efficient and effective. The program seeks to identify 
and enable achievement of standards which match the require~ents of 
particular jobs while providing the flexibility necessary to 
accoramodate the varied needs of trainees. The M.E.S. training 
programs consist of Modular Units (M.U.s) of logically divided skills 
to be performed within a given job or occupational area. Learning 
elements cover specific learning objectives within each M.U. using 
self-contained instructional booklets. 

Assessment of this model has not been found. 

c. Unesco 

See Appendix C for UNESCO recommendations concerning 
technical and vocational education. 

d. Inter-American-Foundation 

Of the grants for education and training, totaling 3.5 
million in FY 81, most of these were for vocational training programs 
to increase the productivity and incomes of rural and urban workers 
and to increase their employment opportunities. Assessment of these 
efforts is being solicited. 
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Summary 

Most donors regard vocational schools in LDCs as not profitable. 
However, inadequate assessment has been given to whether this 
unprofitability stems from macro structural factors -- e.g., little 
demand in the labor market for the training received -- or from micro 
factors concerning the quality of the instruction received. What is 
known is that the successful U.S. models of the comprehensive high 
school and the occupationally-oriented cor:tnunity college are 
predicated on certain conditions which do not exist in most LDCs: a 
highly educated populace where competition for higher education is not 
greatly restricted, a lesser disparity of wage structure between the 
highly educated and the technically trained, and a history of 
collaboration between schools and industry. 

5. Relevancy of the U.S. Experience 

As sur.lr.larized by NIE's The Vocational Education Study: The Final 
Report, the U.S. public school vocational enterprise consists of more 
than 400 programs in seven occupational fields: agriculture, 
distributive, health occupational, home economics, business and 
office, technical, and trade and industry. The vocational enterprise 
also includes one nonoccupational field, consumer and homemaking 
education. 

In recent years, States and local governments have spent 6 billion 
annually on vocational education, while Federal government 
expenditures under the Vocational Education Act of 1963, as amended, 
total about 700 million. The Federal role is chiefly to establish 
policy and to assist the States, by means of grants, to attain their 
vocational education goals. 

Seventeen million students are enrolled in federally funded vocational 
education courses in the U.S. with about seven million of these in 
occupationally specific programs. Sixty percent of all students in 
public vocational education courses in the U.S. are in high school 
programs with forty percent in post-secondary and adult programs. 
This gives a per enrollee cost of about $394. It would be instructive 
to know which type of program - the formal secondary school or the 
post-secondary and adult - has proven more productive, and more 
cost-effective in the U.S. context. 

The U.S. public educational institutions offering vocational education 
-- comprehensive high schools, two- and four-year post-secondary 
institutions, vocational centers and technical institutes -- number 
nearly 20,000 and employ more than 370,000 full- and part-time 
instructors. 
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The public school vocational program of the U.S. is, hence, an 
enonnous undertaking in tenns of participants, staff, and funding. 
Although vocational education policy is centrally established by 
legislative acts, the States have considerable discretion in deciding 
how to implement Federal guidelines and in spending their basic 
Federa 1 grants. 

The massive NIE study of vocational education in the U.S. was unable 
to make any conclusive assessment of the effectiveness of either 
secondary or post-secondary vocational education programs. It claims 
that the research results are too limited, in tenns of the available 
data and the difficulty of the research problem, to attribute economic 
and non-economic outcomes to vocational education experiences in the 
U.S. The study also declined to answer questions about the effects of 
Federal vocational education policy on students and about the returns 
on vocational education investment to society. Nor was the study able 
to assess whether vocational education has been an effective means of 
reducing aggregate youth unemployment, or whether it socializes young 
people in socially desirable ways. 

Other studies (see Zymelman 1 s Appendix C) of formal vocational 
schooling in the U.S. suggest that: 

Compared with ·an-the-job training, there is no significant 
difference between the social rates of return between the 
two approaches, but that the private rate of return is 
higher for fonnal schooling. 

Compared with general (academic) secondary schooling, 
vocational education yields a higher rate of return for 
students with the lowest aptitudes; otherwise, the 
evidence regarding costs and benefits is contradictory. 

Unemployment is decreased by training, regardless of 
approach, only when there are vacancies in the labor 
market. 

Other findings suggest that vocational training programs must, 
ultimately, be assessed not only through cost-benefit analysis but 
also in terras of personal characteristics and motivations of the 
participants. 

6. Promising Directions and Recommendations 

a. Without diminishing attention to current A.I.D. vocational 
education efforts involving PVO and lo~al LDC institutions in 
nonforraal education, increased attention should be given to 
establishing or strengthening technical training institutions that: 

accept participants with little fonnal schooling; 
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are oriented to variable short-cycle, modular 
training geared to specific clusters of skills 
needed for selected occupational areas; 
are sponsored and managed by, or in direct linkage 
with, employing institutions or other commercial 
establishments; 

are, thus, able to place most trainees in jobs, 
or to provide them with the start-up tools or 
credit needed for work in the infonnal sector; 

involve practicing technicians or craftspersons 
as instructors; 

can effectively relate to government ministries 
for effective response to development priorities; 

will undertake or commission longitudinal 
studies of their trainees and respond to changing 
social needs; 

partially offset expenses through pro-rated 
future earnings of participants, in-kind 
production, or other related means. 

The task of specifically relating education to the 
employment of a growing economy should be increasingly 
assumed by part-time or short-term training schemes 
conducted through technical training institutes or 
other nonfonnal means rather than through formal 
schooling. 

Technical training institutes linked to on-the-job training 
can be more or less cost effective than fonnal vocational 
schooling, depending on a complex of variables (e.g., the 
skill category, size of the learning group, cost of equip
ment, nethodology). 

Sho~t-cycle training schemes with apprenticeships can, 
under certain conditions, substitute for formal vocational 
schooling at the secondary level and achieve similar or 
greater economic benefits for the individual participants 
and for the society.5 

5corvalon-Vasquez, p. 94 
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Such adaptive institutes may be able to combine the best 
features of both formal vocational schools and ad hoc 
nonfonnal programs to provide a systematic, timely and 
quality response to changing development needs and 
also serve recurrent training needs throughout an 
individual's lifetime. 

Collaborating with government entities (e.g., Ministries 
of Labor and Education), such institutes can readily 
respond to changing employment trends, and provide 
training in skill clusters thereby countering 
overspecialization and enabling transfer into 
labor-short areas. 

b. The LDC-based industrial sector rather than the schooling 
system should be encouraged to take on a greater role in funding and 
operation of technical training institutes. 

Rationale: 

Such an approach has been undertaken, with mixed results, 
in various Latin American countries (see Appendix E) as 
well as in the U.S. (A study should be made in order to 
synthesize findings from these and related experiences 
and to ~ake recommendations for an A.I.D.-supported 
project to pilot new experimental model(s) involving the 
private sector in the design and operation of vocational 
training cum employment. Such a study should also identify 
a series of hypotheses regarding critical features and 
enabling conditions to be established and monitored in the 
pilot project.) 

Education now consumes 15 - 25 percent of LDC budgets with 
less than half going to primary education which tends to be 
under-funded. It is conventional wisdom that putting more 
than 20 percent of the national budget into public education 
will begin to detract from the needs of other sectors and 
services. 

It is unreasonable to expect the education sector to assu~e 
additional costs for specialized vocational training, or 
to carry the locus of responsibility for training 
personnel for the techno-economic sector. 

It has been found inefficient to rely heavily on schools 
over the workplace and short-term training institutions 
to develop vocational skills. 

School vocational programs find it difficult to achieve 
a proper balance between general pre-employment education 
and training and the provision of specialized, employable 
skills. 
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School vocational programs in LDCs are often too slow to 
detect and respond to the economy's changing needs. 

School vocational programs have low prestige where compe
tition for higher education is strong. 

c. Alternative education and training schemes and U.S. 
experiences with collaboration among industry, education, and 
government in the area of short-cycle vocational training should be 
examined for potential relevance to LDC contexts. 

Col'llllunity colleges have often been successful in linking 
education to jobs. While the community college model may 
be inappropriate for in toto transfer into LDC contexts, 
for reasons already outlined, certain features of the 
model might be abstracted for application. These might 
include the use of advisory bodies of community leaders 
and employers from the public and private sectors; the 
employment of practicing technicians, craftspersons, 
and professionals as part-time instructors; soliciting 
local employers to receive students in apprenticeship 
roles, and fostering collaboration between employers and 
instructors in designing vocational programs and in 
assessing the education and training received. 
110pen universities 11 in some industrialized countries have, 
in many cases, been successful in extending general and pre
vocational education to those outside of formal 
universities. Features developed in such models, which 
might be appropriated for use in selected LDC contexts, 
include relatively open admission of students for particular 
courses of study (if not for degree candidacy); modularized, 
self-instructional materials, sometimes supported by radio 
or television broadcasts; and correspondence schemes for 
inquiry and feedback with instructors. 

d. U.S. experiences with short cycle training programs which 
are experientially based and aided by multi-media learning tools 
should be selectively drawn upon in the design of vocational training 
models. Such media and instructional strategies should be chosen and 
implemented in culturally appropriate ways. 



15-

7. Programmatic/Project Considerations 

a. Vocational education and training schemes are found most 
successful when: 

functional, serving well-defined target groups and 
responsive to their aspirations and to economic realities; 

serving as that part of a total education delivery system 
which is recurring and responsive to changing social and 
economic needs, new technologies and patterns of 
distribution; 

quality instruction has been provided for a cluster of core, 
technical skills and understandings with broad applica
bility (some consider this prevocational education); 

the development of occupationally specialized skills 
follows such foundational training and is achieved 
through short-term, accelerated training courses 
coupled with on-the-job training or other structured, 
practical experience. 

coordination exists with potential (better, actual) 
employers; 

training components are attached to actual projects or 
· productions rather than to abstract situations; 

they are directly tied to employment needs and opportunities 
(countering the assumption that the economy will expand to 
accommodate trained personnel); 

provisions exist for alterability; 

they are of the briefest feasible time duration; 

based on low per capita or per instructional unit 
cost; 

oriented to skills addressing immediate basic needs 
e.g., economic, social, health-related. 

b. Comprehensive secondary schools offering vocational 
education are found more functional for societies at more advanced 
stages of development. Such schools: 

are relatively expensive to operate owing to costs of 
maintaining latest or most appropriate equipment and 
keeping instructors up-to-date; 
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can nevertheless be cost-efficient regarding large lot 
equipment purchases, optimal use of space and time of 
instructors; 

are less relevant in countries with low school enrollments 
and where social status and reward is sharply skewed toward 
traditional academic schooling; 

are capable of producing a large number of graduates with 
relatively unifonn, centrally-controlled training; 

through centrally controlled certification can increase 
the theoretical transferability of employees to employers 
where needs are greatest (In actuality, such 
transferability is seldom achieved in LDCs for social, 
economic, and cultural reasons.); 

usually are less able than on-the-job vocational 
training schemes to respond to individuals' differential 
rates of progress; 

have a lengthy tooling-up phase, less flexible curricula, 
with limited checks on changing needs and possible 
oversupply; 

tend to be staffed by teachers familiar with formal 
classroom pedagogy but not with participatory and 
experiential methodologies of learning. 

c. Model vocational training schemes should be replicable, 
economically and organizationally, and draw upon existing facilities 
and resources. Ideally, they should be recurrent in design, 
encouraging employers to promote short-term or part-time, 
task-oriented training at intervals throughout a person's working life. 

8. Sulililary and Suggested Next Steps 

Preliminary assessment of vocational education and training for 
developing countries has led to the identification of several critical 
problem areas, within which some conventional wisdom is emerging. 
Several of these areas are summarized below: . 

a. Human resource development broadly considered 

Technical and vocational education needs to be viewed in 
the overall context of lifelong human resource development {HRD). 
Optimally, this means the fostering in individuals of three particular 
attributes or qualities needed for managing change and development 
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(discussed by Bowman, 1980): adaptability and knowing how to learn, 
ingenuity in the creation of new opportunities and new ways of 
thinking about and doing things, and efficiency in acquiring 
infonaation and in its interpretation for allocative decisions. 
Hence, the need to recognize that we are "educating people, not 
producing skill packages to be employed and deployed 11 in set ways over 
a lifetime. (p. 8) 

Yet, this persisting theme implies some difficult choices concerning 
vocational education: 

Given the desire of firms to train in skills to increase 
productivity primarily within their own finn, rather than to increase 
the employability of individuals for another firra, what training 
designs are suggested and how can these be tailored to broader HRD 
needs of the society? (Consider the Japanese case in which, for raany 
employees, there is a lifetime commitment with a single finn which, in 
turn, has strong incentive to upgrade its employees. Contrast this 
with the case of some LDC-based firms wishing to train only in 
isolated, or finn-specific skills not sufficiently transferable to 
another employer.) 

Which vocational education and training raodels and 
investments have the greatest potential for maximizing societal, 
rather than merely individual finn, productivity--and at what level of 
investment? (I.e., so that an adequate knowledge and technical base 
exists among the population to launch further innovation.) 

What innovations in the organization and management of work 
are culturally adaptable to LDCs to yield greater worker participation 
and, thereby, greater productivity? 

b. Macro-structural or external efficiencies 

The linking of vocational and technical education to 
societal needs and to actual employment opportunities is essential to 
efficient investment of LDC resources. The absence of this linkage is 
the chief single factor in the negative assessment of training schemes 
to date. At the same time, job creation through increased 
productivity is at the heart of a dynaraic economy. At the outset, the 
question must be posed as to how to detennine the skills needed for 
further economic development. !~plied is the need for 

greater involvement of employers in assessing future 
needs, and in the design, implementation and assessment 
of vocational education programs; 

short-cycle programs to address evolving employment 
needs in a timely and efficient manner; 
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some fonn of private sector financial sponsorship 
of training programs (e.g., through a small payroll tax 
for public programs, or through provision of 
training programs in the firm, or through technical 
institutes); 

more effective linkage of training to existing, or 
anticipated jobs with specific employers; 

tying skill learning or upgrading to greater productivity, 
the fruits of which are distributed broadly to create more 
effective demand for the goods and services. 

c. Micro-qualitative or internal efficiencies 

A substantial body of literature and experience is being 
built concerning the most effective and most efficient means through 
which to develop the vocational skills needed. 

A variety of lessons are already documented in the literature 
concerning other ingredients key to internally efficient operation of 
vocational education schemes, including project goals, design, 
instructors, participants, pedagogy and modes of learning, incentives, 
duration, and so forth, although these seem no where comprehensively 
synthesized. 

This preliminary assessment has revealed several patterns in A.I.D. 
funding for vocational education, while also pointing to key factors 
related to both the external and the internal efficiency of programs. 
It has further revealed severe deficiencies in use of the schooling 
model for job specific training. The assessment is not in great 
enough depth, however, for us to have confidence that all critical 
variables have been identified. If there is thought by the Agency to 
commit major funding toward increasingly effective vocational 
education in LDCs, then a more comprehensive and critical study is 
needed to enable us to proceed with those models in which we have the 
most confidence. 

Specifically, it is recor.1r.1ended that S&T: 

a. Draft, and award on competitive merit, a project to 
synthesize state-of-the-art knowledge about short
cycle, occupationally-specific vocational education 
and training for LDCs, which is (partially) sponsored 
and conducted by, or coordinated with, the private 
sector. 
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The study will include consideration of functions, 
dysfunctions, critical variables (actors, linkages, 
products of exchange) and enabling conditions 
associated with particular models of vocational 
education and training involving private sector 
entities. 

The study will then yield a set of operational 
hypotheses regarding critical variables for 
project efficiency in terms of both macro (structural) 
and micro (quality) levels. In other words, while 
the study will consider the merits of alternative 
instructional technologies and other qualities -0f the 
training process, it will take a broader, more 
integrated view of the macro-structural factors 
influencing the design and operation of a voca-
tional training model 

Weighting, inas~uch as feasible, will be given to 
these hypotheses, in terms of over-riding importance, 
in order to enable recommendations about future 
programming and funding. 

The study will also include a comparative analysis 
of costs per trainee, and a comparative analysis of 
placement ratios. 

b. Stemming froQ the above study, design, pilot and assess 
selected model(s) of short cycle vocational training institutes or 
schemes effectively integrated within LDC societies. 



APPENDIX A: ILLUSTRATIVE A.I.D. PROJECTS 

ON 

VOCATIONAL EDUCATION 
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EXAMPLES OF PROJECTS CONCERNING VOCATIONAL EDUCATION 

AS IT RELATES TO INDUSTRIAL AND INFORMAL SECTORS 

(JMC, 5/21 /82) 

In 1980 a project was undertaken in Egypt to upgrade the skills of 
vehicle (bus and truck) maintenance workers. 

From 1978-1981 a project in Lebanon sought to replace the pool of 
construction workers by training youth in skilled and semi-ski 11 ed 
building trades. 

In Jordan a project from 1979-1980, sought to increase the number of 
skilled manual laborers in Jordan's domestic labor force and to 
upgrade the skills of young workers including women, from 
lower-income families. 

A project in Afghanistan, 1954-1975, provided technical support to 
upgrade the national vocational education system, to better prepare 
students to enter the job market. 

A project from 1969 to 1974 in Pakistan was conducted to improve 
scientific, technical and vocational education at all levels. 

In Korea a project was initiated in 1972 to expand the enrollment and 
employability of students at Chung Soo Vocational Training Institute. 

A non-formal vocational education project in Thailand, currently in 
operation, has written and tested fifteen courses, formed learning 
groups of settler trainees, staffed mobile teams of instructors, and 
begun the first annual training schedule. 

A long-term project, 1964-1977, in Thailand, trained out-of-school 
youth and adults in technical and management areas. 

Another project in Thailand, 1966-1975, provided technical assistance 
to improve and expand trade and industry and agricultural education 
institutions in Thailand. 

An eight-year project in Brazil sought to i~prove industrial training 
institutions in northeast Brazil. 

In 1975 in Colombia, a project was begun to increase the number of 
well-qualified teachers, particularly in the vocational and technical 
areas. 

A project in Ecuador, 1980-1981, sought to increase the availability· 
of vocational training for educationally and socially disadvantaged 
children and youth. 

In El Salvador, a project from 1978··1981 was undertaken to improve the 
basic and occupational skills of poor people. 



A project in Haiti, 1980-1983, aims to train semi-professional 
technicians needed to implement rural development projects. 

A project begun in 1974 in Panama sought to develop a practical model 
for the first cycle of vocational education which would also serve for 
a training center. 

Another project in Panama, 1976-1978, was designed to expand the 
capacity of the formal education system to provide middle-level 
manpower in industrial/technical fields. 

A project grant to Paraguay \'las i ni ti ated in 1969 to improve the 
National Apprenticeship Service 1 s capacities to implement a nationwide 
non-formal educational program oriented to rural illiterate and 
semi-literate adults. 

Also in Paraguay, a project v1as undertaken, 1977-1978, to strengthen a 
vocational training program for disadvantaged and 10\·1-income persons. 

In Peru a project begun in 1978 provided workshops in job-relate areas 
for youth and adults of both sexes. 

A project in Jamaica, 1978 1981, sought to establish an integrated and 
improved manpower development and utilization system. 

A grant and loan to the Caribbean Development Bank, 1979-1981, aimed 
to expand employment opportunities in eight countries through public 
works construction and basic skills training. 

A project in Caracas, Venezuela, 1971-1974, aimed to design, 
implement, and evaluate a model vocational guidance, training, and 
placement service for 200 barrio youth {boys, ages 16-25). 

In Djibouti; a project begun in 1980 sought to upgrade vocational 
education programs for unemployed adolescents and inadequately trained 
administrative support personnel. 

A project begun in 1978 in Morocco aimed to integrate women trainees 
into the Labor Ministry's industrial and commercial training centers 
and to prepare them with marketable skills and assist in job placement. 

Another project in Morocco, 1980-1984, seeks to improve the quality 
and range of skill training opportunities for low-income Moroccan 
youth. 

In Nigeria, a project from 1970-1975, through the Opportunities 
Industrialization Center {OIC) aimed to show that the OIC method, 
compared to existing education/training programs, could effectively 
mobilize community resources to develop the job potential of needful 
persons and to reduce the shortage of intermediate~level skilled 
manpower. 



A project in Tanzania, 1976-1979, aimed to develop a replicable method 
of training rural persons in vocational skills. 

In Lesotho, a long-term project, 1977-1983, seeks to expand the 
capacity of the division of extra mural services of the University of 
Lesotho to bring technical/vocational education to the people through 
post-secondary, adult education programs. 

A project in Ethio~ia, 1973-1976, aimed to develop alternative 
vocational and tee nical training programs in the private sector 
relevant to that country's needs. 

A project in Liberia, 1978-1982, has sought to restructure a secondary 
vocational program to produce employable graduates at affordable costs 
for certain middle level manpower requirements. 

In Senegal, a project from 1979 to 1981 was undertaken to establish an 
integrated and decentralized system of non-formal vocational training 
services enabling youth {men and women, ages 18-30) to acquire 
marketable technical skills, and to help with job placement or 
participation in employment-generating activities. 

A project in Rt1anda, 1977-1982, has aimed to extend and improve rural 
post-primary education for boys and girls through Integrated Rural and 
Artisan Learning Centers. 

A long-term project, begun in 1975 through Opportunities 
Industrialization Centers, has sought to plan, implement, and evaluate 
non-forTa1al employment and training programs and SQall-scale 
enterprises for selected LDCs. 
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CONCERNIN~: VOCATIONAL EDUCATION AS IT RELATES 
TO AGRICULTURE {f. Method memo 2/82} 

Yemen: The Government of Yemen is· developing its agriculture educ a ti on 
program with U.S. technical assistance following the model of U.S. prac-tical 
based vocational agriculture education. The Ibb Secondary Agricul-tural Institute (ISA!) is Yemen's first vocational aciriculture hioh school. 
The facilities were built with a loan from the IBnD;.the Yemen Go~ernment 
and IBRD asked USAID to provide technical assistance for operation of the .\ 
school, for which purpose AID began a project in September 1979. AID has· 
been asked ta develop Yemen's second agriculture high school and a voca- ~ 
ti anal, 1 ivestock school. 
Egypt: An Agricultural Mechanization project in Egypt will be providing 
vocational training in machin~ry operation as part of the overall program. 
The project team is \"orking closely with the Egyptian Extension Service 
and the Agricultural Bank to increase fanner understfillding of and access to 
mechanical equipment. 
Liberia: AID is approaching the final year of a five-year project to help 
restructure the Booker T.' Washington Agriculture and Industrial Institute's 
four-year program to a job-oriented three-y~ar curriculum. Kenya: Egerton College of Agriculture is.being helped to expand from 
700 to 1600 places. Egerton is Kenya's main training center for extension 
personnel and for agriculture teachers for primary and secondary schools. Togo.and Gambia: ~ID is providing support through Opportunities Industrial
ization-centers International (OICI) to set up training centers to train 
young village fanners and extension workers. 
Niger: The Rural Sector Human Resources project supports the Practical 
Institute for Rural Development at Kolo, Niger's major educational facility 
for training rural development personnel. 
Cameroon: AID is providing support for centers for training fann families 
in production practices, as well as for the expansion of the agricultural 
faculty for degree training at the university level. 
Rwanda: AID has a Fann Hand Tools project which provides blacksmith 
training in metal working skills for making and maintaining fann tools and 
equipment. AID a 1 so supports 10 rural training centers and two agri cul
ture schools. 

Mali: AID is providing support to national agriculture programs through 
expansion and improvement of agriculture apprenticeship centers to train 
middle level agricultural officers. -Malawi: AID is supporting upgrading the Bunda College of Agriculture and a 
program at the Malawi~Polytechnic for the training of irrigation technicians. 
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Mauritania: An AID-supported Agriculture Human Resources Development 
project will provide training to rural development workers in extension 
and adaptive research. 

Sudan: The Southern Manpower Training project will improve rural training 
institutions to meet agriculture training at all levels, including 
forestry training. 

Morocco: AID is developing a network of training facilities to train 
Moroccan women for existing employment opportunities. 

Tanzania: AIO's Agricultural Education and Extension project provides 
in-service training for agricultural operational ancf'technical personnel. 

Upper Volta: The Agriculture Human Resources project supports training 
centers for middle and upper level agriculture technicians and extension 
workers. 

Bolivia: A Small Fann Organization project vlill strengthen the National 
Campesino Training Center (NCDS} \·1hich provides training to campesino 
leaders in cooperative development, leadership, operations, and management, 
and in traditional areas of community leadership and vocational skills. 

~ The Agriculture ~ector I project provides extensive agriculture-oriented 
:'.it adult education and trarning programs in production and marketing technology. 

Ecuador: The Rural Technology Transfer System project trains rural youth 
(4-F clubs similar to U.S. 4-H) ages 14-25 in practical agriculture acti
vities such as bee-keeping and rabbit raising. 

El Salvador: The small fann natural resources management project trains 
Tann leaders and government extension agents in short courses in soil and 
water conservation. 

Haiti: A Resources Training Center is providing technical support to 
development projects for on-the-job training and upgrading of skilled and 
semi-skilled technicians. 

Honduras: Two projects -- Rural Technologies and Small farm techno.:logies 
are providing a variety of agriculture-related training to small farmers. 

Paraguay: A Minifundia Crop Intensification project provides on-the-job 
training and short courses for both technicians and small fanners who will 
be involved in the production, processing, and marketing of selected fruits 
a n d v e get ab l es "9 ro\'m i n the mi n i fund i a zones • 

~ribbean Regional: The Caribbean Agriculture Extension project has an 
extensive tra1n1ng component involving both degree training and in-service 
training in agricultural communication, extension methods workshops, 
women-in-development workshops, and subregional fanning systems work
shops. Regional rural youth workshops will concentrate on the organization 
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Indonesia: Under Title XII, AID is supporting the Graduate School of Agri
culture at Bogar as well as agriculture Colleges in the Eastern and Western 
Islands. It also supports a program of agriculture education at the University of Hasanuddin. 

Nepal: AID is ~rking to upgrade and expand the Institute of Agriculture and Animal Sciences. 

Philippines: AID is suporting a program of agricultural education out
reach through the strengthening of seven small agricultural colleges. 
A related project supports a network of rural service centers providing 
support for community education and skill development. 

'"" Sri Lanka: AID is strengthening the post-graduate Institute of Agriculture ar-the University of Sri Lanka. 

Thai 1 and: AID is suppo rt'i ng community-based pr act i ca 1 education in the Hill Area of Northern Thailand. 



APPENDIX B: AN ANALYSIS OF SELECTED A.I.D. 

PROJECTS CONCERNING VOCATIONAL EDUCATION, 

OPERATING IN OR SINCE 1974 



Vehicle Maintenance 
Training 

Vocational Training 

Techni ca 1 Ed: 
Afghan Institute of 
Technology 

_Vocational Training 
Program YMCA - PVO 

Teacher and technical 
education 

.Rural education 

Country/ 
Bureau 

Egypt 
2630114 

Jordan 
2780238 

Afghani st an 
2780238 

Lebanon 
2680309 

Nepal 
3670060 

Thailand 
4930162 

FY 1 S 

80 

79-80 

56-72 

78-81 

54-75 

64-77 

Budget -Ks 
(Actual or est) 

4,500 ES 

2,125 ES 

13,124 FN 

1,:)00 SA 
840 ME 

4,458 

177 EH 
8,108 SA 

Sector 
Ori 

Urban 

Urban 

Urban 

Urban 

Urban/ 
rural 

Rural 

AN ANALYSIS OF SELECTED A.I.O. PROJECTS CONCERNING VOCATION 

EDUCATION, OPERATING IN OR SINCE 1974 

Institutional 

Non-school. Natl 
transportation 
labor union train-
ing center 

Non school: 
trade training 
center 

School 

Non-school 

Schoo 1 

Non-school 

Popt11lation 

Instructors of JUS 
& truck mainter.3nce 
(for 200-540 mE :hanics 
annua 11~) 

Manua 1 laborers Youth 
inc 1 . F 

Mid-level techn ::ians 

Mostly youth-unskilled 
& unemployed M 
(3320 total) 

Teachers-a 11 1e!e1 s 

Thai teachers for 
4,000 out-of-sc~ool 
youth & adu·l ts 

Subject of Education 
or Traini 

Heavy vehicle maintenace 

7 technical disciplines 

Building/construction 
trades 

Pre-vocational educati 

Domestic and modern , 
fields 



Market 

Industrial 

Industrial 

Industrial 

Informal sector/ 
industrial 

? 

Pedagogy 

Short courses 

Modular training 

Courses/some 
on-job 

. Courses and 
on-job 

New curricular 
Materials 

Informal sector/ Mobile trade 
industrial training schools 

(MTTS) 

Contractor 

u.s 

Vocational 
Training Corp 
(semi-auton. 
GOJ agency) 

U.S. University 

YMCA 

U.S. University 
& NEA 

Public or 

Public 

Public 

Public (MOE) 

Private/public 

Public 
Public 

Public 

Income-Gen. 
or Employment 

Yes 

No 

No 

No 

No 

NA 

NA 

Pos: 
Neg: 

Pos: 
Neg: 

Pos: 

Neg: 

Evalua .ion 

Participant trainin£ in agriculture. 
Weak MOE corrmitment. Weak host country leadershig 
lack of professional technicians & qualified 
students. Poor management systems. Frequent 
changes in contractor's top personnel. 

84% found employment after training. 
Focus on only few skills - no female participants. 
30% dropout (for employment or bee. of farm/family 
pressures) 

Expansion of enrollment. Production and distri
bution of textbooks. 
Insufficient vocational training. Lack of employ
ment incentives. Students use system as spring
board to college. 

Pos: Viable alternative to traditional apprenticeship 
system. Half MTTSs still operating in i981: many 
others absorbed i ntc broader non formal ed. system 
of lifelong educatirn centers modelled on the 
MTTSs. 



Project 

chnical Training 
for accelerated 
development 

Vocational Ed. 
Improvement of voca-
tional agriculture 

Vocational Ed-
8nployment Generation 

Basic & occupational 
skills training 

E<lucation Sector 
(Phase II) 

Education Development 
Program 

Country I 
Bureau 

Thailand 
4930163 

Thailand 
4930194 

Ecuador 
5180001 

El Salvador 
5190172 

Panama 
5250179 

Paraguay 
5260095 

FY's 

64-77 

66-75 

78-79 

78-81 

76-78 

69-70 

Budget - KS 
(Actual or est) 

59.273 SA 
4,348 FN 

3,574 SA 

256 EH 

500 EH 

( 1 oan) 
13 ,500 EH 

(loan) 
4,190 AL 
1,519 EH 
2,753 FN 

Sector 
Orientation 

Non-school 

Rural 

Urban 

Urban/rural 

Urban 

U rban/rura 1 

Institutional 
Locus 

Out-of-school 
youth & adults 

School 

School/non
school 

School 

School 

Population 

~ 

Thai personnel for 
.administration & 
instructional positi ins 

Boys and their famil es 

Unskilled rural & ur1an 
youth & adults 

Vocation Ed. teacher;; 
rural & urban students 

Teachers/students 

Subject of Education. 
or Training 

Technical & management 
areas 

Agricultural, trade 

Mechanics/construction 

Mechanics/construction/ 
tailoring 

Industrial/technical 

Agriculture, home ec., 
shop, basic science 



Market 

(?) 

Rural 

Industrial/. 
informal sector 

Industrial/ 
i nforma 1 sector 

Industrial 

(?) 

Pedagogy 

Training center 
established at 
Northeast Technical 
Institute 

Demonstration/ 
farm shop equipment/ 
curriculum mats 

Learning with 
production 

Skills training 
courses 

Skills training 
courses; workshops; 
competency-based 
curriculum 

New curricula 

Contractor 

U.S. University 

U.S. direct 
hire 

Public or 

Public/private 

Public 

Public 

Public 

Public 

Public 

InGome-Gen. 
or Employment 

No 

No 

Some 

No 

No 

No 

Pos: 
Neg: 

Pos: 
Neg: 

Pas: 
Neg: 

Salary levels of Thai training staff inadequate 
to compete.with privtte sector. Impractical to 
develop and retain or payroll large competent 
training staff for f0~ clients. 

Farm Mechanics Progn·n in the schools not keeping 
pace with farm mecharization of Thailand. 

Lower enrollment thar expected. Poor job place
ment following traini 1g. "Socio-economic 
obstacles" to girls' training. 

Pos: Students enrolled in ~OE's Octupational Skills 
Training Program tripled and retention rate 
improved 46 to 54%. ~elevance of OST courses to 
jobs. 

Neg" Inadequate (size & qu!llity) of staff. Trade 
Advisory Council netwJrk needs development and 
better linkages with schools. Inadequate physical 
facilities & equipment. 

Pos: Curriculum materials. Retrained twice as many 
primary & secondary t~achers as planned. . 

Neg: Project management difficulties. Construction 
delays. 

Pos: Vocaiional agricultur2 education & teacher train
ing. 

Neg: MOE leadership in Ag-~ndustrial education poor. 
Delays in constructio·L USA ID commodities via 
GSA two years late. Many students not suited for 
vocational-agricultural training, leading to 
over-taxing of fad1i~ies. Language problems. 



Project 

Rural non-formal ed: 

Community Services 
(QPG) 

Vocational Institute 
(OPG) 

Voc4tional Training
Pueblos Jovenes Org. 

Rura-1 development 
sector ( 1 oan) 

Country/ 
Bureau 

Paraguay 
5260501 

Paraguay 
5260506 

Paraguay 
5260507 

Peru 
5270181 

Jamaica 
5320009 

FY's Budget - KS 
(Actual or estJ 

69-70 1,519 EH 

77-78 120 EH 

77 96 EH 

78-79 200 EH 

76-78 11,200 EH 

Sector 
Orientation 

Rural 

Urban/rura 1 

Urban 

Urban 

Rural 

Institutional 
Locus 

Non-scnool 

Non-school 

School 

School/non
schoo 1 

School/non
schoo·1 

Population 

Staff of National 
Appretiticeship Serv~ce 
(SNPP) working with 
2572 semi-literate Ejult 
farmers 

Staff of National 
Council of PhilanthrJpic 
Organizations, worki1g 
with disadvantaged and 
handicapped, mostly 1omen 

Students from poor 
sector 

Urban slum dwellers
youth and adults 

Ag teachers; secondarv 
students; farmers .and 
ag workers 

Subject of Educatior 
or Training 

Home management, 
livestock, poultry, 
bas i c a g , s ma 11 fann 
development 

Planning, administer-
ing, self-help pro-
jects. 

Technical skills 

Techn i ca 1 , commercial, 
& domestic skills ' 

Ag; ·home ec. , fa nn 
management 



Market 

Rural farm 

Informal sector 

Industrial 

Industrial/ 
informal sector 

Pedagogy 

Courses & demon
stration 

22 skills training 
workshops 

Vocational training 
courses & shop work 

30 technical 
workshops 

Courses; con
taining ed. 
centers 

Contractor Public or 

Public 

Public 

Peruvian PVO Public 

Public 

Income-Gen. 
or Employment 

No 

No 

No 

No 

No 

Evaluation 

Pos: Project staff and new ~onstructional materials. 
Increases in productiv·ty of participants. 
60% of participants ad<pted new practices. 

Neg: SNPP failed to produce planning and budgeting 
guide to expand prograr: to na ti ona 1 sea 1 e. 
Language problems. 

Pos: Al 1 project outputs equ:tl led or exceeded. 790 
disadvantaged or handi(apped women benefitted 
through new income-procJcing activities. 70% 
of training workshops s?lf-financing. Training 
ski 11 s geared to local ,~conomy. 

Neg: 

Pos: 300 enrolled in 1980. JO% of grads working in 
fields for which trained & in demand in 
industrial sector. 

Neg: 

Pos: Support from slum resid~nts in providing con
struction & educational materials. Host govern
ment provision of instr1ctors. Resourceful, 
productive students. M.)del for combining Voe. 
ed with tradit:ional secmdary school curriculum. 

Neg: Fewer enrolled than exp:cted (6,600 in 1980 vs. 
10,500 targeted). 6winJ to late starts of some 
workshops. Adult program had more difficulties 
than youth program in obtaining instructor's & 
maintaining regular participation. More assist
ance to help in job seeking. 

Pos: New prestige to agriculture as career choice. 
Agri cu 1 tu re out reach prc,gram es tab 1 i shed. 
Morale of teachers, boo~ted through training. 

Neg: Lack of personnel & unrealistic timelines~ 



Country/ FY's Budget - KS Sector Inst ituti ona 1 Population Subject of Education 
Project Bureau (Actual or est) Orientation Locus or Training 

Manpower planning, Jamaica 78-81 160 SA Urban School/non-sch Nati ona 1 Planning Ag Manpower planning 

Training, Employment 5320047 school staff 

Opportunities Indus- Nigeria 70-75 1,780 EH Urban Non-school Unemployed out-of- Prevo cat i ona 1 and 

trialization Centers 16200802 school youth technical/mechanical/ 

Ghana, etc. commercial 

Opportunities Industrial Nigeria, 75-78 Urban Non-school Unemployed youth Prevocational and 

Centers Ghana, Togo technical 

Comprehensive Ethiopia 62-75 1,515 School Secondary statts Prevocational , 

secondary schools 6630135 participants 

Vocational Training Liberia 62-75 5,954 EH Urban School Secondary students 
6690131 at BW Institute 

Integrated Youth Senegal 79-81 1,758 SH Urban Non-school Out-of-school youth 
6850222 

Seguenega Integrated Upper Volta 78~82 1;000 FN Rural Non-school Young farmers Vocational and func 

Rural Development 6860231 4,956 SH a 1 e d - re 1 e van t ' 
area needs 

Farm hand tools Rwanda 77-80 240 FN Rural Non-school Blacksmith 

6960103 



Market 

Industri a 1/ 
informal sect or 

Industrial/ 
informal sector 

Industrial/ 
~nformal sector 

'ndustri al I 
in forma 1 sector 

'-.Industrial/ 
'-formal 

~ustrial 
\ural. 
~ural/ 

informal sector 

1 
1., 

Pedagogy 

Courses 

Job-oriented 
causes 

Courses and 
on-the-job 

Training Center 

Training Center 

Contractor Public or 

Public/private 

U.S. ··firm Public/private 

Public/private 

Public 

U.S. University Public 

YMCA Private/public 

AF RI CARE 

Public 

Income-Gen. 
or Employment 

No 

No 

No 

No 

No 

No 

No 

No 

N/A 

Pos: 

Neg: 

Evaluation 

Grads stay on jobs and p -·r:orm. as ~e 11 or better 
than grads from othe~ v91~. inst~ tut 1 ?ns · So~e 
course innovations (1nd1J1dual1zed instruct10~) 
Poor placement of traine~s. Poor central of'.1ce 
accounting & records man~g~ment. L~ck ?f private 
sector support. InapproJriate replication of 
model for U.S. cities. 

Pos: Nearly 100% placement of trainees. Sound ~ecord
keeping system. Adminis:rative staff quality and 
communications greatly i :1proved. Feasibility & 
demand surveys~employed. Improved relationships 
with educators and emplorers resulting in more jb 
openings. . 

Neg: Planning and projections. 

N/A 

Pos: 
Neg: 

N/A 

N/A 

Pos: 
Neg: 

Little substantive progr2ss after 2 years. 
Contractual problems. CJntractor could not fill 
many field positions. 

Environmental impact study did not anticipate 
effect of destroying trees to obtain charcoal as 
the forge's energy source. No assurance forge 
will continue to be usec for training vs. 
conmercial purposes after AID assistance ends. 
Late arrival of project equipment. Broken leg 
of forge director. 



APPENDIX C: UNESCO REVISED RECOMMENDATIONS 

CONCERNING TECHNICAL AND VOCATIONAL EDUCATION 
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Unesco, in its eighteenth session, adopted the following Revised Recommendation 

Concerning Technical and Vocational Education: 

Revised Recommendation concerning 
Technical and Vocational Education 1 

The G~neral ConfereIJce of the United Nations Educ:::i.rional, Scientific and 

Cultural Organization, meeting iIJ Paris, at its e!g.bteeth session, heid from 

17 Oc:ober to 23 ~ovember 1974, 

Recalling the constirucional responsibilities of the Organization for the promotion 

of education, 
R..ccogni:ing that tec.hnic:il and vocational education have to contribute to the 

maintenance of peac:e and friendly understanding berween the various 

nations, 
C onsia'ering that educ:ition must now be seen as a lifelong process. 

R~ccgniz.ing that technical and vocational education is a prercquiste for sustaining 

the complex structure of modern civilization and economic and social 

development, · 

Recalling the prindpies set forth in Articles 23 and :6 of tbe Universal Decia· 

ration of Human Rights guaranteeing all the right to work and to educ:ition. 

Considering therefore that ail have a right to an education enabling full parti-

cipation in concemporary society, 
1 

Ta.king into ac:ount the div~rsicy of education systems throughout the world.. 

as wen as the partic'!Jlar and urgent oeeds of deveioping councries. 

Considering that in spite of this diversity similar goals are riursued and si.."Tlilar 

questions and problems arise in 111 countries coocerniog technical and 

vocacionai educ.:ition and that therefore common standards and measures 

are c:illed for, 
Having Jdopted for this purpose at its ~e!fth session the Recommendation 

concerning Tec.hnical and Voc:icicnal Educ:itico. 

Rr!cogn.i:.'fng however :hat the rapid tecbnologic~ and educ:itional cha.ages of the 

last decade require oew, creative, and efficient. efforts in technical and 

vocational education to improve education J.S J. whole for soci:il, economic 

and cultural development. 

Having decided at its seventeenth session that in view of these changes this 

Recorr...me::idation should be revised in order :o better serve Member States. 

1. Ado-peed by the G~neral Confe:-~nc:: of Unesco ·at its eigbteend1 session. P·uis, 

19 November !97 ~. 
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.Voring that the Intemational Labour Conference has adopted. over the years. 

a. number of instruments dealing with various aspec:s of vocational guidance 

and voc:itiooal training and1 in particular, the Vocational Guidance Recom

mendatioc, 1949. the Vocatiooal Training (Agriculture) Recommeod:uion, 

1956. and the Voc::itional Training Recommendation. 19'62, and that the 

Conference, at its 59th session. had adopted substantive conclusions with 

a view to adoption. in 1975, oi a new instrument or instruments on vocational 

guidance and vocational training, 

.Voting further the close collaboration between Unesco and the International 

Labour Organis:i.tioo (ILO) in drawing up their respective instruments so 

that they pursue b.annonious obje~tives, 2voiding duplication and coor1ict. 

and with a view co continued collaboration for effective implemeotation 

of the t\Vo instrumcntS, 

A.dopes this Recommeodation this nineteenth day of November 1974, 

The General Conference recommends that wb.en dev~loping and improving 

technical and vocational education. Member States should apply the follow· 

ing provisions by taking whatever legislative or other steps may be required 

to give effect. within their respective territories, to the principles set forth 

in this Recommendation, 

The General Conference recommeDds that Member States should bring this 

Recommendation to the knowledge of the authorities a.od bodies concerned 

with technical :ind vocational educ3tion. 

The Gitn.erai Conference recommends that :,{ember States should report to ic, 

a.c such times a..c.d in such manner as shall be determined by i~ on ti."ie action 

they b.ave ca.ken to give e!f ect to tb.e Recommendation. 

L Scope 

1. To.is Recomme:idation applies to all forms and :i.speci'..s of education which 

are tecb..nical and vocational in narure ?rovided either in educ:i.tiooal 

institutions or uDc:ier - t,beir authority, directly by public authorities. or 

through other forms 
1 

of organized education. public or private. 

2. For the purposes of this Recommendation: 'ted1Dical and voc:uicoal edu· 

c.lticn' is used as a comprehe:isive !cnn referring to those aspects of the 

educational process iDvolving, in addition to gc:ieral educ:ition. the study 

o{ technologies and relaced scie:ices and the acquisition of practical skills. 

attitudes, understalldiDg ind knowledge relating to occupations in various 

·Sectors of economic and social life. T ec.h.c.ic~ and voc:itional educ:;itioc. 

is further understood to be : 
(a) an integral part of general educ:uioo.; 

{b) a me:tnS of ;:>reparing for a.n occupational field; 

(c) a.n aspect of continuing eduction. 

3. Technical ind voc:::nional eduction. being part of the total educational 

'roc~ss. is iDcluc:ied in the term ·educ:ition1 as defined in the Coo.ventioc. :ind 

Recommendation against Discrimination in Education :idopted by t.b.e 

Gener:ii Conference oi t.be United ~acions Educational. Scientific ~nd 

Cultural Organization at its eleve!lth session a.nd the provisions oi that 

Conven~ion llld Recommendation a.re therefore applicabie to it. 

4. This recommendation s.b.ould be understood as setting for-Ji ie:ier:ai prin-
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ciples, goals a.od guidelines to be applied by each individual country 

according to needs and resources. The application of the provisions in their 

particulars and the timing of tbe implementation will therefore depend upon 

the conditions existing in a given country. 

II· Technic::U :ind voc:itfonal educ::ition 

in relation to the educ:ufon:tl process : objectives 

5. Given immense scientific and technologic::i.1 deveiopment, either ill progress 

or envisaged, which characterizes the present era, technical and vocational 

education should be a vital aspect of the educational process and in particular 

should: 
(a) conrribute to the ach..ievemenc of society's goals of greater democratization 

and social, cultural and_ economic development, while at the sam~ time 

developing the potential of individuals for active participation in the 

establishment and implementation of these goals; 
(b) lead to an understanding of the scientific and tecb.nologic::i.l aspects of 

cootemporary civilizatioo in 5uch a way that men comprehend their 

eDvironment and are capable of acting upon it while taking :i. c:itic3.l view 

of the social, political ac.d cenvironmental implications of scientific and 

technological change. 
6. Given the cecessicy for oew relationships betwee:i education, working life, 

and the community as a. whole, tec!:mical and vocational education should 

exist as part of a system of lifelong education adapted to the oe:ds of 

each particular country. Th.is system:-··shoilld be -directed to : 

(a) abolishing baniers berwee::i. levels and are:a.s of education, between 

education :ind employment. 3.Dd betwe=n school :md society through : 

(i) the i.otegraticn of tecbnic:tl and vocational and genera! education ill 
a.il educational streams above pri..-rnary level; (ii) the creation of ope::i 

and t1e;tibie educational structures; (iii) the taking into :ic::ounc of 

individuals' educational .oeeds and of the evolution of occupations and 

jobs: 
(b) improving the quality of life by permitting the individual to expand 

his inte!lecrual horizons and to acquire and to const:i.ntly improve 

professional skills and knowledge while allowing sociery to utilize the 

fruits of economic a:od technological change for the ge:ier1l welfare. 

i. Technical and voc~riuc.al educ.:ition should begin with a. broad basic voc::i.· 

tional educ:uioo, thus facilitating horizontal and vertical articulation within 

the education system m.d betwe:n school and employment thus contributing 

to the elimination of all forms of discriminatioa. and should be designed 

so that it : 
(a) is ac. integral part of everyone's basic genera.I educ:ition in the form 

of initiation to technology and to the world of work; 

(b) may be fr=Iy and positiveiy chosen :i.s the means by which one develops 

taiems, interests and skills leading to an occupation in the sectors listed 

in paragraph 2 or to furtber educ::ition: 
(c) allows acc:ss to other aspectS and areas of education :i..t :ill leve!s by 

being grounded on :i solid general education and, :i.s a resuit of the 

integration mentioned ill paragraph 6(a>. containing a. ge.neral education 

component rhrough all stages of specialization: 
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(d) allows transfers from one field to inoth!!r within tecb.nic:il 1nd vocational 

education; 
(e) is readily available to all and for all appropriate types of specialization, 

within and outside formal education systems, :ind in conjunction or in 

parallel with training in order to ?emiit educational. career and job 

mobility at a minimum age at which the general basic education is 

considered to have been acquired, ac:ordiDg to the education system 

in force in each country; 
(f) is available on the above terms a.od on a basis of equality to women as 

well as men~ 
(g) is available to disadvantaged and haodic:?.pped persons in special forms 

adapted to their needs in order ro integrate them more easily into society. 

8. In terms of the needs and aspirations of individuals, technical and vocational 

edUC3tion should : 
(a) permit the harmonious developmellt of pe::-sonality a.ad char:ic:er and 

foster the spiritual and human values, the capacity for understanding. 

judgement, critical thinking aod sell-<!.:tpression; 

(b) ?re?are the individual to le:im continuously by developing the necessary 

melltal tools. practical skills a.ad attitudes; 

(c) develop capacities for decision-making a.od the qualities necessary for 

ac:.ive and intelligent panicipation, tc:unwork and leadership at work 

and in the community as a wboie. 

Ill. Policy, planning and :uim.inistratioa 

9. Policy should be formulated and technical and vocational eduation admi

nistered in support of the ge::ieral obje=tives adopted for the eduC3.tional 

proc:ss :u well as for national and. if possible, regional social and economic 

requireme!lts, and an appropriate legisiative and financial fnmework adopted. 

Policy should be directed to both the muc:ural and the qualit:itive improve

ment of technical and vocational education. 

10. Par..ic~lar attention should be given to planning t.be deveiopmellt and e.t· 

pansion of technical and voc:i.tional educ:ition : 

(3.) high priority should be placed on rechnic:i.l :ind voC3.tional education in 

national development plans lS wen as in ptans for educational reform: 

(b) planning should be l:::ased upon a thorough evak:atioo. of both short· 

term and long-term needs u..<ing into consideration :my vari::ition in 

oeeds whicb. may exist within a. count..-y; 

(c) adequate provision for proper current and furore allocation of financial 

resources should be a major element of planning; 

(d) planning should be done by a responsible body or bodies havi.og authority 

on the national level. Tnis body should have av::i.ilable to it data which 

have been coilated, :malysed, syut.ioiesized and interpreted. by qualified 

staff provided with adequate rese:irch facilities. 

11. P!:mning should be responsible to :iational :uld, if possible, regional. eco

nomic and social trends. to projec:.ed cb.anges Lo demand for differellt cia.sses 

by goods and services, and for different types of skills and knowledge in 

such a way that technical and voc::itiollal education :nay e:isily :i.dapt ro the 

evoiving siruation be it rural or urban. Tnis planning should also be co

ordinated with curre:u and pro;~:ed training ac:ion :uid the evolution of 

emp!oyment. 
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· While the education authorities should have. primary responsibility, the 

following groups :ind authorities should be actively 3.Ssociated in policy 

fonnulation, and in the planning process. Structures, on both natiooal and 

local levels, taking the form of public agencies or consultative or advisory 

bodies, should be created to permit this : 

(a) public authorities responsible for planning economic and social policy, 

labour and employment, and for the various occupational sectors (industry, 

agriculture, commerce); 

(b) representatives of non-governmental organizations with.in each occupa

tion sector from among employers and workers; 

(c} any authority or body, such as a tnini.ng body or extension services, 

responsible for out-of-school education and ttaining; 

(d) representatives of those responsible - both in public educ:i.tion and in 

State recognized private education - for executing educational policy 

iDduding teachers, examini.Dg bodies and administrators; 

(e) parent. former pupil. srudent and youth organizations; 

(f) representatives from the community at large. 

). Policies for the structural improvement of technical a.ad vocational education 

should be established within the framework of broad policies designed to 

implement the principle of lifelong education through the creation of open. 

uexible and complcme.otary structures for education. training and educational 

and ·vocational guidance, regardless of whether these activities take place 

within the system of formal education or oucside it. In this respect consi

deration should be given to the following : 

(a) multipurpose secondary education offering diversified curricula inc!uding 

work-study programm~; 

tb) open tertiary instirutions recruiting from a variety of sources and offer

ing programmes ranging from short Sl'ecialized ooes to longer fuil

time programmes of integrated studies and professional specialization~ 

(c) establishing a system of equivaleDcics whereby cr~dit is given for com

pletion of any approved programme and recognition is granted educa

tional a.nd professional qualifications achieved through various means. 

:. Policy should be directed to ensuring high quality in such a way as to 

exclude the possibility of any judgement wbicl:l discf...minares 'oerwe::n the 

diifereDt educacional streams, whatever their ultimate goal. In this respec: 

spec:al eff oru should be made to ensure that technical and vocational 

education in rural areas meets the same standards as that offered in urban 

ones. 

:. In order to ensure quality, responsible national authorities should establish 

certain criteria aod· standards, subject to periodic review and evaluation. 

applying in an aspec:.s of technic:il and vocatiooal education, including to 

the exrenr possible ooo-formal educ:ition fer : 

(a) ail forms of recognition oi achievement and consequent qualification: 

(b) staff qualific.tions~ 

(c} ratios oi teacb.ing and training staff to le:lr.lcrs~ 

(d) the quality of curricula and teaching materials: 

(e) safety precautions for all lea.ming e.nviron.mcDts~ 

(f) physic:J.l faciliries, building, workshop layouts, quality and rype oi 

equipment. 

i. Policies should be established fostering rese:i.rc:!l related to technical a..nd 
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vocational education, with panicuiar emphasis on its potential within 
life!ong education. and directed to its improvement. This research should 
be carried out by competent staff on national and institutional leve!s a.s 
weH as through individual initiative. To this end : 
(a) special emphasis should be placed oo curriculum deveiopmeoc. research 

concerning teaching and learning methods and materials, and where 
the need exists, on technologies ac.d techniques .ipplied to development 
problems~ 

(b) financial reso\,lrces aod physical facilities should be made avuilable 
through institutions of higher education, specialized research institutions 
and professional organizations for applying the results of this research 
on an e.:tperimencal basis i.o. representatively selected institutions for 
technical and vocational education~ 

(c) channels should be created for the widespread dissemination and rapid 
application of the pos~dve results of research and experimentation: 

(d) :.he effectiveness of technical a.ad vocational educatioa. should be eva
luated using, among other data, relevant statistics iIJcluding those con
cerning pan-time enrolments and drop-out rates which are in some 
cases neglected; 

(e) panicular actention should be given to all research efforts co humanize 
working conditions. 

17. Provision should be made within administrative srructures for evaluation. 
supervisory and o.ccreditation services. staff ed. by tecbn.ical a.od voca.tional 
education specialists. to en.sure the rapid application of o.ew rese3.tc.h findings 
and to maintain standards : 
(a) evaluation services as a whole should ensure the qualiry a.ad smooth 

operation of technical a.ad vocational education by continuous review 
and a~..ion directed to constant improvement of staif. facilities and 
~rogrammes; 

(b} supervisory services for the staff should encourage improvement in the 
quality of teaching by providing guidance a.ad advic: and recommending 
continuing education; 

(c} all programmes of technical a.ad vocatiocal education. in particular those 
C?ffered by private bodies, should be subjec: to :i.pproval by the public 
authorities through some means of accreditation or form of public 
inspection. 

18. Particular attention should be given to the material resources required 
for technical a.ad vocational educ3cion. Priorities should be carefully 
estabiished with due regard for immediate !leeds and the probable directions 
of future expansion and adequace cost controls introduc:d : 
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(a) institutiooal ?ianning should be directed to e!l.SUr:ing ma.timum efficiency 
and flexibility in use; 

(b) the ?lanoing, coasuudon and equipping of facilities should be carried 
out in collaboration with specialist te:icb.e::-s and educational archlte::-:.s 
and with due regard for their purpose. prevailing local fac:ors and 
!"!!evant research: 

(c} adequate funds should be alloc:ited for recurrent expencilcure for suppiies 
and maintenance and repair af equipment. 



... Technical :ind voc:itional aspecu of general educ:ition 

. .~, initiation to technology and to the world of work should be an essential 

component of general education without whicb. this education is incomplete. 

An understanding of the technological fac:t of modern culture in both its 

?ositive and negative attributes, a.ad an appreciation of work requiring 

practical skills should thereby be acquired. This initiation should further be 

.i major concern in educarional reform and change with a view to greater 

democratization of education. It shouid be a required element in the cur

riculum. beginning in primary education and continuing through the early 

ye:.i.rs of secondary education. 
~. Opportunities for general technical and vocational initiation should continue 

to be available to those who wish to avail themselves of it within the 

educational system and outside it in places of work or community centres. 

:. The technical and vocational initiation in the general education of youth 

should fuifil the educational requirements of all ranges of interest and 

ability. It should mainly perfonn three functions : 

(a) to enlarge educational horizons by serving as an introduction to the 

world of work and the world of technology and its producu through 

the exploration of materials, tools. techniques and the process of pro

duction. distribution and management as a whole, and to broaden the 

learning process through practical experienc:; 
!b) to orient those with the interest and ability towards technical ind voca

tional education as preparation for an occupational field or towards 

training outside the fomral ~ducation system: 

(c) to promote in those wbo will leave formal education at whatever level 

but with no specific occupational aims or skills. attitudes of mind and 

ways of thought likely to enhance their aptirudes and potential. to 

facilitate the choice of an occupation and a.c::ess to a. first job, and 

to permit them to cacti.Due their vocational training and personal 

educ:iticn. 
... Required general technical and voc:itional studies ill the sc.bools having 

gre3.c importance for the orientation and education of youth. programmes. 

should include a proper balanc: betwe~n theoretical and prac:icl work. A 

properly strocmred programme of such studies should 
1

be drawn up by the 

compe:enc 3.Uthoriries in collaboration 'Nith the professional community a..od 

with those responsible for technic:il and vocational education. Tnese pro

grammes should : 
i.a) be based upon a problem-solving and experimental approach ind involve 

experience in planning methods l.Ild decisioo.·maki.ng; 

(b) inrroduce the learner to a broad specu·um of technological fields ind a.t 

the same time to produc:ive work situations~ 

(c) develop a c:nain command of valuable practical skills such is tool use. 

repair and maintenance and safety procedures~ whether :i9plic:ibie to 

future education. training and employment or to leisure time. and 1 

respect for their value; 

(d) develop l.Il appreciation of good design and c:aftsmanship ind the 1bility 

to seiec: goods on the basis of their quality; 

fe) develop the: ability to communic:ite including the use of _i."":lphic:i.l .me3.ns; 

(f) deveiop the ability to measure md c3lcu.iate accur:iteiy; 
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(g) be close!y related to the local e!lvironment without, however, being 
limited to it. 

23. The technical and vocational initiation in progr.unmcs of general educatiocal 
enrichment for older youth and adults should be directed to enabling those 
engaged in working life to : 
(a) understand the general implic:itiocs of technical change, its impact on 

their professional ind private lives, atid b.ow man may shape this change: 
(b) to use practical skills for improviDg the home and community environ

ment and thus the quality of life and, in appropriate cooditions, for 
productive leisure-time activites. 

V. Technical :ind vocational education 
as preparation for :m occupational fleJd 

24. Given disparities that may exist be:v1een formal education, whether secon· 
dary or tertiary, and tbe employment and career opportunities available 
the highest priority should be given to technical and vocational educatior 
which prepares young people to exercise oc::upations in the sectors coverec 
by this recommendation. Consequently the strucrure and content of rr:idi
tional educ:J.tion, whether general or technic:ll and voc:niooal, sbouid be 
adapted ac::ordingiy through. : 
(a) the diversification of secondary education in the later stages so that ii 

may be pursued in conjunction with empioyme::it or training, or may 
lead to employment or to b.igher education. thereby offering to all youth 
educatioc.al options correspondllig to their needs; 

(b) the incrociuctioc of oew programmes into teniary education more relevant 
to the career ne=ds of young adults; 

(c) :.he development of educ:J.tiooal stnlcrures and programmes oa all levels 
ce:itred on organized J.Od flc=tible interchange between ~duc:itiooal 

institutions including training institutions :ind those responsible for 
employment i.e. the various oc::upatiooai sectors. 

2.5. Technical and vocational education as preparation for an oc::upatiooal field 
should provide tbe foundation for ?reductive and satisfying ca.reers anc 
should: 
(a) le:id to the acquisition of broad knoiwedge and basic skills applic:ibie re 

a. oumber of occupations with.in a given field so that the individuai 
is oot limited by his education in hls freedom of occupational choice. 
and later transfer from one field to another in the course of working !.ife 
is facilitated; 

(b) at the same time offer a thorough and specialized prepancion for initia 
employment 1nd e.ffectivc training within employment; 

(c) provide the background in terms of skills, knowledge :ind attitudes, fo1 
continuing education at any point in the individual's working life. 

16. Premarure and oarrow specialization should be avoided : 
(a) in principle 15 should be considered the lower age limit for beginnin! 

specialization; 
(b) a 'period. of common srudies conc:ming basic knowledge and skills shoulc 

be required for each bread oc:uparion.al sector before a. special branch i~ 

chosen.. 
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· Because it is desirable that women seek wider part1c1pation io. all kinds of 
l)CCUpations outside family a.od domestic activities, they should have the 

3ame educational opportunities available to them as men in order to prepare 

ror an occupation and shouid be encouraged to take advantage of these 

[h.rough appropriate legislative meo.sures and widespread distribution of 
information concerning these opportunities. 

" Special provision should be made for. out-of-school and unemployed youth 

lnd children of migrant wo~kers with the m.io.imum or less of primary 

education. as well as for those not entering education or tr:iio.ing program

mes after completion of compulsory schooling. in order that they may 

::i.cquire employable skills . 
. ;. Given the necessity of integrating the physically and mentally disadvantaged 

into society and its occupations, tb.e same educational opporrunities should 

be available to them as to the non-handic:i.pped in order that they may 

achieve qualific:.:ition for an occupation: special measures or special institu· 

tions may be required. 

'fanizarion 

\ T ~cbnical and vocational education as preparation for m occupatiooal field 

should be organized on a national or, if possible, regional basis. so as to 

respond positively to over-an social, economic and educational requirements 

lnd to the oeeds of different groups of the population wit.bout disc=i"Il.inacion. 

:. Sc:ve:al organizational panerns of technical and voc:i.tional educ:a..tion, includ

ing both full-time and part-time options should e.'tist within eacb. country. 

Tne following patterns of organization for example should be considered : 

(a) full-time including practic:il training as well as general education, provided 

in an educational establishment.. either comprehensive or spedalized; 

(b) part-time program.mes sucb. as the following in which general educ.:uion 

and theoretical and broad practical aspeets of tbe oc:upatioaal field 

are given in an educational establishme:J.t while specialized ?ractic.:U 

training is acquired during work in the cilosen occupation : (i) the day

release system providing for young workers and apprentices to incnd 

an educational establishment at least one day a week and preferably 

two; (ii) tb.e sandwich system ucder which periodSi in 3..C. educational 

institution alternate wit.b training periods in a factory, farm, business 

establishment or other undertaking; (iii) the block-release system 

whereby young workers are released to anend courses for oce or r:wo 

sb.on periods of lt least ten to fifteen weeks in tot.al length per year 

which may be especially adapted to conditicns .in areas of low population 

density by provision of boarding facilities. 
·- The respoc.sible authorities should encourage pan-time education. therefore ; 

fa) these programmes should be available directly aiter completion of 

minimum compulsory or required scbooHng, and should continue to be 

available to the rughest leve! of formal education: 
1,b) the educational qualific:i.tions acquired by tilis means should be equivale:it 

to those acquired by full-time education; 
(c) where employers are responsible for the practical training ispect for ?art

time students, this training should be as broad lS possibie serving the 

educational and tnining oe-=ds of the individual, and should meet 

o.ational sta.Ildards. 
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33. In view of the i.ncrcasing requirement for highly qualified middle-level 
manpower in all fields, and the increasing numbers completing secoodary 
education or its equivalent, the development of programmes of technical and 
voc3.tiooal educadon corresponding to further qualifying teniary educ::uion 
should be given high priority. The following patterns of organization should 
be considered : 
(a) a period of from one to two years of guided work experience followed 

by a pan-time or briefer fuH-time programmes of specialization; 
(b) pan-time programmes; 
(c) fuil·time programmes a.s an extension of programmes given in specialized 

secondary institutions or given in tertiary institutions. 
34. The high cost of equipment for the practical component of technic:!.l and 

vocational education requires that this be organized so that benefits received 
a.re in proportion to the cost. Consideration should be given to the following 
as a. me3.Ils of achieving this : 
(a) ce::malized workshops, or mobile units. could be used to serve several 

educational institutions; 
(b) work.she-gs attached to educational institutioos could be designed so that 

they are suitable for use by the community at large particulariy for 
continuing education programmes~ 

(c) although work.shops and laboratories in advanced secondary or tertiary 
institutions should be designed primarily for pedagogic3.l purposes. they 
might 3lso be equipped and staffed so that equipment for use in technic:il 
and vocational studies in g'=::ieral education may be produced. 

35. Enterprises should be closely associated in the practical training of those 
preparing for occupations in their panicular sector, and should be encour
aged to take responsibility, in co-operation with educational institutions, for 
the organization of this training. 

f 

Programme conunt 

36. All programmes _of technical and voc::i.tional education as preparation for 
an oc::Jpational field should : 
(a) aim at providing scientific knowledge. technical versatility and the broad 

skills and knowledge required for rapid adaptation to cew ideas and 
procedures and for steady c:ireer development; 

(b) be based on an analysis of broad oc:::upational requirements worked out 
for the long term between educ:ition authorities including organizations 
representing educational research and administration and employment 
authorities and occupationai organiz:.nioos concerned~ 

(c) include a proper balance between geD.eral subjects, scienc: and techno· 
logy, a.ad studies of both the theorctic:il icd pr:ictic:i.l aspects of the 
occupational field~ with the pr::ictic:ii component in all cases rei'3.ted to 
tbe theoretical one; . 

(d) stress deve!oping a. sense of professional values and responsibilities from 
the standpoint 'of human needs. 

37. In particuiar programmes should: 
(a) whenever possible be interdisciplinary in character as many occupations 

now require knowledge :ind training in two or :nor:: tr:idiriona! ueas 
of srudy; 
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bl be based on curricula designed :J.round core knowledge and skills; 

c) include studies of the social lnd economic aspects of the occupational 

field as a whole; 
.d) include the study of at least one foreign language of international use 

which, while conducive to a higher cultural level, will give special 

emphasis to the requirements of communi~tion and the acquisition of 

a scientific and technical voc:ibulary; 

·e) include an introduction to organizational and planning skills; 

1f> ~mphasize instruction in safety procedures relative ~o the materials and 

equipment used in a given occupational field :ind the importance of safe 

working conditions and the health aspects relative to the occupation as a 

whole. 
While based on the above general principles and components, and thus 

pursuing in all cases broader educ:ltioc.al aims, programmes in their practical 

J.Spect should be designed taking into account special occupational require

:nents with regard to the panicular e..'tecutive, orga.ciz:itiooal. analytical 

and practical skills required . 

. T ech.oical and vocational education programmes leading to university quali

fication. while encouraging research ~lld offering b.ig.b.-levei specialization, 

should be developed with particular attention to : 

(a) the inclusioc. of components diret;ted to developing attitudes whereby 

those with broad responsibilities in technological fields constantly relate 

their professional tasks to larger human goals; 

tbi relating more closely higher technic:tl and vocational educ:ition for the 

industrial and agricultural sectors to the requirements of these sectors. 

In this regard consideration should be given to creating within tertiary 

institutions, c::ntres for the testing a:ad certification of industrial and 

a¢cultura1 products. supervised by tbe. public authorities aod serving 

both eduatiooal and research purposes . 

. Programmes of technical and vocational ~ducatiOn as prcpar.irion for oc.c:u

?arions within the agricultural s~tor should be designed in accordance· with 

the over-all social and economic requin:ments of rural development. 

Taerefore: 
(a) both general aspects ;md the technical and vocational aspects, while 

adapted in terms of both org::utization and content to the special require· 

ments of agricultural occupatioc.S. should be of tbe same quality as 

those for other occupational i.lrc:J.s; 

lb) programmes shouid be directed to the deve!opmcnt and application oi 

technologies especially suited to rural development through ciose co

ordination between educ:i.tion and e.~tension servic=s and between these 

and research services and Lc.stitutions~ 

(c) progr:tmmes should be directed to preparing q,ualified people for :ill 

types of oc::upations and ranges of technic=i.1 competence necessary for 

rural de~eiopmeot; 
f d) programmes should be broadly conceived, including in addition to the 

special oc::!.Ipational area., an introduction to the commercial aspectS of 

agric!.Ilture and the func:ioning of rural economic institutions. 

Where lack of resources limits the e~pansion of tecbnic::il a.nd vocational 

educ:i.tion., emphasis in t.b.e initial st:iges should be piaced on developing 

;:>rogramme:s for occupations in areas of critic:U manpower shonage. 10d 

in areas of immediate deve!opment potential. 
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~2. Programmes preparing for occupations in small industry, individual farming 
or the artisan trades, whether urban or rural. and particularly for self
empioyment, shouid include commercial studies enabling those engaged in 
such occupations to take responsibility oot only for production, but also for 
marketing, competent management and the rational organization of the 
whole enterprise. 

43. Programmes leading to occupations in the business and commercial sector 
should .. include : 
(a) a thorough grounding in the methods and skills developed as a result 

of the application of technology to business and office management and 
panicuiariy to the acquisition and processing of information; 

(b) training in the organizational and management skills required for tbe 
smooth operation of enterprises in all economic sec:ors~ 

(c) an introduction to marketing a.ad distribution procedures. 
44. Special artention should be given to developing progr:immes for preparing 

penonnel at all levels for the social services sector (e.g. communiry and 
family work, o.ursing aDd paramedic3.l occupations, nutrition and food 
technology, home economics and environmental improvement). Those pro
grammes should : 
(a) emphasize the reiatioo of t.bc special occupational field to raising 

standards of living in terms of food, clothing, housing, medic:ii services, 
the quality of family life or that of t.be environment as tile c:ue may be; 

(b) be well adapted to the special requirements of local conditions in par-
ticular those of climate a.ad geography, materials available and com
munity organization and social pane.ms. 

VI. Technical :md voc:uionai education as continuing educ:u:ioa 

45. The deve!opment and expansion of tecb.nic:i.l and vocational education a.s 
coctinuing education. both within a.ad outside the formal education system. 
and witb.m the framework of lifelong education, sbouid be a prioriry 
objective of all educ::itiooal strategies and broad provision should be made 
for allowing everyone, whatever the educational qualificJ.tioc.s achieved 
prior to employment. to continue both their professional a.o.d gcoeril 
education. 

46. In addition to perminmg adults to make up deficiencies in general education 
or professional qualifications, which has often been the only objective of 
continuing educ::ition, it should now : 
(a) offer possibilities of personal deveiopment and prof essionai advanc.:ment; 
(b) permit t.be updating :i.c.d refreshing of knowledge and practic::il abilities 

and skills in the occupacional fie!d; 
(c) enable the individual to adapt to technological changes in his oc:::.ipation 

or to enter another occupation if these changes render his ?artic:ufo.r job 
obsolete: 

(d) be availabie throughout working life without restriction of age. sex. 
prior education and tr.lining or position: 

(e) be broad in scope, including genera! education elements. a.nd oot simply 
spedaiized · traini~g for oce panicuiar job. 

~i. Tne appropriate authorities should be encouraged to provide tb.e basic 
conditions for tec.h.nic3.l and vocational education 3S continuing educ:icion, 
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including consideration of measures providing for paid educ:itional leave 
or ocher forms of f bancial aid . 

. ). The technical and vocational aspect of continuing education should actively 
be encouraged through such :neans as : 
(a) widespre:id dissemination of information concerning the programmes 

available, a.ad how one may take advantage of existing opportunities, 
including full use of mas.s media to this end; 

(b) recognition of successful completion of progr::i.mmes in terms of re
muneration and professional advancement . 

.t'. Those responsible for organizing programmes of continuing technical and 
vocational educ:i.tioo. recognized by the public authorities should consider 
the following forms : 
(a) courses given during working hours at the place of work; 
(b) fuller part-time courses especially designed for continuing education 

given in se-:ondary il.Ild tertiary i.cstirutions, already staffed a.ad equipped 
for technical and vocational education~ 

(c) evening a.ad week-end courses given in the above rypes of instirutioas 
or ill com.tnu:r:::dty centres; 

(d) correspondence cour-,.:,es; 
(e) courses given oa educational. teievisioc.; 
(f) periodic seminars; 
(g) inter-enterprise programmes; 
(h) informal discussion groups created and organized 011 i.he initiative of 

students. 
·o. The following forms of org3..tl.iz.3.tion of leave should be considered. : 

(a) day reic.ase: 
(b) block release of varying lengths; 
(c) release for one or more houn during the working day. 

'L Programmes of tech.c..ical and vocational education as continuing education 
should : 
(a) be designed and taught on the basis of the special requirements of :idults. 

and use teaching methods which take into account the expertise which 
they have already acquired; 

{b) contain a built-in mechanism for rapid adjustment to the needs of ?a.rd· 
cular individuals or groups and to tech.noiogica.I. cbange. 

·~. Special provision should be made for groups with panicuiar requirements : 
fa) in the case of women, b~:i.use of the necessity oi ;:ieriods of absence 

from the labour force imposed by maternity a.c.d f amlly rcspoosibilities. 
in order to enable them to update their bowledge and to improve their 
professional skills for re-entry into employment~ 

(b) to enable older workers to adapt to new occupations; 
(c) to provide foreign workers and bandic:apped workers with specific faci· 

lities for pre-\raining to enabie them to adapt to a. :raining progr:unme 
or. to working life: 

(d) rhe resources of continuing ~duc:icion should be 1Jsed to offer unskilled 
il.Ild sem.i·ski11ed workers the opportunity to improve their qualifications. 

53. Particular attention should be paid to t.b.e development of coatinuing edu
cation programmes suitable in rural areas in terms of ~ontent. pb.ysic:i.l 
location and time of year offered. 
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VU. Guidance 

54. Guidance should be viewed as a continuous process and a vital element Ln educ:ition, directed to aiding all to make positive educationai and occupational choices. It should ensure that the individual be provided with the oecessary prerequisites : 
(a) to become aware of his interests and abilities and able to set himself precise objectives; 
(b) to pursue a course of education, whether ?reparatory or continuing, commensurate with these; 
(c) to make decisions concerning his oc:::upation, both in the initial and later stag~, which lead to a satisfymg career; (d) to facilitate transitions between education and employment at whatever level or stage. 

5 S. Guidance services on the national, local and institutional levels should ensure that the paths are kept open between education and initial training and employment, and employment and continuing education and training through: 
(a) c!ose liaison a.cd co-ordination with training, counselling, employment and place:nent services; 
(b) ensuring that ail necessary information concerning employment and career opportunities is available and :ictive!y disseminated; (c) ensuring that those in employme:lt have ac:ess co informatioo concerning opportunities in coocinuing education md training. 56. ~rule emphasizing the Deeds of the individual, guidance for young people should be accompanied by i.oiormation which gives them a realistic vie-N of the opporrunities available in a given occupational cluster, including information regarding probable deveiopmentS in the market and in empioyment strucrures, and what may be expected in terms of remuneration, career advancc:ne::n and possibilities for oc:::upatioaal c!lange. 57. ?articular ane::ition should be g:ive::i to guidance for girls and women : (a) this guidance shoqlc'. cover the same bread range of education. training and employment opporrunities as for boys a.Dd men; (b) it should systematically encourage girls and women to take advantage cf the opportunities avaiiabie to them. 58. Guidance given in the technical and vocational aspects of general. education during the observation or orientation cycle of secondary schooling shouid : (a) cover a bread range of oc::upations with suppleme:miry visits to work p!ac:s and acquaint the student with the eventual c.ecessity of choosing an oc:::upation and the importance of this cboice being as rationai as possible~ 

(b) aid stude::ics in making a positive choice ::oncerning educ:itiona! stre3ms or options for rhosc wishing :o pursue tec:mical and vocational · educ~tion as preparation 'for an oc::':.lpatiocal field or training progr::unmes outside the educational system. aod aid those not continuing their formai :ducation or entering training to find employment, whiie e::iccuraging the..."n to continue their education at a later date. 59. Guidance in tec:tDical and vocational education lS prcp:ira.:ion for an oc::u-parional fi~!d should : · 
(a) inform the student of the various possibilities open in the particular field 
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of interest. the educational background required aod ~he possibilities for 
later cootinuiog education available; 

(b) encourage tbe student to choose an educational programme which will 
limit his ~ater employment options as little as possible; 

(c) follow the progress of the student during tbe educational programmes; 
(d) supplement the later stages of the programmes by short periods of work 

experience Jlld study of real work situations. 
~o. Guidance in technical and vocational education as continuing education 

should: 
(a} heip the employed adult choose the programme of conti.oui.c.g education 

most suited to bis needs; 
{b) enable him co place himself in relation to the various levels of study and 

afford him the me.'l.D.S of making effective choices. 
51. Guidance should be g:iven on the basis of: 

(a) k.now!edge of the individual which takes account of the social and 
family factors influencing b..is attitudes and expectations; 

(b) information obtained from objective evaluation of the results of testing 
including aptitude tests; 

(c) knowledge of his educ3tional achievements and/ or achievements in 
employment: 

(d) knowledge of employment and career opporrunities as well as job 
satisfaction in the occupar!ooal sector in which he is interested or 
engaged and of demands made; 

. (e) medic:ii records indicati.D.g whether the srudent i:s physically abie to 
pursue a given occupation. 

51. T.ae effectiveness of guidance services should conti:o.ually be :i.ssessed and 
statistics kept on both the national and instirutioaal levels through : 
(a) tbe keeping of cumulative records conc:rn.ing the education of the 

students as well as follow .. up records concerning bis empioyme.o.t; 
(b) a built-in system of evaluation of both quality of staff performan~ a.cd 

the methods used in order to etf ecr. change or improvement where 
needed. 

V1II.. The teaching and 1e:uuing processes : methods :ind materials 

S3. In all aspects of tec.b.nical and voc:uiooai education, tbe :nethodciogy of -
lc3.Illing shouid assume equal Lmpcrtanc: in the teac.bi.c.g and !earn.ing 
proc:ss with the subject·maner itself. A.il aspel:ts of te-::hn.ical and voc3.tioaal 
education should be oriented to tbe .oeed.s of tbe learner and directed to 
motivating him. and methods and materials developed ac::ordingly. 

54. Tneory and practice should form an integrated wl:tote : what is learned in 
the laboratory, workshop or in enterprises should be dire-:dy related to the 
mathematical and scientitic foundations of tb.e partic-:Jlar operation or 
process, and conversely, technical theory, as well as the mathematics J.nd 
sdence sustaining it. shouid be illusrrated through their pradc:i! applications. 

55. Fu!l :.ise should be made of the resources provided by educational · tecb..Do- ,_ 
logy, with spedal emphasis on the methods and materials of seif-educatioo. 
in panicular audio-visual aids. including multi-media systems. prog:rammed 
instruction and the use of mass media. 

56. T.ae methods and materials used in te-:b.nic:il and voca.tiooal educ.:ition 
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should be carefuily :idapted to the group to be taught. In th.is respect 
(a) where the language of instruction differs from the native lanf 

teaching materials should make maximum use of numerical and ~ 
ical representation, written material being kept to a minimum: 

(b) where materials developed in ooe country are adapted for u 
another, this adaptation should be carefully made with due rega 
local factors. 

67. Machines and equipme::it used in workshops in educational instir 
should be geared to the levei and training of th~ users. This equi1 
should be simple and designed esp~ially for pedagogical purposes w 
however being obsolete or teaching obsolete procedures. Training 
complex equipment may be given more appropriately and efficiently 
job. 

Evaluation 

68. Evaluation should be an integral part of the teaco.mg and learning f 
in technical and vocational education, and its major function shoL 
the development of the panicular individual in accordance witb hls ic.1 
and capacities. 

69. Although standards of performance should be upbeld. evaluation c 
student's work should be inade on a total basis considering among · 
his class participation, his interest and attitude, his relative pre 
allowanc: being made for his lptitudes, and examinations and other 

iO. Students should participate in tbe evaluation of their owu progres. 
the evaluation of student work should bave a system of feedback 
into it so that learning problems and their causes may be identified and 
taken to correct them. 

i1. Continuous evaluation of the teaching process should be made by 
teachers and their supervisors. with the participation of students as w 

order to determine the effectiveness of the methods and materials 
and to devise alternatives should the need arise. Continuous evaltJati 
the teaching-learning process should be undertaken witb the partici· 
of representatives from the oc:uparional fields concerned. 

IX. Staif 

i2. To enhance the achieverne::it of the objectives of techoic:i.l and voe:: 
education. a ?rioriry should ~e given to the recr..iitment and ?reparari 
adequate cumbers of weil-qualified and competent te:ichers, ldministJ 
and guidance staff and to the provision of the necessary tr.ii.Ding and 
facilities to enable them to function effectively in their profession. 

73. The emoluments and conditions of service which are offe:-ed should co1 
favourably with those enjoyed by penons with similar qualificatior 
~perienc= in other oc:upational sectors. In panicular, promotions. s; 
and pension scales for technical ind vocational education staff shouic 
into account any relevant experienc= acquired in e:npioyment outsic 
educational sector. 
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Teaching ;raff 

74. All teachers in technical and vocational education, inciudiog those who teach only practice, should be considered an iotegral part of the teaching profession and as such should be recognized as having the same status as their colleagues in other fields. In this regard : (a) the Recommendation concerning the Status of Teachers adopted by the Special Intergovernmental Conference on the Status of Teachers on 5 October 1966 is applicable to them especially as regards the provisions concerning preparation for a profession and continuing education; emoloyment a.od cucer~ the rights and responsibilities of teachers; conditions for effective teaching and le:l!'Iling; teachers' salaries; social security; (b) arbitrary distinctions between teachers employed by various types of educational institutions, e.g. specialized technical and voc:itiooal institutions and general education institutions, should be eliminated. 7S. Teachers involved in any aspect of technical and vocational educarioa. whether on a full-time or part-time basis, should posses tb.e personal. ethical, professional and teaching qualities essential for the accomplishment of their work. 
i6. Teachers of technical and vocational aspects in gener:i.1 educ3tion s.hould : (a) be familiar with a broad range of specialities: (b) develop the ability to relate these to each other as well as to the larger social, economic and historical and cultural context: (c) where this aspect of technical and vocatiooal education serv'!S primarily an occupation or educational orientation function, be able to give guidance. 

77. Cocsidering technical and vocational educatioc as prcpar3tion for an oc:upational fiel~ teachers ill this area should have special qualific:itioas depe::iding on the oc:upation for which they are preparing students : (a) iI the occupational field requires primarily practic3l skills the teacher should himseif have long employment experie:Jce in the exercise of these skills; 
4 

(b) if students are to be prepared for technician or middle manag~ment positions, te:ichers should have a thorough. knowledge, preferably acquired through appropriate prac:ical experience, of the special requirements of this type of position~ 
(c) if the occupational field requires research and theoretical Jnalysis, e.g. an engineering field, the te:icher should have a university education lnd be actively engaged in research himself. i8. Considering technical and vocational education 3.S continuiDg education. teachers in this area should. io addition to the special ?reparation for teaching adults, have a.o adequate k..'"lowledge of the working environment of their studenu and have specialized knowiedge and skills in their teaching fie!d. 

79. S".1Cilled professionals employed in appropriate sectors outside education should be invited to teach. at suitable points in tecb.nical and voc:itional cduc~tion, certain progr::immes in schools. tinivcrsities or ocher educ:itional instirutiocs in order to link the woriq of work more c!ose!y to the c!assroom. 80. Teachers of. general .subjects in i:i:mit"..itioos which offer tec.hoical .ind voc:itional education, in addition ro ·che usual qualific.ltion, both professional 
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and in their teaching field, should receive a. special initiation coi 
the objectives :i.nd requirements of technical and vocational educati 

81. Preparation for technical and vo~atiocal teaching should be given as a 
programme, thereby requiring completion of secondary educatior 
equivalent for entrance. A.11 types of programme should be desigr 
the following objectives in mind : 
(a) to maintain standards of education and professional prepar: 

vigour for the teaching profession as a whole and to contributj 
raising of these over·all standards: 

(b) to develop in the future teacher the lbility to te:ich both theom 
the practical aspects of his field: 

(c) to ensure that the teacher will be qualified, with minimum 
training, to teach other groups than those for which he was 
initially. 

82. Varied and flexible programmes, full time aod part time, adapt:e 
special requirements of a wide variery of recruitment sources as 
to those of the field to be taught and the group or groups to !: 
should be a vailab{e. 

83. In those cases where it is difficult for intending technical and v, 

teachers to acquire employment experience. considerarioo should l 
to creating unics, attached to teacher-training iostirutions. for the pr 
of equipment and t~ching materials for the schools in which i 
teaching staff wouid be required to work for varying lengths o[ ti 

84. The professional preparation of all technical 3.lld vocacfona.l teacher 
include the following elements : . 
(a) educational theory both in general and as especially applying 

nical and vocational education; 
(b) educational psychology a.od sociology as it especially appiie~ 

group or groups for which the future teac!ler will be respoosi 
(c) special teaching methods appropriate to the field of tech.o. 

vocacio'Oal · education for which the future teacher is preparing 
groups to be taught, in methods of e'laluation of student work 
classroom management; 

(d) training in the choice :i.nd use of the whole range of modern 
techniques and aids presupposing the use of up·to-dare me!.1:: 
materials in the programme of professional preparation itself; 

(e) training in how to create and produce appropriate te!lching mat 

sp_ecial importance in these cases where technical and vocation 
rials are in short supply; 

(f) a period of supervised practice teaching e~pe:ience before app 
to a teaching post: 

(g) an introduction to educational and occ'Jpation:al guidanc: 
as well as to educ:itional admioistr:ition~ 

(h) a thorough grounding in safety and emphasis en the ibiliry 
safe working practice and habitually to se~ a good working 

8.5. Staif respoc.sibie for the preparation of technicai md vocational 
shouid have obtained the highest quaiific:itions possible in tbeir fi. 
(a) teac!Jer-educ=itors responsible for special technical and voc:i.tior 

should have qualifications in their field equiv:iie:it to those .J 

subjects staff in other institutions and programmes of higher e: 
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including advanced degrees and employment e:tperience in a related 

occupational fields; 
(b) teacher-educators responsible for the pedagogical aspect of teacher pre· 

paration should themselves be experienced teachers in technical and 

vocational education! and should possess the highest qualifications in a 

specialized fieid of education. 
86. St:iff respocsible for the preparation of technical a.nd vocational teachers 

should be actively engaged in research in their field and provision should· be 

made for this in terms of a reasonable teaching load and access to a.pproprhue 

facilities. 
87. Teaching staff should be encouraged to continue their education~ whatever 

the field i:c. which they specialize. and should have the necessary means 

to do so. This continuing education which should be made available in a 

wide range of facilities, should include : 

(a) periodic review and updating of knowledge and skills in the special field; 

(b) periodic updating of professional skills and kD.ow!edge; 
(c} periodic work in t.be occupational sector relating to tbe special field. 

88. Account should be ta.ken of a teacher's achievements in continuing education 

when the responsible authorities consider questions of promocion, seniority 

and status concerning him. 

Administrative and guidance staff 

89. Administrative responsibilities for technical and voc:itiooal :duc:ition pro.. 

grammes should be enausted to persons with the following qualifications : 

(a) teaching e:t.perie:ice io. a field of technical and vocational education~ 

(b) proficiency acquired through srudy and employment e=cperience in one 

of the fields taught in t.be program.me~ 
(c} a broad vision of tecb..ctica.1 and vocational educ:ition is a whole a.c.d of 

the interrelation of the various aspe~i.S; 

(d) a knowledge of administrative techniques. 

90. The heads of establishments in technical and vocational :duc:ition should 

receive adequate administrative assist.3.Dce so that they C.il.D. devote most of 

their time to the highly important educ:itional .md scientific a.spec:s of 

their work. Technical and vocational education estaoiishmenc.s should have 

sufficie!lt staff to provide t.be following services : 

(a) advice and guidance for candidates :i..o.d students: 

(b) the preparation, supervision lnd co-crdinatioa of all pr:ictic:il work and 

experiments; 
(c) tbe maintenance of io.s1:rJ.m.e:its. ilppar:irus · :l.lld tools in workshops and 

laboratories; 
91. Administr~tors should keep up to date with new ::i.dmic.istrative techniques 

and trends through programmes of continuing educ:ition. Prospc::ctive ad· 

ministrators should receive special training in methods and ;>roblems involved 

in the task. This preparation should include : 

(a) management methods appropriate to educ:itional ldminis:r:itioc: 

(b) methods of llloc:ition of available resources given the objectives of ~he 

various programmes for which they will be rtsponsibie~ 

(c) planning methods. 
92. Guidance staif should. rec:ive special. ;;m:paration :or their tasks whether 
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they are specialists or are teachers serving also as guidance staff. 

preparation should be equipped to make objective 11SSessments of apt 

interest and motivation and to have at hand up-to-date information 

cerning career and education opportunities. During this preparation 

should acquire a direct knowledge of the economy and the world of 

through systematically organized visits to enterprises and periods of 

spent in enterprises. Guidance staff should be required and provided 

facilities - inciuding the opportunity for practical experience - to ke 

with new methods of guidance and information a! to new or ch 

educational training and employment opportunities. 

X. International co-operation 

93. Member States should give priority to international co-operation iil tb 

of technical and vocational education. 

(a) Tnis co-operation, whether in the framework of bilateral or muit 

agreements, or through international organizations, should be d 

to improving the quality of tecbnic:tl and vocational educ:itic 

developing and expandiog it where necessary. 

(b) Every effort should be mad.e to co-ordinate within any g:iven c 

the international assistance activities in tbe field of technical anc 

tional education. 

94. Member States should take special me~ures to provide foreign 

particular migrants and refugees) and rheir children living withi 

territory with technical and vocational education. Such measures 

take into account the special needs of such persons in the host cou 

wen as in view of their possible return to their country. 

9S. Provision should be made at national, regional and international le· 

the regul:i.r exchange of informa~io~ documentation, and mate. 

international interest obta.i.oed from research a.nd development effort 

leveis concerning technical and vocational education. in panicul 

(a) publications concerning, among others, comparative education. 

logical and pedagogic:U pro.blems affecting general and tecr...oJ 

voc~tiooal education. and current trends; 

(b) information and docmneDtation -:onc:rniog curriculum deve 

methods and materials, study opportunities abroad, empioymen 

tunities including manpower requirements, working conditions ai 

benefits; 
(c) teaching materials md social benefits; 

(d) mass media programmes of an informational or pedagogic.ll char: 

96. Regional co-operation among countries having a common cuirur:il 

and facing common proble:ns in the development or ~"'ttensioc. of 

and vocational education should be highly encouraged throug! 

(a) periodic meetings on the ministerial level and the esublishm 
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standing committee or organi.ution to review policies EormuJ 

action.s takeD; 

(b) the creation of joint facilities for higher level :ese:irc:h. the de~ 

of prototype materials and equipmeDt, and the preparation of 

the training of teachers where tbe costs of such facilities :ire 

to be sustained by any one country in a given region. 
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97. The development of both written and audio-visual teacrung and learning 
materials which are suitable for internatiooal or regional use should be 
considered a priority area in international co-operation. These materials 
should contribute to the progressive establishment of common standards for 
prof e~iocal qualifications acquired through technical and vocational 
education. 

98. Member States should e.ocourage the creation of 3. climate of opinion 
favourable to international co-operation in the field of technical and voc~
tional education th.rough : 
(a) teacher and student fellowships and exchanges; 
\b) establisb..ment of sustained contacts bet'N~n similar institutions in 

different countries; . 
(c) provision of employment experience lbroad, particularly when oppor

tunities at home are limited. 
99. To facilitate international co-operation, Member States should apply within 

technical and vocational education internationally recommended standards 
and norms relating in particular to : 
(a) system of measure; 
(b) scientific and technical symbols; 
(c) occupational qualifications; 
(d) information processing; 
(e) equivalencies of qualifications acquired through technical and vocational 

education implying standardization of curricula and testing, including 
aptitude tesrs. for some technical fields: 

(f) safety and security through testing of materials and products. 
l 00. Internationally recommended standards and norms co.nceming technical 

and vocational education should be continuously evaluated through sustaiD.ed 
research concerning the e!iective::iess of their application in the various 
countries especially in order to facilitate the establishme.ot of equivalence 
of qualific:itions a.nd free movement of individuals bet'-Neen the different 
national syste:n.s of education. 
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SUMMING UP 

Human capita~ tbeqry is sufficiently robust. to gauge par~1ctJlar improve
ments in populatiOfl ·quality. Many low-income countries .. h!tve during .the 
past two or three decades made large investments in various stocks of 
capital that are embodied in people. The growth in the stock of health 
capital is more impressive. The improvement in health that accounts for 
the 40 percent and more increase in life span is an unprecedented achieve
ment. People of all ages throughout the population have participated in 
this achievement. Child quality has risen. When account is taken of large 
increases in schooling per pupil along with the gains in health, the quality 
of school-age children and young adults is clearly much better than it was 
for the same age class some decades ago. The effects of the additional 
schooling and of the improvements in health on labor productivity have 
been favorable. The supply of entrepreneurship throughout the economy 
has in~reased considerably; people arc taking more effective advantage of 
the new economic opportunities associated with modernization. Annual 
savings have also been enhanced substantially hy the investment in human 
capital. 

As noted elsewhere. in a society where life is short, labor earns a 
pittance; work is hard and life is harsh. ~-1 Vitality is low, illiteracy abounds, 
and people languish. A turn to a better future comes when the span of life 
increases. Incentives become worthwhile; to invest in more schooling and 
the time spent at work becomes more productive. Invcstmenc in human 
capital and the resulting improvements in population quality matter. 
"Standing room only" be~o1T~es a myth. 

24. Ram and Schultz, "Life Span, Health, Savings, and Productivity." 
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The· Qua}.ity of Population in Developifig Countries, 
with Particular Reference to 
Education and Training 

MARK BLAUG 

INTRODUCTION 

THE "QUALITY" OF POPULATION in a country is usually taken to mean 
its state of health, its nutritional standards, and the level of its skiJls and 
competencies. The problem of health and nutrition in developing countries 
is a vast subject in its own right. The subjects of concern in this essay are 
those population qualities that can be improved by formal and non-formal 
education and training programs. Much has been achieved in this regard 
in Asia, Africa and Latin America over the last two or three decades, and 
yet educational and training issues in the three continents of the Third 
World continue to be matters of profound controversy. The aim here is a 
twofold one: to sum up the accomplishments to dale and to convey the 
flavor of current debates. There is in fact a widespread sense throughout 
the Third World that something has gone wrong of late with development 
policies in general, and with educational and training policies in particular. 
Indeed, to any economist who, like the writer. has long been concerned 
with questions of educational planning in developing countries, the intel
lectual landscape has recently undergone an amazing sea change. 

Jn the 1950s and 1960s, economists were thick on the ground in 
every ministry or education in every capital city of the less developed 
countries ( LDCs). 'Those were the days when all indications pointed toward 
the rapid expansion of educational systems at all levels and when econ
omists were welcomed for producing new arguments to support an educa
tional inflation that was desired anyway on political grounds. What did it 
matter that manpower forecasting was crude and that cost-benefit analysis 
was based on rather implausible assumptions, \Vhcn in fact they led to 
answers that called for still more education? No one likes to look a gift 
hnrse in the mouth, and politicians are always thankful for all the help they 
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can get. Economists who still remember those days have reason to look 
back at them with nostalgia. 

To be an economist interested in education in the 1970s is not quite 
so easy. The. s~reets ~f Cal~utta, Karachi, Cairo, Accr:fJ, Bogota and Buenos 
Aires are fi(letl with unemployed university gradnates, even as the civil 
services in these countries are overstocked with graduates. In Africa, the 
so-called school leaver problem, which only ten years ago referred exclu
sively to unemployed leavers from primary schools, now designates the 
unemployed products of secondary as well as primary schools. In the 
famous Addis Ababa Conference of 1961, African minist~rs of education 
looked forward confidently to universal primary education by 1980. 
Nineteen hundred and eighty is only one year away and yet in more than 
half of the 46 countries in tropical Africa, it is now perfectly obvious that 
universal primary education will not be achieved even by the year 2000. 
Everywhere there is deep dissatisfaction with the quality of education
the curriculum, the examination system, the standards of teacher training, 
and so on. There must be something wrong with an educational system, it 
is ~rgued, that encourages students to gear all their efforts to the passing 
of examinations, leading to the next cycle of education and still more 
examinations, for the sole purpose of gaining entry into wage employment 
in the modem sector of the economy when so many of them clearly neve·r 
will achieve this goal. Ivan Illich's books appear to be addressed to 
audiences in advanced countries, and yet his thoroughly subversive idea of 
deschooling has not fallen entirely on deaf ears even in developing coun
tries. The new American theories of screening, namely, that educational 
certificates serve no other function than to discriminate between individuals 
in terms of achievement drive, adds strength to the impact of Illich's writ
ings. The "diploma disease" may be a worldwide phenomenon, 1 but, surely, 
it is Third World countries that are really obsessed by "credentialism." 

The new circumstances of the 1970s have produced new priorities in 
educational planning. No longer are ministries of education solely pre
occupied with the building of more schools to accommodate ever larger 
enrollments, and with the expansion of teacher training facilities to equip 
tl1e new schools with more teachers. Nowadays, educational plans in the 

· Third World consist largely of ambitious schemes to (I) introduce work 
·experience into the primary school curriculum, (2) to integrate adults with 
children in a more flexible system of first-stage education, (3) to voca
tionalizc the curriculum of secondary schools, ( 4) to introduce a manda
'tory. period of labor market experience between secondary and higher 

1. R. Dore, The Diploma Disease. Education, Qualific.itions arid /Jei·dopmn1t 
\London: Allen <.rnd lJnwin, 1976). 

education, and ( 5) to recruit the dropouts of the educational system into a 
national youth employment service. Everywhere there is an inlcresl in re
forming the examination system so as to minimize the testing of academic 
achievement and to maximize the testing of natural aptitudes that cannot 
be ilcqtiired by rote learning. Some cciuntrfos ha.ye begun to introduce 
geographical quotas as a basis for educationai ·selection, and there is even 
talk of imitating the Chinese by using social quotas in terms of family 
background. If the slogans of the J 960s were "universal primary educa
tion," "manpower planning," and "investment in human capital," the 
slogans of the 1970s are ''basic education," "earning while learning," "life
long education," and "aptitude testing instead of examinations." 

In such an atmosphere, the arguments of economists appear to be 
both unnecessary and irrelevent. Nevertheless, economists still have valu
able lessons to impart to educational planners in developing countries. No 
doubt many of these lessons will be harder to teach than the old ones, 
more easily resisted than the lessons of yesterday, and more politically 
dangerous to implement than the recommendations of ten years agl>. 
economists have insights they can bring to bear on the outstanding issues 
in the field of education and training that are easily missed by nonccon
omists. In that sense, economists still have a contribution to make to ed
ucational planning in poor countries. 

EDUCATION ANO ECONOMIC DEVELOPMENT 

,,-- It is useful to think of educational planning as consisting of a definite 

hierarchy of decisions: 

1. How much of the total resources of an economy should be de-
. voted to education and training? 
l 2. How much shoulu be spent by government, relying on private 

i 
' .. 
I » 
~ 

l. 
' 

finance to fill out the rest? 
3. How should public expenditures on education and training be 

divided between formal education provided by educational institu
tions and nonformal training provided by industry and variou'> 
government agencies (subsidies for on-the-job training, off-the-job 
training, adult education, literacy campaigns, agricultural exten-

4. 

5. 

sion, and so on ) ? 
I-low should public expenditures on formal cducntinn be di\·idcd 
among the different levels of the educational sy~tcm? 
! low ·.;lwuld thc"c in turn be dividctl among tile in~titutions com
pri::iing a kvd of t.:ducation? 
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( 011\idl·r nnw th1.: ilr-.,t two ur the items in the liq. Clearly. if these 

iwu decisions arl· made irraLinnally. all sub . ..;l·qucnt dcci.:·do11" in the list 

m11st be s11hnpti111al. N1.)W what can the t:conomi:..t ~ay ahout these two 

overall planning decisions? Very little, if the truth be tolJ. No doubt 

there is a positivG n..:lc1rio11ship bet ween the \ l)lume of education and train

i11g provided, on the one hand, and the level and rate of growth of national 

income, on the other. But such general knowledge is of little use to a par

ticular government interested in accelerating the pace of economic develop

ment. After two decades of intensive research on the association between 

education and national income around the workl, little more can be said 

than that a 10 percent rate of enrollment in primary schools and a 40 

pl;rcent literacy rate is a necessary but, alas, not a sufllcient condition for 

rapid economic advance.:! It is, in fact, easier to show that nations are 

better educated becaus~ they arc rich than that they are rich because they 

arc better educated. Even at lhe level of a given occupational category 

within a given industry, no universal relationship cnn be laid down be

tween the cducali1)n of workers and the output of the prc.ductive processes 

in which they particip::ite. Countries progress along a variety of manpower 

growth paths, and the range of alternatives is almost as wide as the range of 

their living standards. Differences in social attitudes -and in political 

systems, not to mention the costs and finance of educational systems, widen 

the range even further. In short, what is learned from international com

parisons is that nothing is learned from intcnrntional comparisons. 

Even if the first item on lhc list of decisions is taken for granted, the 

...;ccond item would itself raise insuperable problems. If the general principle 

is accepted that there can be no economic justification for devoting more 

resources to any parlicular usc--and thus less to all others-unless this 

results in greater measurable economic benefits per unit of costs, cost

bcnefit analysis of each and every area of government activity clearly 

cannot be carried out so as to equalize cost-benefit ratios jn all lines of 

public expenditure. The notion that educational planning cannot be done 

lllltil the problems of the economics of, for example, health, housing and 

soci:il insurance arc solved is a counsel of despair. Besides, experts in the 

othi:r social services arc likewise waiting for educational planners lo sol\'c 

their problems so they can in turn determine the oplimum level of cx

penJiturc in such areas as health and housing. 

Like it or not, thacfore, scholars seem doomc<l to analyzing allocative 

clllcic11cy in the field of education and training at a suboptimal level. The 

constraint within which operntions~.are possible-total public expenditures 

2. M. Blaug, A t1 Introduction lo Ilse Economics of Education (London: Pen
guin, 1970), chup. 3. 
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on cduc;iti()n-·is d~termincd by a political procC!"'i I hal is only vaguely 

connected with any objccti\c;.. that might be d,.::~cribcd a~ economic Thus. 

cfkctivc educational planning begins not with item I or 2, hut with item 

3 in the preceding list. 

THE OPTIMUM SHAPE OF TllE EDUCATIONAL PYRAI\IID 

A broad historical look at some of the most prominent advanced countrl~s · 

that fifty or sixty years ago were underdeveloped-say, Japan and the 

Soviet Union-will reveal the following pattern. TI1e typical picture of the 

expansion of schooling-in the case of Japan since about 1890, and in the 

case of the Soviet Union since the October I 917 Revolution-illustrates a 

policy of first attaining universal primary education while holding back 

secondary and higher education. Then, having almost reached universal 

primary education-in Japan around J 912, and in Russia around 1930-a 

more generous attitude was taken toward secondary education, while 

higher education was still kept tightly under control. Only when secondary 

education had become almost universal in these countries-in the case of 

Japan about 1930, and in the case of the Soviet Union about 19"50-was 

higher education allowed to expand. 3 This classic pattern of allowing the 

• educational pyramid to grow at the base and only thereafter allowing it to 

grow in the middle and at the apex has been completely reversed in the 

recent experiences of the Third World. Ever since 1950, in practically all of 

the hundred or so developing countries in the world, secondary education 

and higher education have grown faster than primary education both in 

terms of enrollments and in terms of educational expenditures. Or, to 

express the same thought in other words: secondary and particularly higher 

educated manpower has been overproduced in most of Africa, Asia and 

Latin America beyond all possible hopes of absorption into gainful em

ployment, whatever the feasible rates of future economic growth in these 

countries. Therefore, the first priority in educational planning in the Third 

World is to reduce somehow the rates of growth of secondary and higher 

education, shifting resources from the upper to the lower levels of the 

educational system. 

3. For Japan, see R. P. Dore, .. Education in Japan's Growth," Pacific .Affairs 

14 (Spring 1964); and \V. E. LockWpod. "Employment. Technology and Education 

in A~fa." Malayan Economic Review 16 (2) (October 1971) :21. For the USSR. see 

N. De Wilt. Education and Professional Employment in the USSR (-Washinglo~. 
D.C.: USGPO, 1961), pp. 37, 130-39, 439-41, 449; and K. Nozhko et al., Education 

Planning in the USSR (Paris: UNESCO-HEP, 1968), pp. 21, 26. 
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\Vh:tl is the , vidL·11c-e for such a bold a1;.sertion'! It i;; evidence of three kinds. Fin;lly. there is titc evidence of gruwing {lp~·n unemployment of 
and higher educated rndivi<luals throughout Asia, Africa, and Latin America, which is further L'.Onsidercd below. Secondly, there is the fact thnt forecasts of mt.1npowcr requirements in Third World countries incrc:isingly predict middle-level and higher-level manpower surpluses rather th~n shortages in the decade to come:' Thirdly, there is evidence that the social rate of return on investment in education is almost always lower in secondary and higher education than in primary education.5 

One may quarrel about the reliability of unemployment statistics in developing countries. One may dismiss the technique of manpower forecasting as little more than guesswork dressed up in numbers. One may likewise throw doubt on rate-of-return analysis for relying too much on monetary earnings as a measure of the economic contribution of education. And one may also point to certain countries, such as Burma, Mali, Botswana, Bolivia, and Ecuador, that continue to face serious shortages of middle-level and particularly higher-level manpower. But by and large in the three continents with most of the less developed nations, it is true to say that all indications point toward the past overexpansion of the upper levels of the educational system and a concomitant underinvestment in the lower levels. Even if only the planning targets of these countries themselves are considered, the point would still remain valid. For example, primary enrollments in Africa were in l 977 well below the Addis Ababa targets set in 1962, whereas enrollments in secondary and tertiary education were well above the original planned targets. Most of the overexpansion in higher education in Africa has so far been disguised by ovcrernployment of university graduates in the public sector/; in consequence of which, overexpansion of education in Africa has only shown up dramatically to date in the form of open unemployment among secondary school leavers. But now that many African governments are beginning to be unwilling to absorb university grnduates in the civil service, owing to increasing fiscal pressures, 

4. See D. Turnham, The Employment Problems in Less Developed Countries. A Review of tlze fa•idence (Paris: OECD, Development Centre Studies, Employment Serks I, 1971), pp. 119-20; ILO. Growth, Employment and Equity. A Development Plan for Sudan (Geneva: ILO, 1976), pp. 403-406 (referred to hereafter as the lLO Sudan Report). 
5. See G. Psacharopoulos, Returns to Education. An International Comparisqn (Amsterdam: Elsevier, t 973 ), ch. 4; H. H. Thias and M. Carnoy, Cost-Benefit Anal- · ysis in Education. A Case Study·-:0/ Kenya (Baltimore: John Hopkins Univcrsi{y· Press. 1972), pp. 93-94, 128-32; ~nd ILO Sudan Development Plan, pp. 406-408. 
6. Egypt's policy of guaranle~u· employment for university graduates bu for long been the most striking example of this tendency in Africa. But the Sudan is another example: see ILO Sudan Development Plan, pp. 11.S-16. 
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we can expect to sec Africa following Asia in massive open unemployment 
uf university graduates. 

NATURE AND l\fAGNJTlJDE 01;- EDUCATED UNEMPLOYMENT 

Educated unernpJoyment, and particuJarly graduate unemployment, has slowly emerged as the major educational problem of LDCs in the 1970s: To convey the magnitude of the problem, the facts for a few Asian and· African countries will be briefly surveyed. The term "educated unemployment" refers in each case to open unemployment among those who at least completed a given level of education, but the particular level will vary from country to country: for example, in India it refers to "matriculates" and college graduates; in Bangladesh it refers to all those with a secondary school certificate or above~ in Sri Lanka it refers to those with 0-levels and above; and throughout Africa it generally refers to those who have at 
least comp1eted primary education. 

The best data on educated unemployment in the Asian continent are found in India. The Expert Committee on Unemployment Estimates, better known as the Dantwala Committee, devoted several pages to a review of the Indian evidence on educated unemployment; 1969 saw the publication of an entire book on the subject, and more recent figures are given in a -special enumeration of the 1971 Census of Population. 
7 

Recent data on educated unemployment in Sri Lanka are found in the country mission report of the International Labour Organization (ILO) World Employment Programme,8 and there is some partial evidence for Bangladesh in 
recent years.9 

7. Report of the Committee of Erperl.r on Unemployment Estimates (Delhi: Planning Commission, Government of India, 1970), pp. 149-51 (referred to hereafter as the Dantwala Committee Report); M. Blaug, R. Layard, and M. Woodhall, The Causes of Graduate Unemployment in India (London: Allen Lane, Penguin, I 969); Ministry of Labour and Rehabilitation, Department of Labour and Employment, Report of the Committee on Unemployment (Delhi: Government of India, 1973). app. 15, 16 (referred to hereafter as the Bhagvati Committee Report); and K. V. E. Prasad, "Education and Unemployment of Professional Manpower in India,'' Zakir Husain Centre for Educational Studies, Jawaharlal Nehru University, 
New Delhi, 1977. 

8. ILO, Matching Employ11,iet1t Opportunities and Erpectations. A Programme of Action for Ceylon (Genevfi:·n~O. 1971) (referred to here.after as the. ILO Sri Lanka Report). See also P. i. ·Richards, Employment a11d U11employme1Wir; Ceylon (Paris: OECD, Employment Series. 3, 1971 ). • 9. See A. Josefowicz, Unemployment Among tlie Educ<Jted Youih (Karachi: Planning Commission. Government of Pakistan, 1970). See also M. Obaidullah. A Study of Employment Survey of Graduates (Dacca: Institute of Statistical Re-
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In all developing countries, it appears to be true that uuempJoymcnt 

is higher among educated groups than among illiterates and higher at the 

middle J...:-vcJs uf the educational system than at the lower or upper ends. 

These characteristics also obtain in lndia. 10 Likewise, the incidence of 

educated unemployment the world over is heaviest among the younger age 

groups, and again this characteristic is found in India. 11 A much more 

controversial but nevertheless general feature of educated unemployment 

in developing countries is its c<;mcentration among first job seekers. The 

rate of open unemployment among the educated is high because so many 

of them take from 6 to 12 to 24 months to find their first job; the rate of 

unemployment among those who have worked before is in fact trivial. 

BJaug, Lnyard and Woodha!I estimated the "waiting period" after gradua

tion of an average matriculate in 196 7 at 18 months, and that of an average 

university graduate at 6 months, a finding which has been endorsed by 

the Dantwala Committee. 1
:i This may be contrasted with an average waiting 

period of 3-4 weeks for university graduates in countries like ihe U.S. 
and U.K. 

Since then, a special enumeration of the I 971 Census sho\vs that the 

average "waiting period" of first degree holders in J 97 I had crept up to 

J 2. 7 months for males and 14.2 months for females; among male master's 

degree holders, it was even higher than that, namely, 13.1 months, and 

even amLmg Ph. D.s it was as high as 12 months. u Since some graduates, 

particularly those with first class degrees, get a job immediately after leav

ing co!Jege, au average waiting period of 12 months implies that I 0-20 

percent of all graduates actually search for work over a period as long as 

4-5 years. Lest it be thought that such long waiting periods are mostly due 

to the large proportion of graduates with ''general" degrees in liberal 

studies, it should be noted that the average waiting period for graduate 

civil engineers in 1971 was 11 .4 months; likewise, for master's and doc

toral degree holders in physics it was as high as 13 and 11.6 months 

search and Training, University of Dacc:i, 1971 ); and J. J\L Rilzcm. J .. B. Balderston, 

Methodology fur Plwmi11g Tech11ical Educativn. With a Case Study of Polytechnics ill 

Rar1Kltide.,h (New York: Pracger, 1975). For data on 0rber Asian countries, se~ 
UN-ECAFE, Economic Survey of Asia c1ntl the Far East, 1973, Part One, Education 

·and Employment (Colombo, Sri Lanka: ECAFE, 1974). pp. 47-50. 

10. See Turnham, Empluyment Problems .in Less Dn·doped Countries, 
pp. 51-52. 

r• 1 k Ibid., pp. 47-51. 

-;;,;;:,.,,.. 12. Blaug, L:wan.1, and \Voodhall, Causes of Graduate Unemployment in India, 

pp. 7 4-81, 89-90; and Dantwala Committee Report, p. 150. 

13. llhagvati Committee Report, App. 15. 
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respectively. 11 The total nt1111hcr of educated unemployed in lnclia in 1078 

may be cruJely estimalcu at about J million. 

The rate unemployment among uni\'crsily and P.2
1
lytechnic grad- . 

ualcs in Bangladesh has in recent years been as high as 25 percent and the 

average "waiting period" for polytechnic graduates has hecn cakulat~<l M 

be 5 months. 1
'· Still higher rates of euucatcd unemployment have been re

ported for Sri Lanka, at least for primary and secondary school leavers. 16 

Turning to Africa, it is likewise found that rates of unemployment 

among primary school leavers arc sometimes lower than among persons of. 

the same age who have never been to school. 17 This should not be surpris

ing because education in Africa has for a 1ong time been a major criterion 

for selecting those that arc eligible for formal sector employment in both 

government and private firms. At the same time, it is also true that African 

school leavers have been finding it increasingly difficult to obtain wage

eaming employment, or at least to obtain it on the same favorable terms as 

five or ten years earlier. A number of tracer studies in Africa have docu

mented the employment experience of school leavers over the first few 

years after leaving school. 

Table 11 1 summarizes the results for school leavers in Ghana, Kenya, 

Swaziland and Zambia. Most of the rates of unemployment for recent years 

are high, although not necessarily higher than the rates of other persons in 

the same age bracket; rates of job-seeking in Africa among all young 

,..people aged 15 to 24, especially if they are unmarried and without de

pendents, are invariably exlremely high. Note aJso that for each cohort, the 

rates of unemployment decline over time, suggesting that after a period of 

search, most of the school leavers do find work. 18 In these respects, the 

school leaver problem, like the general employment problem, is somewhat 

different from what is often imagined. But there is no reason to be com

placent: given the expected rates of growth of school leavers in Africa, as 

against the expected rates of growth of formal sector employment, there is 

14. Prasad, "Education and Employment of Professional Manpower in India." 

15. See Ritzen and Balderston, J'echnical Education, pp. 70-72. 

16. ILO Sri Lanka Report, Table 8 and Diagrams 1, 2, pp. 28-29. 

17. Kenya is one such example: see ILO, Employment, Incomes and Equality. 

A Srrategy for Increasing Productive Employment ill Ke11ya (Geneva: ILO). Table 

.19, p. 59 (referred to hereafter as the ILO KenytI Report). 

18. The decline in educated unemploy~cnt as time passP-s after graduation 

also comes out clearly in ~lanpower Services. Ministry of Economic Planning, Survey 

of the Pattern of Employment and Employment Prospects of Polytechnic Graduates 

in Ghana (Accra: Ministry of Economic Planning, 1975), Table 13; and ILO Sudan 

Report, Table 97, p. 374. 
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every reason to think that tltc so-called schoo] leaver problem in Africa 
will !!Ct worse over the next ten years. rn 

THE CAUSES OF EDUCATED UNEMPLOYMENT 

When a developing country suffers from genera], open unemployment and 
underemployment-as all LD<;s do-it is not surprising to find that some 
of the unemployed arc by no means without some schooling and even that 
they include a certain proportion of secondary school leavers and univer
sity graduates. However, the magnitude of educated unemployment in 
Asia and sub-Saharan Africa, and perhaps even more the persistence of the 
phenomenon in certain Asian countries over decades, if not generations, is 
in f acl somewhat surprising. For obvious reasons, unemployment of ed
ucated people is a more serious problem than unemployment in general: 

TABI.E 11.1 
Percentage of Junior Secondary School Leavers Unemployed ,.,, 

One or Two Years Later in Selected African Countries, 1963-73 

Countries 

Kenya 

Zambia 

Swaziland 

Ghana 

Year of leaving 

1965 
1966 
1967 
1968 
1969 

1971 
1973 

1963 

1963 
1964 
1965 

One year 
after leaving 

2 

1 
15 
16 

38t 20 
22t 7§ 

1111 

44t 

Two years 
after leaving 

t* 
9 
4 

10 

15 
40 

S1mRcE: UN-EC.A, Sun·ey of Economic and Social Conditions i11 Africa 1976-1977 (Part 1). 
Addis Ababa: UN, 1978, p. 66. 

• 3 years afler leaving. 
t 6 months aflcr leaving. 
t 8 months after leaving (includes 4 percent unknown). 
§ J.l months after leaving. 
ll Including· pt>rsons working in South Africa. 

18 mo11th1: after leaving . 
.: 

,. 

19. Sec R. P. Dore, J. Humphrey, and P. West, The Basic Aritlznutic of Em-
11lvyme111 (Geneva: ILO, 1976). 
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in most cases, soda! as well as pri\·atc resources have been invested in 
educated individuals in the hope, among other things, that education would 
render them more employable; moreover, educated individuals are likely 
to regard gainful employment as a human right, and their discontent upon 
finding themselves unemployed can become a potent threat to natfoQat 
security. For all these reasons, governments are likely to attach high 
priority to the elimination of educated unemployment or, at any rate, are 
likely to entertain the belief that it can be eliminated long before full 
employment of an labor is achieved. 

It is perfectly conceivable that general unemployment and educated 
unemployment stem from different causes and that, in this sense, the fatter 
can be eliminated without necessarily curing the former. Educated unem
ployment, some will argue, is due to the efTccts of education on the career 
aspirations of students, creating what is in eficct a gap between expectations 
and opportunities; this kind of structural imbalance can be removed by 
appropriate educational reform, even though an overaJI imbalance between 
the demand and supply of labor might continue indefinitely.:!0 But despite 
the plausibility of this argument, it is far from obvious that the causes of 
structural and overall imbalance can be distinguished in this way. 

Overall imbalance of labor means that there is an excess supply of 
labor over the volume of employment that is generated by the structure 
of production, the existing technology, the current rate of wages, and the 

-range of product prices ruling in lhe market. Structural imbalance, as 
exemplified by educated unemployment, may mean that the labor force is 
too highly educated for that volume of employment; in other words, there 
are just too many educated people for the prevailing job opportunities, 
whatever their aspirations and expectations. It cannot be denied that if 
educated people \Vere willing to accept any job that was offered to them, 
including manual work at substandard wages, educated unemployment 
would virtually disappear overnight. But this can also be said of general 
unemployment. It is always unrealistic to discuss the problem of unemploy
ment without taking some account of the given job aspirations of people. 
It remains an open question, therefore, as to whether the educational 
system in the Third World is ar1ifidally raising the expectations of grad
uates, so that they end up demanding more well-paid, white collar jobs 
than are in fact available. 

To put it more sharply, is "it really true that the type of education they 
have received rpbs them of the capacity to adjust tlu~ir. expectations to the 
prevailing realities of the labor market? Unless the .'question is put this 

20. L Emmerij, "Research Priorities of the World Employment Programme," 
International Labour Review (May 1972), p. 415. 
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pral·ti~al lo ~~rguc, lut L' 'i ;m:i dt:, fli.11 1 he gr.id11att:s of urkrn 

,,,~·h,~uls and 1:olki'e~ ar:: 11rn:mpio,·cd b:crn:.~; 1h.-;. rd'11·-r: to t 1heir 

h;:riJs dinv" bv mi!-'rati1h~ to farms .in lh~ n11111t1Y:'i\k, and that 1hc cduca

ti"nal ::.ys1~rn ~ii1n1id be. thoroughly reformed s<~ as to i11stiil a "love for 

farmi11g" among tov.·11-br1·:d young~:tcrs. H feasibk educnii.:rnal reforms chat 

' might make <.111 impact on the employment prnhlcm arc to be discussed, it 

must be taken fur granted _that educated youngsters will always aspire to 

the betlcr-paid jobs in society, whatever the contrnt of cducarion and 

whatcn.:.r the level of economic development. 

Enough has now been said to su~gcq that there arc difticultics in 

ncenunting for educated unemployment in the nb~cnce of general unem

ployment and underemployment, and there is always the possibility that the 

form~r is simply a by-product of the lalcer. Be that as it may, the attempts 

to date to single out educated unemployment a~ a special problem in de

veloping countries come in essentially two versions, with innumerable 

variat!ons thereon. '.!I The first stresses the unpm.:edcnted rntes at which the 

lntat population. the economically active population, and the urban cd

uc<ih:d population have been growing in Africa since about l 950. Rat~s of 

growth nf 35 percent for total population, 3 pen:~nt for the labor force, 

6-7 percent for the urban labor force and 8-10 percent for the stock of 

edth.::ated people \.Vith primary education and above are 11ow common in 

many developing ceiuntrics, and these rates are imprcccdenreJ in a double 

sense: they exceed what the developing countries experienced before 1950, 

and they exceed what the advanced countries experienced at early stages of 

their industrialization. Given these rates of growth, it would take an equally 

unprecedented pace of economic expansion, as well as an unusually 

flexible labor market, to prevent the emergence 0f heavy unemployment. 

In addition. most of Africa has recently been pursuing an economic: policy 

of promoting import-competing, capital-intensive manufacturing industry, 

and this type of economic growlh has generated surprisingly little extra 

employment, thus exacerbating the employment problem. These pressures 

do not necessarily show up in mass unemployment because in largely 

agrarian countries, the rural sector will tend to soak up redundant labor in 

the form of underemployment on family farm<;. Open unemployment will 

only surface in cities and, of course, the educated lend to concentrate in 

urba11 areas. To arrive at a more or less self- contaiut!d theory of educated 

u11employment needs only the additional citation of ( I ) the presence of an 

extremely wide salary difkrentia~ _owing to past scarcities of highly qualifi~d -:. 

21. For a different typology of explanation, SCI! S. G. Fields, "The Prival~ 

OC":rn.:md for Education in Relation to l.abom ~forkct Conditions in Les.s-De\:elopcd 

Countri1:s," Economic Journal (December 1974). 

I 
I 
f : 

.. .,. 

, 
l 
t 

I J) t •I.\ TI()~ ,·\ N n TR" 1 NIN c; 373 

manpm\ 1.:r and the Jii'tmit·:il inllucnc(' uf colonial •1dministnuion in Asi:l 

and Africa, if 1101 Lalin t\111l·rica: ( ~) the tendency of a. rapidly growing 

public sector in LUC's fo define entry pay scales s11iL'lly in term:.-. l)f educa

tional att3inrnents~ and 1 3) the traditionai prejudices uf urban middle-class 

families against manual blue collar employment. This theory is set fmtl1, · 

with rich variations on the theme, in Volume JI of Gunnar Mydral's in-· 

ftucntial book, Asian Drama ( 1968). 

The second type of explanation of educated unemployment in· 

Af rican-typc economics takes for granted the sort of facts cited above, but · 

stresses the economic rationality in the prevailing circumstances of both the 

private demand for education and the length of job search after leaving 

school: despite long pc:riods of unemployment, schooling is profitable lo 

students and their families. It argues that labor markets in the countries 

of the region do adjust to the presence of unemployment, but, for various 

cultural and po1itical reasons, the adjustment is too slow to eliminate un

employment in any finite period of time. Low job mobility and the tradition 

of the exlended family create long Jags in the demand for and supply of 

educated people; low job mobility~ or the certain knowledge that the first 

job will be the last job, lengthens the search period for the first job and the 

extended family guarantees that the long search period will somehow be 

financed. Jn addition, heavy government subsidies to education, particularly_ 

at the tertiary levels of the e<lucational system, tend continually to under

'vrite the explosion in the demand for education.:.::.: 

What differences exist in these two types of explanations lie less in 

the facts which they both invoke as in the policy perspectives which they 

offer. The first explanation points directly to the content of education as 

forming, or at any rate encouraging, traditional antipathi~s to manual work 

and, consequently, emphasizes the need for curriculum reform. This ap

proach also directs attention to the imperfections of labor markets and 

usually culminates in the recommendation of a wages and incomes policy, 

designed to reduce sharply the existing inequalities between wages and 

salaries. The seconJ explanation. on the other hand, places major emphasis 

on the financing of education and, in general, on questions of quantit.y 

rather than quality of education. According to this view, educated unem

ployment in Asia, Africa and Latin America is essentially a problem of 

excess supply rather than deficient demand, and its recommendations for 

policy are chictty directed at the problem of shifting resources from the 

upper to the lower levels of the.: educational system; while at the same time 

attempting to improve the fleiibility of the labor market. • 
"" . 

22. See Blaug, Layard, and Woodha.11. Causes ol Graduale Unemployment in 

India. 
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prnpc»al, arc lh>t cica, ·cu1, :ind 'ornc wri1ors, sat ii .:s Phillip Coo1nbs ;,, hC 'f 

PC•fmbr hook, 1"hc Wot Id !:~lw uiiu, "'' I 'nsis: A ,\\st ems . ln<1/ym (I %8 ;_ i '·•· ..... 

IJC:ttly combine dc,,,.:nts of ho:h points of view. Ncvcrihclcss, it is "'"'·" ~ 
-'>~- ..... 

lo keep in mind the different standpoints which different authors brin., ,, . ff 

ti'" .:;. 
boar on the problem of educated unemploymcn.t in developing coun<Ji~ . j. 
wl11d1 largely account for the wide arr;;y of practical recommendations tiiot :.-j 
arc cncnumercd in the Hterature. '' ·· 1 

Elsewhere, the writer has drawn a sharp contrast between tilt· 

"quantit at ors" and ihe "qua litators" in the education al planning literature· ·.., 

that is, between those who lrace all educational ills to a quantitative d~. '' ·J , I 
crcpancy between the supply of cducalcd people and the demand for tlwn; .. ·f;o 

and th~se who imtead trace them to qualitative failure~ of the educationai ·"f'"'. 
system.'' And although this contrast JS too extreme, ll is nevertheless true . 

that different writers on the subject tend to emphasize either quaotitative or ! 
qualitative dimensions of the employment problem of educated people in i 

LDCs and, in many case>. it is illuminoting to keep them distinct. Thu,, I 

we take up first with those who hold out purely quantitative remedies to I 
the prohkni of cduc"tcc.J unemployment and underemployment in LDCs. 

OUANTITATIVE REMEDms 

- . & • 

Mdny countries are now agreed that current rates of growth of secondary 

and higher education can11ot be allowed to continue, although very few 

have gone so far as the Philippines in asserting !hat these rates of growth 

23. Ther~ is a rich liter<1tnre on the employment problem of educated youths 

in Africa and Asia. For Africa, the Kericho and Niamey conferences outlined the 

cs"nl1als of the problem ten years ago; Educatfon, Employment and Rural De.•elop

nio1r. edited by J. R Sheffield (Nairobi: Ea.s1 African Publishing House, 1967), and 

Y nu th Employmmt and Natfonal Devdopmcm ;,, A f dca (Addis Ababa: lJN-ECA, 

1>1,8}. T"o lJNESCO.IJEP African Research Monogrnphs deal directly wilh lhe 

salllc r:;uestion: G. Hunter, /i..fa11power, Emf'foy;nnrt and Educatwn in rlie Rural 

r, "" • """ of 1" nza" i" ! Pork UN ESCO-II EP, I 91.6 ) a od A. Ca Ila way, F due at ionu/ 

Pia m 1 in g "'"' U ''" m ployed Youth 1 Parh; U NESC Q. ti El', l 9 7 J ) . For add i lion a I 

Mrican refrrcnccs, sec The Schoo/ Lem-,., in D<vc/opfrrg Cmmfries, edited by P. Wit. 

Iiams t London: N FER, I 97 6), App. 3. For Asia, sec the widc-nurging UN-ECAFE, 
Ecw1omic Surl'ey of Asia. • 

2~. M. lllaug, E<lncarion and the Employment Piob/em in Dere/,,pinc Cow1. 

tries (Geneva: 11.0, 1973 ), ch. 6. For another statement of these different •rproach<s, 

sec l:. lolly, <'i <1/., lM1d World Employm,•,,/. l'roblnns and Stral<'gy (London; 

Pcng11in EducH!i,m, 1~73), pp. l71-7J. 
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.;f/ not he allowed to continue.'.!·, Some cnuntril:s, such as Tanzania 
,,, 

) 

f.;illlbia. and Egypt, even agree that primary eJm·ntion should be expanded 

,It the expense of the gi owth of secondary aiid hight:r education; that is,_ 

th~Y agree: that resources arc to be reallocated from the top to the botrorn ,.. 

,..)( the educational system. But all this is easier said th.in done.· Pub1ic · -.. 

opinion throughout the Third World is firmly oppo~cd lo· cnrolJment · 

(;eiJings and, in these circumstances, it would be suicidal for a poli.tician to · 

demand quantitative restrictions on secondary and higher education. -'. ," ·· . 

Moreover, most Third World governments are deeply committed to. the · · 

principle of higher education as a right and not a privilege for all .those .who-

a re properly qualified, and this commitment militates against the attempt 

to clamp dmvn on the growth of higher education. Moreovt;;r, there is an 

equally firm commitment to free higher education, including the commit.:. 

mcnt to finance cost of residence and out-of-pocket expenses of attendance. 

These commitments in fact deny to a government the lever of increased 

tuition fees as a device for discouraging demand for higher education. 

Although governments may seek to curtail the growth of enrollments 

simply by setting ceilings on admissions or expcnditme limits on new 

buildings, experience has shown how easily such government plans may be 

abandoned in the face of strong public demand for more places. To 

achieve success, therefore, it is necessary to supplement direct with indirect 

measures. One such indirect measure is higher tuition fees combined with 

a limited number of scholarships [or poor students from the backward 

regions and a student loans scheme for all students, to be financed by a 

special graduate tax on future incomes. Some African countries, such as 

Tanzania, and some Asian countries, such as Sri Lank~. have begun to 

draw the attention of the public to the fact that university students are in 

fact a privileged elite. Indeed, a survey of the social composition of stu

dents in higher education in Third World countries v.:ould reveal that the 

average university student is, to put it mildly, much better off than the 

average taxpayer, not to mention the average peasant or urban worker. 26 

So long as this is true, free higher education is a form of regressive taxation 

25. Presidential Commission to Survey Philippine Education, Education for 

National Dcvclop111c11t, New Patterm, New Directions (Makati, Rizal: Presidential 

Commission, 1970), p. 27. 

, 26. It must be admitted, however, that the evidence on this point is scarce 

~dtl "far from unambiguous: for India, see Bla~1g,~ ~ayarct and Woodhall, Causes of 

draduate U11cmployme11t in India, pp. 130-33; for the. Philippines, sec ILO, Sharing 

in Dew,lopmr11t. A Prvv11n111u• of Employnze11t, Equity and Growth for tire Plrilip

pi11es (Geneva: ILO, 1974), pp. 327-30 (referred to hereafter as the ILO Philippines 

Report). 
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which makes a mockery of the policy of cgalitaria11i~rn to which most Third 
World governments are dedicated. :: 7 

It is sometimes argued that a student loans scheme or graduate tax 
would be impractical in developing countries where income tax exasion is 
widespread and where individuals frequently pool their incomes with 
distant relatives. But the lLO Philippines Report suggests that a student 
loans program could be rigorously confined to able, poor students by ask
ing them to make a sworn declaration that parental income did not exceed 
a stated level; in case of dispute, parental income could be assessed on the 
basis of the father's occupation and an arbitrary scale of income per age 
per occupation applied to the father's occupation. Students themselves 
would, in addition, have to satisfy a minimum standard of educational 
achievement, but this would be set deliberately below the average standard 
achieved by their peers on the grounds that an insistence on equal merit as 
the criterion for eligibility would immediately discriminate against students 
from poor families. 28 In short, student loans schemes could be made to 
work in LDCs and, of course, a number of African and Asian gov·ernmcnts 
operate such schemes on a limited basis. 29 

The idea of stemming the growth of higher education by either direct 
or indirect means sometimes meets with the objection that the cff ect of 
culting down on higher education is simply to multiply the number of un
employed secondary school leavers; and unemployment among secondary 
school leavers is no easier to deal with than unemployment among univer
sity graduates. But this argument ignores the object of the exercise, which 
is to release current resources invested in hightr education, so that these 
can he applied either to the lower levels of the educational system, or to 
income-earning opportunities generated elsewhere in the economy. Nothing 
that we do to educated unemployment solves the problem of general 
unemployment. It merely ensures that public funds are not invested un
productively. President Nyerere of Tanzania expressed the argument 
succinctly: 

It is essential that we face the facts of our present economic situa
tion. Every penny spent on education is money taken away from some 
other needed activity-whether it is an investment in the future, better 
medical services, or just more food, clothing and comfort for our citizens 

27. See G. Psacharnpoulos, "The Perverse Effects of Public. S~bsidizarion of 
Education or How Equitable is Free Education'!," Comparalil'e Egucatfun Review 
(February 1977), for a development of this theme. • 

28. ILO Philippines Report, pp. 339ff. 

29. See, for example, P. Williams, "Lending for Learning: An Experiment in 
Ghana," Mir:erva 12 (3) (July 1974). 
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at present. And the truth is that there is no possibility of Tanzania being 
ahlc to increase the proportion of the national income which is spent on 
education; it ought to be decreased. Therefore, we cannot solve our 
present problems by any solution which costs more than is at prcsen_t 
Spent, in particular, We cannot SOl\'c the "problem of primary Schoof 
leavers" by increasing the number of secondary school places.30 • 

We can control secondary and higher education directly by admission 
ceilings, or indirectly by higher private costs. But there are still subtler . 
indirect means of making upper secondary and higher educat.ion less. 
attractive to students. For example, the ILO Kenya Report recommended 
postponement of entry into university courses by two or three years, with 
eventual admission being conditioned on evidence of work experience and 
community service. Universities in Kenya would make the final selection of 
students as in the past, but they would now do so on the basis of examina
tion results and employers' reports, and full credit would be given for 
part-time courses attended while working.31 Since then, the idea of post
poned entry into higher education has been taken up elsewhere, as in 
Tanzania, Zambia, and Ethiopia. There is hardly any doubt that postponed 
entry, particularly for a period as long as two or thq::e years, would serve 
to discourage some students from taking up higher education who other-. 
wise would have done so, not to mention its effect in strengthening the 
illotivation of students who did reenter the educational system. 

The case for expanding primary education at the maximum possible 
rate is as strong on economic grounds as it is on social and political 
grounds. There is some scope for cost-saving measures in primary ~duca
tion itself, but these could finance only a small part of the expansion 
required to achieve universal primary education. The bulk of the resources 
will have to come from the contraction of secondary and higher education. 

-And as Jong as a year of higher education costs 100 times as much as a 
year of primary education-a median figure for Africa and Asia--even a 
marginal shift of resources from tertiary to primary education could work 
wonders in increasing enrollments in first-level education. It has been calcu
lated that in six African countries, primary enrollment ratios could be 
raised to 100 percent overnight merely by shifting 20 percent of current 
educational expenditure on secondary or higher education to primary 
education.32 To achieve such a shifting of resources throughout the Third 
World remains -a. p~imary objective of educational plan~i.nl 

. .. 
30. J. K. Nyerere, Education for Self-Reliance (Dar es Salaam: Ministry of 

Information and Tourism, 1967), p. 14. 

31. ILO Kenya Report, p. 242; and Republic of Kenya, Sessional Paper on 
Employment (Nairobi: Government Printer, 1973), p. 49. 

32. UN-ECA, S11n•ey of Conditions in .Africa, pp. 96-97. 
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We i11rn now to a ~·i~e class of_ policy reforms. all o~ ;"hich travel 11nder I 
t11e general label ot · vocat1onahzatlon of educat10n.' fhe general theme I 
which runs through all these reform proposals is the failure of the formal _ 1. 
educational system in the Third World to be oriented to "the world of.,~·,~} 
work": in primary and secondary education, teaching is <:ilmust cxclusiveIL._",,;,, .. ! 
geared to the next stage of education, ignoring the large proportion of '1 
children who wiii enter the labor market after completing the cycle in i 
quest~on; c_ducalion is aca.d_emic, bo?kish and obsessed with exami~alion I. 
que~t1ons; it cnf orccs trad1t1011al social values that accord low prestige to · 1 
manuul work and self-employment; and in consequence) it renders students I 
u11employable except in white collar occupations in the modern, organized . 
sector, and sometimes not even in those. The root cause of educated unem-
ployment in this view, therefore, is the content of form<il education. The ·1 
theory that lies hchind the ~ocati~nalization move.ment has been wide~y 
endorsed throughout the Third \\iorkl, and there 1s hardly a country m 1··. 

Asia and Africa which has not made earnest efforts to "vocationalize" 
education. Many, but not all, of these efforts are concentrated at the 
sccondarv sto.gc, and they have run all the way from the creation of special l 
secondary Vl)Cational schools, to the introduction of vocational tracks in I 
comprehensive high schools, to the addition of "work experience" or ;. 
''practical arts" in all years of secondary and even primary education, tu I 
the planned allocation of students in higher education between science and .. 
liberal ~uts degrees. In rural schuoh, these proposals have taken the form · 
of c~1lling for a revi~ion nf the curriculum, either to inclnde the teaching of · 
agricuilural science, or at any rate to instill an. agricultural bias into the 
teaching of all subjects; sometimes it is recommended that a garden-farm 
be added to each school or, alternatively, that aJJ children should engage 
in some practical farming as part of the schedule. 

A brief review of Asin11 experience in this field wilJ serve as a back-
grnund for a critical discussion of these proposals. The Indian Education .. 
Comrni~sion of 1964--66, the last influential review on a major scale of the I 
problems uf lndian education, recommended that by 1986 some 20 percent . 
of all enrollments at the lower secondary level and some 50 percent in the I 
upper secondary level should be in parHime or full-time vocutiunal and ·' 
professional courses, but "they. failed to indicate precisely how this_ ~~a_s to, 

be accomplished. Even more to the point, they recommended che infroduc:.:"\"" _ J 
t[on of "work experience" as an integral part of education at all stages. I 
Th.:.:·y c.ktined wo• k experience as "participation in produdive work in ·• 
school, in the home, in a workshop, on a farm, in a factory, or in any other I 
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productive situatio11," Jncl l'Xplained that it would involve "earning while 
jcarning"~:i.; a pilot project to adopt "work experience" in schools has been 
in operation in the State of l' .. faharashtra since 1971, but no results hJVC yet 
been publish~dY Paki\tan announced a pla11 in 1972 to introduce work
shops in all middle schools ~o that "pupils may engage in activities such a·s 
weaving, book-binding, wood-work, blacksmithy, leather-work, food preser
vation, home management, etc., related to the local agricultural/industrial 
environment"; these changes in middle schools are designed to complement 
work-oriented curriculum changes in elementary education.35 In Singapore~. 
it was recently proposed that one-third of all students in the third and 
fourth years of secondary education should enter technical secondary 
schools, which combine academic education with technical training in 
broad basic skills. 36 The Presidential Commission to Survey Philippine 
Education recommended "that high priority be given to the provision of 
technical and vocational education and training programs in order to meet 
current and projected needs for trained manpower in developing socicty."

37 

It proposed not only to increase the number of specialized vocational 
secondary schools but also to lengthen the vocational track in general high 
schools from two to three years. The last proposal has been rejected, but 
the Philippine government has just made vocational education compulsory 
in all years of the four-year high school program, leaving students the 
option in the last two years of further increasing the amount of vocational 

•shop courses in the schedule. Similarly, Sri Lanka has replaced 0-level 
subject examinations at the end of the secondary cycle with a National 
Certificate of Education, and the new certificate includes the testing of 

competence in a number of manual skills. 
These brief descriptions are perhaps sufficient to convey a flavor of 

the activities in Asia in the area of vocational education. Jt is apparent that 
the phrase "vocational education" may cover shop courses, work experience, 
prevocational training, and proper vocational education as such. The line of 
demarcation among these is hard to draw, but it must be drawn if the 

33. Education Commission, Education am/ National Development, Report vf 
the Education Commission 1964-66 (Ddhi: National Council of Educational Re

search and Training, 1971), pp. 350 ff. 
34. But see E. Staley, "Work-Oriented General Education," International De

\:e/opment Rei•iew 16 (l) (1974). 
35. Government M Pakistan, The Education Policy 1972-1980 (Islamabad: 

Government of Pakistan: 197 2), p. 7. . . - .. 
36. D. 1-1. Clark, "Manpower Planning in Singapore," Malbya11 Economic 

Redew 16 (2) (October 1971):195. 
37. Presidential Commission to Survey Philippine Education, Educatio11 for 

National Develop111c11t, p. 88. 
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desirability of expanding vocational education is to bt.: asscs<;cd. The 
Pakist<in concept of shop courses in secondary cducalit)fl is perhaps the 

to grasp, and such courses exist to a greater or ksscr extent in 
schools all over the world. 1t is, of course, a striking fact that they are 
more common in secondary schools in advanced countries than in develop
ing countries, but, in the advanced countries, their purpose is a relatively 
modest one: it is nol imagined that they wilJ serve as any kind of introduc
tion lo an occupational environment, but, rather, they are designed to re
lieve the tedium of cognitive learning and to afford those with little aptitude 
for academic education some scope for an expression of their abilities. In 
Pakistan, on the other hand, it is hopecJ that "the knowledge and skills im
parted, attitudes implanted, and the learning methods employed will ensure 
that those not proceeding to secondary [or tertiary j education can be use
fuHy absorbed into the economy of the local community." 

It is indeed doubtful whether an hour or two a day of shop courses 
can accomplish all these aims. The most that can be said is that they will 
facilitate post-school vocational training. Even greater doubts are· raised by 
the Indian idea of "work experience" in schools, although they are doubts 
not so much about its effectiveness as about the feasibility of organizing a 
scheme of "earning while learning" in thousands of schools for tens of 
thousands of pupils. A program of work experience embodied in formal 
schooling is heavily dependent on the enthusiasm of teachers and admin
istrators wlw would have to be specially trained to monitor children's work 
activities inside and outside of the classroom. No country, not even the 
most advanced, has ever succeeded in mounting such a program, and it is 
even questionable whether a sufficient number of earning activities could 
be found in any country to keep all 7 to 14-year-olds busy for a few hours 
a week. There is perhaps scope for this ide.:i in some schools in some areas 
for certain age ranges, but surely not as a general solution for the academic 
orientation of schooling in developing societies. 

Prevocational education, or "occupational education" as it is some
times called, 38 seems to be a more relevant idea. The stress in prevoca
tional education is on turning out a trainable person, rather than a person 
whose acquired skills make him immediately employable. The idea is that 
general education should be augmented with curriculum offerings that 
focus on attitudes, skills, and knowledge relevant to a selected range of 
occupations, fairly broadly defined. In principle, this is similar to the 
proposal to add shop courses to an academic curriculum but, in practice, 
it goes beyond this by treatipg shop courses seriously as a learning actiYity_ _ 
and by grouping them meaningfully for each student. Furthermore, pre-

38. See E. Staley, Planning Occupational Educalion and Training for Develop
ment (Delhi: Orient Longmans, 1970). 
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vocational education aims to supplement an occupational orientation by 
career guidance and counselling, so that each student has some opportunity 
to discover his own aptitudes in the light of labor market information. It 
is precisely the latter component which creates di01culties: few countries in · 
Asia can provide each primary and secondary school with a career. guid-

. ance officer; in addition, the paucity of labor market data would give ca;eer 
guidance officers little to work with. 39 Lastly, there is the still open ques-

"' 

.. ~ .. - .. , .. 
" 

tion as to how much prevocational education is required to render a stu- ! 

dent trainable after leaving school, not to mention giving him the opportu- · '· · 
nity to explore his aptitudes. In some Asian countries, shop courses, '."or· 
whatever they are called, constitute barely 5 percent of class time; in most 
countries they constitute at best 10-15 percent of class time at certain 
grades. The inadequacy of the rime allotted to such courses, therefore, 
makes it impossible to actually realize the aims of prevocational education, 
even if all the objections mentioned previously fell to the ground. 

These depressing facts do not, however, invalidate the concept of 
prevocational education. TI1e question which must be asked is: is prevoca
tional education a viable idea, and would it be worth expanding the provi
sion of prevocational education as a way of solving the problem of educated 
unemployment? It will serve to sharpen the argument if this discussion 
closes by looking at vocational schools as such, about which little has yet 
been said. It may then be asked whether the criticisms that have been 

• levelled at vocational education strictly defined are or are not applicable to 
prevocational education. 

Most critics of vocational education in developing countries emphasize 
its costliness, the difficulty of finding suitable teachers to run vocational 
courses, or the tendency of students to regard vocational schooling as a 
second-best chance of receiving further education. A more fundamental 
criticism, however, runs in terms of the poor record of manpower fore
casting around the world: it would appear that the demand for precisely 
specified skills cannot be accurately predicted more than a year or two 
ahead:•0 Since a cycle of vocational schooling is bound to be as long as 
three or more years, the preparation of students to take up specific occupa
tions runs the constant danger of being out of touch with the pattern of 
demand in the labor market. Therefore, a policy of imparting general, 
academic education may be conceived as a rational device for hedging 
against the uncertainty of a continually changing economic environment. 

39. Only 4,000 of Intlia•s S0,000 secondary schoo)s now have a: "career's 
master," and India has devoted .more effort to building up a system of \<'Ocational 
guidance than other countries in Asia. ,. • 

40. For the evidence, see Tire Praclice of Manpower Forecastirag. A <;ollection 
of Case Studies, edited by B. Abamad and M. Blaug (Amsterdam: Elsevier, 1973). 
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To these considerations the notion may be added that education renders 
students employable primarily by inculcating definite behavioral traits and 
only secondarily by imparting cognitive knowledge; in most cases, it might 
be argued, the social and communicative skills that employers value are 
much more efficiently fostered by academic than by vocational education. 
This does not deny the case for accelerated training courses provided on a 
part-time basis after working hours, or even on a full-time basis for sev
eral months in the year in a rqral out-of-school context. Nor does it deny 
the case for "vocationalizing" secondary school curricula, if what is meant 
thereby is the provision of some work-oriented shop courses, combined with 
take-home projects of a practical kind. Dut to ask schools to prepare stu
dents to take up clearly defined occupations is to ask them to do what is 
literally impossible. The most that schools can do is to provide a broad 
technical foundation for on-the-job acquisition of specific skills. 

There is very little hard evidence to back up this case against formal 
vocational schooling. It is true that the available tracer studies of the 
graduates of vocational and academic secondary schools generally reveal 
little difference in the unemployment rate between the two groups. Never
theless, what evidence there is is so thin that little is gained by examining 
it. \Vhat is clear is that vocational schools are much more expensive to 
opt:rate than academic schools; thus in that sense, the case against them is 
made if they are only as effective as academic schools from the standpoint 
of the labor market. They must be more effective if they arc to be judged 
desirable, and this much has never been convincingly demonstrated. 

So, on balance, the case for vocational schooling appears to be weak. 
However, the same reasons that throw doubt on vocational schooling only 
serve to strengthen the case for prevocational education. However, while 
endorsing prevocational education as "good education,1

' a warning is 
necessary against the belief that it is capable by itself of fundamentally 
changing pupils' attitudes to manual and clerical work. Schools make only 
a marginal contribution to the prevailing ethos of a society, and, while this 
is no reason for not trying to make an impact, the history of educational 
experiments around the world cautions against optimism about such efforts. 
In particular, there is no evidence whatsoever that schooling can foster the 
desire to take up self-employment, thereby creating jobs i11 the 1iteral sense 
of the term. There is a vast literature on entrepreneurship, but little of it 
implies that schools have much to do with the making of entrepreneurs.H 

The issue of "vocationalization" of education takes on special force 
when considered in the light of the nccqs of the rural sector. There is broad 

41. This qu::stion is explored al greater length in Blaug, Education and the 
Employment Problnn, pp. 53-55. 
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agreement among Asian countries that there is little merit in actually teach
ing agricultural science in primary and seconJary schools; instead, an 
agricultural bias ought to permeate the genera) curriculum. The Indian. 
Education Commission of 1964-66 summed up the prevailing view: 

. # "-'•. 

The introduction of agricultural education at the primary. level is 
not, in our opinion, likely to achieve, by itself, the objective of inculcating , 
a liking for agriculture as a way of life or of halting migration of rural .. '. . 
people from the land. . .. The same broad conclusion will be valid. a·t 
the lower secondary stage also. It has been the opinion of most people 
contacted by us that the training given in institutions of formal education 
does not lead to vocational competence. Farming implies hard work and 
mature judgement and the age group concerned ( 13+ to 16+) is neither 
physically nor mentally prepared for this. We also think that over-special
ization at an early age is not at aJJ desirable. . . . This does not mean, 
however, that the school system till the end of the lower secondary stage 
has no contribution to make to the development of agriculture. On the 
contrary, we believe that some orientation to agriculture should form an 
integral part of all general education .... We therefore recommend ... 
all primary schools . . . should give an agricultural orientation to their 
programmes . . . orienting existing courses in general science, biology, 
social studies, mathematics, etc., towards the rural environment. 0 

The difficulty with this policy is that of extending it to urban schools, 
because in towns, an agriculturally biased curriculum is regarded as alien 
by both students and teachers. On the other hand, to provide an agri
cultural orientation to the curriculum of rural schools but an industrial 
orientation to the curriculum of urban schools creates a sense of second
class citizenship in rural areas, which is likely to encourage still further 
an exodus to the towns. This remains an unresolved dilemma in most de
veloping countries. Although these are all basically agricultural economies~ 
they are also countries where much of the growth that is taking place is 
concentrated in cities. In other words, urban growth is the dominant fea
ture of social and economic development in all these countries; in these 
circumstances, it is virtually impossible to reform education in the direction 
of "ruralizing" the curriculum. What would be required to give bite to such 
a policy is a wholesale program of rural mobilization as the centerpiece of 
a development strategy. If all the planning efforts of a country were 
focused on the rural sector as the· p~jority sector, the idea of "ruraJizing" 
the curriculum of both rural and uroan schools would call for very little 
extra effort and would indeed be a natural by-product of such a develop-

42. Education Commission, Education and National Development, pp. 658-60. 
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111t'!1( qr;1tc~~y. But 'di ]!lll~~ a» th~ 1..·c<,nomic :1,iv;1nta~1·:·. oi urban life a1e: in 
Lii.'l 1111H .. 'h pcakr tha11 1i:ral Ille, mr:rc LluiigL··~ in th-: cducati<lnal ,·cntcnt 

of rural •,1..~hnuls \\ii! neither :;tt:m the 1'xodus of 'iciiool ka·;ns from rurnl 
areas, tll)r bring about :111 improvement in af!ricultural prrnlucti\

1

ity. That 
is not to say that all efforts lo ruralizc curricula :-ohould now cease. Such 
efforts arc pJTt ::rn<l parcel of a larger design io place incr~asing cmph<.his on 

the rural sector in development planning. It is merely to warn that cm
riculum rcfo1m in the direction of ''ruralization" cannot be expcctcJ to 

\Vurk wonders in the llt'.ar future. 
Tltc cmrc11t debate about curriculum "relevance" is not a new one 

to the Afric<ln continent~ in Africa it goes back to the first half of the nine
teenth century. In 18--12, for c1..ample, a Select Committee of the British 
Pai liarnent nnled that in Ghana no efforts had been made to ofTcr agricul-· 
tural instruction, or to establish school farms, and recommended that these 
deficiencies be made good. Similarly, a report from the Educational Com
mittee c1f the Privy Council, circulated to the British colonies in Africa in 
l 84 7, recommended the establishment of "industrial schools" with the 
ohjt:ctiv(.;S of teaching the rudiments of health care, sanitation, h:tndicrafts, 

and agricultural techniques suitable to the ltical environment. The first 
Education Ordinances for Sierra Leone ( 188 l) and Ghana ( 1882) in
cluded provision fnr the establishment of such schools, and during the last 
uccade of the nineteenth century, many of the mission schools in those 
countries established agricultural plots where students srcnt consiJerablc 
time each week doing manual work. Similar innovations occurred in East 
Africa in the early part of the twentieth century, as in Tanzania, where 
"native authority schools" from 1928 onward introduced agriculture, car
pentry and tailoring into the timetable. Such initiatives were applauded by 
th~ Phelps-Stokes Report of l 922--the first comprehensive report on ed
u~::ation in Africa-which strongly emphasized the need for vocational rural 
education in primary schools. However, all these early exp~riments failed 
in the sense that they were eventually abandoned. Jn most cases the climate 
of popular opinion was against them. The examinations were set and ad
ministered by bodies in the metropolitan countries, and ull modifications of 
the syllabus in the direction of practical studies were seen as a digression, 
a threat to standards elsewhere in the curriculum, and a deliberate attempt 
to give second-class education to Africans. Over the h11ndred years or so 
up to 1960, tne same pattern has been repeated ip many African countries. 
Local .or c·ven national initiatives in pradical t::du.c~1tion were generally 
shortlive.d and always ended in a return to the ~tacliYng of the standard 

academic subjects as determined principally by the nature of public 

examinations. 
This is not to say that there has been no progress in curriculum de-

velopment in Africa. On the contrary, and particularly since independence, 
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!i1c:r,· has h,· .. :11 ;.1 '-.il!liili:.:;1lll :di!ft .:i.v .. ay fr:1n1 tile content rind subjcd struc

ture ot curriciii.t rhat \\C:l".: i111p<>ncd L1•11i \Vcstl'rn countries. Jncre'1singly, 
the offici~;J medium of in:~.! 1 ucti0n i:; tlw liilgr::; f rrm; u, <ind in some case~~. 
even the linguu mwPr, nt least during tlic primary stage of cdurniion. This 
necessitates the production of textbooks and materials in many different 
languages-eleven in the case of Ethiopia and twenty in lhc case of Zambia, 
to take two examples. Similarly, the topics treated in subjects like history, 
geography, and social science arc becoming increasingly localized in most 
countries. Examin3tions, now under JoGil rather than metropolitan contr~l; __ 

have been redc~,igned to reflect these chnngcs in the subject content of ~he 
curricuJum. 

Despite lhis innovative auitudc to traditional curricula, however, the 
introduction of practica1 subjects has never met with great success in 
Africa, at least. when limited to particular schools. The new view, however, 
is that the effort to integrate education and production may prove successful 
if approached at the national scale for the entire educational system. 
Such thinking is echoed in the World I3ank's new proposals for "basic 
eJ ucation. " 43 

In brief, the \:Vorld Bank argues that universal primary education in 
developing countries can only be achieved by providing a new, flexible, 
low-cost education called "basic education" as a supplement to standard 
primary schooling, so that tho~c children and adults who have failed to 

• gain access to the existing system will nevertheless be provided with the 
> Rs, plus some minimum functional skills. Some, if not all, of the elements 
of "basic education" arc already taught in many developing countries in a 
wide variety of nonformal education programs. Education that is provided 
in farmers' training centers, community education centers, rural education 
centers, literacy programs, and even settlement schemes, includes important 
elements of "basic education" as described above. 

The growing di~illusionment with the quality of primary and sec
ondary schooling, together with the impossibility in many countries of ever 
absorbing all their products in the modern sector, have increased the 
appeal nf basic education programs. Basic education has the advantage of 
being designable to fit the specific needs of rural communities. It can be 
~hortcr, more functional, and, it is argued, cheaper than the education that 
is provided within lhe orthodox school system. Since basic education 
courses generally do not involve:: certification of students, it is widely be
lieved that they represent a means whereby useful attitudes and skills can 
be developed without at the same time cncouragi.ng aspirations for gainful 
employment in the modern sector. 

43. IBRD, Education. Sector Working P11pcr (Washington, D.C.: World Bank, 
1974), pp. 29-30. 
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Rut there are n·nl dan!'ers in rhc ba:-.ic ~ducation appwach. The 

L'.Stahlishmcnt of a dual ~duc1tion system, comprising ::;tan<lanl schools and 
collcg~s for a minority of the population and basic education piugrams for 
the rest, woulJ run directly counter lo the aim of equality of ethicational 
opportunity. Governments following, such a strategy are open to th~ charge 
that their· policies are instituiionafr1.ing existing inequalities among social 
groups iu the community. This. is, indeed, the major reason why, histori
cally, approaches very similar to basic cduc~tion have generally failed in 
Africa and elsewhere. Though the basic education program may be popular 
in its early stages, students and parents quickly come to regard such 
schemes as a temporary expedient that should be replaced by primary 
schoo1i11g al a later date. If this does not happen, basic education soon 
becomes a symbol of discrimination against rural people and the program 

begins to col1apse. 
Besides, it is very doubtful that basic education would, in fact, be 

cheaper than the rock-bottom costs of an ordinary primary .school. A 
teacher facing a mixed class of children and adults would have to be more 
experienced or better trained ihan the average primary school teacher and 
would, therefore, be more expensive. Most primary schools in Africa do 
not, in fact, succeed in teaching children more than reading, writing, and 
arithmetic, yet basic schools are supposed to achieve that, in addition to 
knowledge required for running a household and bringing up a family, not 
to mention functional rural skills. Even if this were possible, it strains 

credulity to believe that it would be an equally effective education.41 

4-L Jn the words of one commentator: "Though in the literature on the subject 
basic education is often advocated as a means of redu(:ing the costs of education, 
there is very little analysis of the ways in which this might be achieved. It is well 
known that the recurrent costs of primary schooling arc mainly determined by the 
level of teachers' salaries and by the teacher-pupil ratio. Thus, the costs of basic 
eJuolion schools would only be lower if classes were larger (or if teachers taught 
more classes) or if salaries wen: reduced. For the lauer to be achieved-unless the 
salary structure as a whole were changed-the calibre of the teachers would almost 
inevitably be tower than in orthodox schools. In any evenl, ... if the costs of 
basic education were less than ortho<lox primary schools, it seems likely that the 
quality (and th~~~fcre equality) would he similarly reduced"--(C. Colclough, 
"Basic Education-Samson or Delilah?" Com·ergence 9 (2) :46. In a similar vein, 
anolhcr critic of "basic education" has observed: "Althou-gh a non-competitive sub
stitute for the pr.imary school might be feasible in areas of low demand for schools, 
in areas of high demand and inadequate supply it would probably be workable only 
either at a greater co!'.t or ·:.it a greatly lesser effectivene~s than the primary school 
itsclL Even tltongh such an institutiun might present itself" as a custodial holding 
centre. willing tu care for a child constructively until a prim~1ry school place becomes 
ava1labk, the probkms of acquiring trained staff, an adequate staHlng ra1io, attractive 
equipment to stimulate learning, wuukl me.re than likely rule it out of court"-
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Dc~pik all thc\C nr1.:rnmcntc ;i~ainsl li<1~ic :.:ducatinn, many govern
ment-; in Asia and Alrica are undoubtedly attral.icd hy the general think
ing that lies behinJ the rJrivc for ha..,ic cduc<.ttiim. A!gl:ria, ·r an1..ania 1 • 

Zambia, and rnuia arc 1111 rdnrming iiH;ir cduc:Hion;ll systems to incluJ~ 
large elements of the basic education philosophy. On a less cumprchcn~ive 
scale, Upper Volta, Senegal, Ethiopia, and Sri Lanka have instituted experi
mental basic ecJucation programs for out-of-school youths which emphasize 
vocational subjects. Community schools, that is, self-suflicicnt rural schools 
that are closely Jinked to their local communities, are being developed in_ a. 
range of countries, including Ghana, Zaire, and Tanzania. A theme n1at 
recurs again and again in all these reforms i~; the view that education and 
production ought to be closely Jinked and, indeed, that the school should 
become a productive unit. This is generally seen as having two a<lvantages. 
On the one hand, the integration of education and production, and par
ticularly the possibility that schools can begin to market products for sale, 
means that some of the costs of running the schoo]s can be subsidized by 
this production and hence that the total costs of expanding the school 
system can be greatJy reduced. On the other hand, the integration of ed
ucation and production is expected to discourage the attitude of students 
which leads them away from rural areas in search of wage employment in 
the cities. In short, it is hoped that this new type of school will minimize 
the alienation of students from their home community and will encourage 

.aspirations for self-help and community work. 
The country that has had most experience in these moves to in

corporate '.'earning while learning" into the school curriculum is Tanzania. 
Although the Tanzanian experience is relativeJy recent, a number of 
lessons are already beginning to emerge.~" For present purposes, the main 
lesson is that neither students nor their parents will treat even compulsory 
practical school work seriously unless doing so improves the chances of 
progression within the school system. In Tanzanian pdmary schools, the 
criterion of a subject taught in the curriculum is a perceived connection of 
the subject with the daily activities of people in the neighboring area. 
Though the amount of time devoted to practical work varies from school 
to school, the majority l)f schools in rural areas are involved in agricultural 
work, while poultry-keeping and other activities are practiced in urban 
schools. But systematic evaluations of these curriculum innovations in 
Tanzania have shown that the vocational aspects of school life are not 

. 
J. Oxenham, "ilflections on the 1974 Education Sector Working· Papers," Prescrip
lion for Progre.B-?° A Comme11Jary 011 the Education Policy of the" World Bank, edited 
by P. Williams (London: University of London Institute of Education, 1976), p. 43. 

45. Sec UN-ECA. Survey of Conditions in Africa, pp. 124--28. 
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taken as ~i_:riously a-. the academic side for the ~impk reason that the 

former arc not at present assessed in final cxaminations. 1
'; This deficiency is 

recognized by the authorities in Tanzania, and they intend in future to test 

the abilities of students in vocational subjects as part of the Primary School 

Leaving Examination; they also plan to reduce the power of the examina

tions by introducing greater dependence upon continuous assessment 

methods. · 
Tanzania's experience demonstrates the naivety of believing that the 

problem of educated unemployment can be solved merely by curriculum 

rtform. The question thus becomes whethi:r or not changes in curriculum, 

together with ch:rnges in selection systems embodied in new types of 

examinations, are capable of having an impact on the school leaver prob

lem. The evidence here is not conclusive, if only because no African coun

try has yet had experience with this type of comprehensive reform. It is 

dear, however, that a change to alternative selection methods will intro

duce new problems. Continuous assessment methods tend, on b-alance, to 

be less "objective" than formal written examinations because they give 

scope to teachers' social biases in rewarding compliant and obedient stu

dents. In other words, there are reasons to believe that the abolition of 

terminal examinations and their replacement by continuous assessment 

would aggravate the tendency of academically inclined students to forge 

ahead of those who are more practicaJly oriented. 
Having such considerations in mind, the ILO Employment Mission 

Report on Sri Lanka came up with a radically new proposal for examina

tion reform, namely, to replace the old achievement tests in secondary 

schools by aptitude testing. For example, the Ministry of Education might 

offer a one-week radio and correspondence course on an announced sub

ject towards the close of the academic year; all students in secondary 

schools would devote that week to studying the subject, and they would 

then bi.: examined at the end to see how much of it they had mastered; 

their mark on this test would then be entered on their record cards as a 

~:;upplement to their standard examination score, and selection for higher 

education \vould depend on both marks; similarly, private and public 

employers would have access to both marks.'
17 

46. The ·ways in which student pressures prevent subjects that are not to be 

examined from being taugh~.lif1= studied effectively are described more fullt for 

Kenya by K. K.iQB, Primary Schools in Kenya: Some Critical Co11straints on their .• _ 

E/}n:rivcr1c.H (Nairobi: Institute 'of Development Studies, Discussion Paper No: 130. 

1973). For a general analysis of the "backwash" effects of examinations on the con

tent of schooling in the Third World, sec R. P. Dore, Descliool? J'ry Using Schools 

for Education First (Brighton: Institute of Development Studies, University of Sussex, 

Discussion Pa per No. 6, 1972). 
u .• ~r.rt nn 139-40; <1lso ILO Kenya Report, p. 243. 
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The principal aJvantagc of this scheme is that it would create a 

measure of educational achievement which could not distort the curriculum 

that led up to it; not knowing the subject that would be announced, teach

ers could not driH students beforehand in basic information about the 

subject; it is true that they could still drill them in the techniques -0( 

summarizing information about any subject, but that would be all ~o the 

good. Secondly, this scheme would yield a score which comes much 

closer to measuring a student's basic aptitude and intelligence than the· 

results of a standard examination. Thirdly, as countries .. gained experience·. 

with this new testing device, its weight in a student's overall score could 

be gradually increased; as the weight of traditional examinations declined, 

the whole of the curriculum during the secondary stage would then be 

liberated for creative learning divorced from the necessity of passing exam

inations. Lastly, the idea could be adopted without any additional invest

ments other than those involved in providing a one-week radio and 

correspondence course plus the processing of an additional set of test 

scores. 
The possible objections to this attractive proposal are recognized and 

discussed in the Sri Lanka Report. Examinations perform three functions 

in the school system: ( l) certifying the possession of certain competencies 

and attributes for purposes of being hired in the labor market; ( 2) pre-

• dieting successful performances in the next cycle of education; and (3) 

ensuring attendance and enforcing discipline in the preceding cycle of 

education. It is precisely the latter which gives rise to doubt. The Sri Lanka 

Report considers the problem of "the carrot and the stick" and concludes 

that this particular function of examinations must be repudiated as much 

for the sake of teachers as for the sake of students. 

Assuming that teachers would accept increasing reliance on aptitude 

rather than achievement tests, there is hardly any doubt that the growing 

tendency to demote the traditional examination would have a liberating 

effect on the process of education. What is much more questionable is 

whether it would succeed in rendering secondary education terminal. The 

trouble is that the correlation between the marks on the two types of tests, 

while far from perfect, would probably be very high. The type of student 

who scores well on a traditional achievement test would also score well on 

a written aptitude test. Unless the aptitude test involved making things 

with one's hands, as welJ as relatively culture-free questions testing reason- . 

ing ability and spatial re~atjanships, it would largely measure the .• same 

competencies as an achievement test. Since achievement testing has:never 

discouraged students from wanting to stay on to acquire higher edueation, 

aptitude testing with results highly correlated with those of achievement 

testing would fail to make secondary education terminal. 

Besides, aptitude testing would pose a serious threat to teachers for 
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'<-.'hnm li1•2 cxi'~ting curriculur:-1 aud c:wini11:11inn sv~~tcm li~!S the merit of 
StJlving th!.! problem of wh:it tu Leach a11d when to reach. In fncL the trouble 
\ViU1 ::di lhesc ciuaJitalive reforms that we have bet:H di:::cu:.;sillg i~ that every 
one of them in(J'Cas;.;s the dc:manJ made upon teachers in Tl1ird World 
countries. Th..:; sircngth of the orthodox system, at leasl a·; for as die 
teachers were concerned, was that it laid down very strictly the specific 
information that had to be mastered by students if they were to be success
ful, both in terms of promotion _within the education syslern and more 
gcneraJly in society at large. The vocationaJization of the curricula, the 
decentralization of syllabi, the integration of production and education, the 
move away from examinations. all require teachers who are enthusiastic, 
innovative and highly trained. When we consider the typical rural teacher 
in an African primary school who has himself had no more than primary 
education, it is ditlkull to believe lh:lt he wilJ prove equal to the task that 
will be imposed upon him by the new educational reforms. Even the 
inservice teacher training courses that are currently planned by 111ird 
World governments about to engage on major educational reforms may 
fail to equip the teaching cadre with the skiHs and confidence it needs to 
implemem the reforms in quesLion. It is this which may prove to be the 
Achilles' heel of this new wave of educational reform in Asia and Africa. 

A further critical variabJe concerns the earnings that regularly accrue 
10 persons with advanced levels of schooling in developing countries. The 
apfll!al of standard examinations, for example, stems not merely from the 
wish of students to achieve entrance lo higher education. Rather, il derives 
from the very high earnings and status associated with jobs to which higher 
levels of cduca~ion give access. While changes in examination and in 
c.;ystems of ;:;eicd'ion may be expected to bring educational benefits, it is 
1mrealistic to suppose that such changes \vill make people content to accept 
work at very low incomes in ruraJ areas if they believe themselves to be 
digible for highly paid urban jobs. Jn short, as long as employers continue 
lo use the level of education attained as the main criterion for hiring re
cruits into first jobs, and as long as the existing income differentials be
tween the highest and worsL-paid jobs in the occupational hierarchy remain 
what they are, the phenomenon of educated unemployment and underem
ployment in Asia, Africa, and Latin America is unlikely 10 be more than 
marginally affected by even major changes in 1he qua1ilative aspects of 
education. 

RECURRENT EDUCATION 

The proposal to replace orthodox examinations by aptitude tests is only 
one of a number of proposals that have been produced by ILO Employ-
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n1c11t Mis'.'tioll'; to promote the ·'tcrminali1ation" of secondary cduc:ltion in 
dcYeloping countric<,;. In hoth the Sri Lanka and Kenya Reports. achieve
ment testing is linked up with educational ~dcctiou hy quota'. nnd with the 
concert of postpone<l or recurrrenl education. Selection by quotas involves 
selcccing students inlo upper secondary education by school quotas within 
each school district; selection within each school quota is then by a mixture 
of achievement tests. The purpose of sclcccion by quotas is th&t of equal
izing educational opportunities between poor and rich families and between 
rural and urban districts; in ctiect, therefore, the quotas \Viii be as much·. 
geographical as social quotas, and they are designed to strengthen the se1e.c
tion of students for further education by factors other than examination 
results. Similarly, both the Sri Lanka and Kenya Reports recommend 
postponement of entry into university courses by two or three years, with 
eventual admission being conditional on evidence of work experience or 
community service. The universities themselves would make the selection 
as in rhe past, but they would now do so on the basis of examination results, 
aptitude tests, employers' reports and teachers' reports, and full credit 
would be given for part-time courses attended white working." 8 Postponed 
entry. the reports suggest, would help to cut down on college enrollments 
and would, in addition, strengthen students' motivation and improve their 

career choices. 
It is apparent that this proposal to postpone entry into higher e<luca-

we:ion by a few years is one version of the general concept of recurrent 
education, which is now under heated discussion in most European coun
tries. 49 In other versions, higher education is taken on a part-time basis 
concurrently with employment; it is never completed in one sequence but 
recurs at intervals throughout a person's working life. The ILO proposal is 
a relatively modest interpretation of the concept of recurrent education; all 
that would be called for is greater flexibility on the part of employers in 
offering part-time work to youngsters and some increased sophistication in 

the admission procedures of universities. 
There is little doubt that to interpose two or three years between 

completion of secondary education and entry into higher education would 
reduce the demand for higher education; that is to say, some proportion of 
secondary school leavers would in all probability lose their incentives to 
take up higher education. Jn addition, there is also little doubt that it would 
alter their aspirations and strengthen their motivation to study if they 

• . should decide to return to the educational system. Thus, whether it is 
• ·be!ieyed that educated unemploymen=t ii. due to excessive education, or to 

48. ILO Sri Lanka Report, p. 141; ILO Kenya Report, p. 242. 
49. See E. Faure et al., Learning To Be (Paris: UNESCO, 1972); International 

Commission on the Development of Education (Edgar Faure Commission). 
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a '>tructural nnhalancc rcprc-.,enkd hy a nfr.;match between aspirations and 

oppon unit ic-;, lht.: impact of po:--tpnncd cnt ry i11tu higher cducJtion is 

entirely in thL' right direction. What is much less certain is that the magni

tuclc of the impact will b~ very large. Herc, as elsewhere, cxpcrinients are 

needed to point the way. Sri Lanka has now adopted the concept of a six

month interval between the completion of secondary education and entry 

into higher education, and the latter is in fact governed by a set of 

geographical quotas. In that sef!Se, an experiment is now under way, and 

whatever its results, the ice has now at least been broken. 

The ILO mission reports saw the period of postponed higher educa

tion as being devoted to either gainful employment or community service. 

Reference to community service provides an opportunity to say something 

about the question of out-of-school involvement of youngsters in voluntary 

social services, or in a compulsory national service, as devices for altering 

their attitudes to the world of work. A significant example, but only one 

example, of a voluntary service of this kind is the Shramadana (Gift of 

Labour Movement of Sri Lanka), in which young people work with 

villagers on such projects as constructing roads, digging wells, improving 

sanitary facilities, developing water resources and irrigation canals, and 

providing educational and recreational facilities. In other Asian countries, 

such organized youth activities as scouting, Junior Red Cross, and National 

Cadet Corps, which are genera11y confined to school children, have been 

extended to cover out-of-school youth. The results have been generally 

encouraging but the coverage of such programs to dnte is still very mini

mal. What it shows, however, is that there is a wide variety of devices 

available for attempting to alter the values and aspirations of youngsters. 

It is not true that this can be done only in schools. It may not even be best 

done in schools. ·Indeed, in all Asian countries there are vast complexes of 

activity (which may be bundled together under the label "nonformal ed

ucation"), which are currently engaged in teaching new skills to out-of

school youths and adults. 

NONFORMAL AND INFORl\fAL EDUCATION 

The more critical attitude to formal education in recent years has led to 

new appreciation of the importance and potential contribution of non

formal. and informal education. By their very nature, data on these varied, 

decentralized and often overlooked forms of eHucation and training are 

partial and inadequate. But it js important to have at least some grasp of 

the range of activities in these areas, if only to avoid the impression that 

all or even most education takes place in the formal school system. 

l 
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"Nonformal education" is defineJ by the International Council for 

Educational Development as "any organised educational activity outside 

the established forma1 system--whether operating scparatcJy or as an im- .. 

portant feature of some broader activity-that is intended to serve identi

fiable learning clicnteles and learning objcctivcs.""0 Such programs include 

youth services, agricultural extension programs, settlement schemes, co

operative training, vocational agricultural training, adult literacy. cam

paigns, and national awareness programs using the mass media. At the risk 

of some oversimplification, three categories of non formal educational·. 

programs can be distinguished: (I) programs which are designed to up-· 

grade the skills of persons in employment; ( 2) programs which are 

organized as a bridge between formal schooling and employment, which 

usually include some specific vocational training; and ( 3) programs which 

are organized as an alternative to formal schooling for those persons who 

are presently excluded from the school system. Although only fragmentary 

data on nonformal education are available,51 it may be useful to indicate 

something of the range of educational activity within each of the above 

three categories. 
Programs in th.e first category-those that are designed to upgrade 

the skills of persons in employment-include on-the-job training and in

service courses of various kinds for workers in the formal sector. Many 

governments in Asia and Africa have adopted a positive policy towards 

increasing and improving on-the-job training schemes; in addition to 

training on the job, a large number of nonformal in-service courses are 

also provided. These are sometimes run by private employers, but most of 

such courses are available only in the public'""'Sector. Furthermore, many 

governments in Africa make available a number of places in their technical 

training institutes specifically for the purpose of upgrading workers during 

a period of release from employment. In Kenya, for example, under the 

provisions of the Apprenticeship Training Scheme, workers spend part of 

their time in training courses at the National Industrial Vocational Train

ing Centres. And most of the training at the polytechnics in Kenya com

prises in-service courses for people who are sponsored by their employers 

either in the public or the private sector. Many other governments ( includ

ing those of Ghana, Zambia, Botswana, and Swaziland) have similar 

50. P. H. Coombs. R. Pressner. M. Ahmed, New Paths to Learning for Rural 

Childre1i mid Youth (New York: International Council for Educational Develop

ment, 1973 ). See also P. II. Coombs, M. Ahmed,· Attacking Rural Poi·erty. How 

N~~-Formal Education Can l/elp (Baltimore: John•ifopkins University Press. 1974). 

• 51. But see J. Sheffield and V. Diejomaoh, Non-Formal Education in African 

Dnelopment (New York: African-American Institute, 1972), for a useful survey of 

African nonformal programs. 
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schemes. Most of these government training courses arc "nonformal" in 
our terms; that is, they are organized in response to specific occupational 
needs, they Jic outside the purview of the ministry of education, and they 
rarely lead to the acquisition of certificates. In this sense, they contrast with 
many of the prcservice training cou1ses that fall more squarely within the 
formal training system. 

Finally, one of the most important and widespread forms of non
formal education in the first category is the agricultural extension service. 
In most countries. this service is responsible for encouraging farmers to 
apply new methods of cultivation and animal husbandry; it aims to increase' 
the use of fertilizers, insecticides, manure, draft animals, and equipment, 
and to promote the introduction of new crops. In the mid-1960s, expendi
ture on agricultural extension in Tanzania accounted for up to one-third of 
the recurrent budget of the Ministry of Agriculture, and up to three percent 
of total government recurrent expenditure. 52 This experience has also been 
fairly typical of other countries. Extension services are thus an e,xtremely 
important item of nonformal education in terms of the financial resources 
allocated to them. 

The second category of nonformal education covers pre-employment 
training programs. In Africa, many of these would be included in the 
category of formal rather than nonformal education. Apart from the more 
usual examples of vocational training-those for teachers, nurses, artisans, 
technicians, and so on-there is a wide range of other preemployment, 
nonformal programs. These programs are offered by both government and 
private sector agencies, particularly the latter. Many recently established 
programs have their origins in the attempt to provide some kind of voca
tional opportunity for primary school leavers unable to find modern sector 
jobs. A Kenyan example is the training given by the Christian Industrial 
Training Centre in Nairobi. The majority of such schemes, however, have 
been conceived from the very beginning as training programs which pro
mote a transition to self-employment rather than wage employment in the 
modern sector. Training programs for weaving, cottage industries, carving, 
carpentry, building, electrical trades, mechanics, and almost every other 
conceivable, marketable low-level skill have appeared in Africa over the 
past twenty years. As in the case of the Kenyan Village Polytechnics, many 
of these programs are explicitly organized on a self-help basis, using stu
dent labor ~nd local materials. Though often highly structured, such 
programs are characteri1.ed by low recurrent costs, by pupil-teacher ratios 
higher than in the formal training system, by the absenc,r of _formal require-

52. J. ·King, Planning Non-Formal Education in Tanzania (Paris: UNESCO
llEP, 1967), pp. 25-26. 
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ments for admission, and by the absence of certificates al the end of the 

program. 
In spite of these features, the success of many of these programs still 

tends to be judged by the number of their graduates who succeed in finding 
wage employment. This is so because, regardless of the focus of the cour.:;c· 
on self-employment, the students themselves have their eyes on the train
ing as a means, however remote, of gaining access to a wage-earning job. 
Furthermore, the emphasis on skill training in these programs ignores all· 

' the other, deeper problems that an inexperienced youngster faces in enter,-·. 
ing the labor market on his own account. Seldom is the major co·nstraipt 
simply the lack of a vocational skill; more frequently, it is a lack of 
capital, a lack of knowledge concerning marketing possibilities, a lack of 
business acumen, a lack even of the knowledge of basic bookkeeping 
practices. In short, these preemployment training courses are addressed to 
what is, in fact, only one of the shortcomings of a would-be entrepreneur. 
As the glut of potential and qualified workers seeking entrance to the 
modem sector increases in Africa, more and more of these schemes are 
recognizing the inadequacy of the preparation they provide. 

The third major category of nonformal education includes programs 
that are deliberately established as an alternative to formal schooling. 
African and Asian interest in these second-chance facilities has grown 
considerably over the last five years. Most of such programs arc still on an 
experimental basis, but their initiation in an increasing number of countries 
is a portent of the future. These programs have come to he referred to as 
"basic education," which we have already discussed. The growing disillu
sionment with the quality of formal education has increased the appeal of 
basic education programs. Basic education has the advantage of being able 
to be designed to fit the specific needs of rural communities. Since basic 
education courses generally do not lead to any certification of students, it is 
widely believed that they represent a means whereby useful attitudes and 
skills can be developed without at the same time encouraging aspirations 
for gaining employment in the modern sector. Their chief role, in Africa at 
any rate, has been less to provide alternatives to formal schooling for 
youngsters than as supplements to the school system for adults. Such adult 
programs are aimed at a wide range of social and ·economic objectives. 
They include community development programs, literacy programs, co
operative education and development schemes, and mas~ campaigns using 
radio. Radio l~arning has been most notably used in Tanzania in order to 
contact g~oups of largely illiterate people living ·in rpral areas. Other gov
ernments, including Botswana and Zambia, have also begun using this 
approach to the promotion of a limited range of learning objectives in 
health, nutrition, agriculture, rural development, and civics. 
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Tb· l<l\l ~·r 1 rrnn-:.-nt rc-rfectlv J!lu~;lr<'.fCs the I ,lJl~C and L·ornpk:xity I 1f 

11unfrm11:1i education in Africa. Whik H \\nuJd be (k-.irnblc to g<;ncralize 
aboul it-; de,:clopmcnt, and irs prospects ior the future, it is h:ird to Ud so 
bcc<rn:..;c of the diversity of aims and rn~thods involved. I Iowevcr, it is clear 
th;it the n1<Jin provider of nonformal cducatio11 in Africa is a.t present the 
public sector. Though private initiatives have been of key importance in 
some countries, resulting (as in I he case of tlte Botswana Brigades and the 
Kenya Village Polytechnics) in_ a large student populalion created without 
government help or suhsidy, these are the exceptions rather than the rule. 
In general, be;1ring in mind the importance of agricultural extension, 
literacy progr:ims, and inservicc and upgrading training, the scope of 
private training schemes is tiny compared with the rt:sources and the people 
involved in government programs. The initiative for the future development 
of nonformal education thus lies firmly in governments' hands. 

So far comments here have been related to organized systems of 
learning that take place outside the orthodox or formal school system. It 
is being increasingly recognized, however, that the vast majority of the 
labor force throughout the Third World learn the skills they need for their 
livdihood not in the systems of formal or nonformal education, but in
form.ally, on the job or in the home. To return to the Kcnyim examples 
mentioned earlier, tech11ical skill training within the formal system is avail
able to only about 5,000 students each year. Thus, only a tiny proportion 
of the 225,000 primary school leavers in Kenya can gain entry to these 
programs. It is incorrect to imagine that the remainder are condemned to 
unskilled manual jobs. On the contrary, a high proportion eventually enter 
som~ kind of indigenous apprenticeship arrangement in the informal sector, 
or acquire skills on the job that eventually promote their transition to 
self-employment. 

In parallel with the attention given to the informal sectors of the 
economy from the perspective of helping the poorest groups in the econ
omy, there has also been a growth of interest in the role played by infonnal 
or indigenous learning systems. The fact that the latter systems provide the 
gateway to the former is important from iln analytic and a policy perspec
tive. Work on informal education is as yet in its infancy.:;3 Nevertheless, 
recent studies for Africa do support the following generalizations: ( 1) 
informal education/training is the main vehicle for skill acquisition in a 
wide variety of skilled and semiskilled jobs, particularly those in the in
formal and rur<!I sectors; ( 2) informal artisan training is. ?ften closely 

j 

53. But see the s11bstantial amount of historical and sociological· analysis pre-
sented in K. King, The African Artisan (Edinburgh: University of Edinburgh 
Centre for African Studies, 1975), and C. Wallace and S. Weeks,' Success or Failure 
in Rural Uganda: A Study of Young Pt•ople (Kampala: Makercre University, 1974 ). 
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similar ll1 the apprenticeship ~chcmcs promulgated by governments--fees 
1\1.:i)' be p:?id by the trainee, and the tr~lining period may last. over a period 
of years; ( 3) informal training schemes tend to pronwte skill acquisition 
relevant to local resources and products-prima facie they tend to be more 
usable in a rural environment, or in cases where ccipital is a key conslrain!; · 
and ( 4) informal wage structures are more rlctermincd by productivity Lhan 
by certification-this means that informal learning systems may be ·more 
effective as instruments to promote relevant knowledge and skills than the · 
formal system, geared as the latter is to the needs of a formal sector labo~ 
market. .· 

These c:haractcristics are now confirmed by studies in a number of 
countries, and it is clear that the de facto importance of informal education 
has been overlooked in the past. Nevertheless, the importance of informal 
education from the point of view of government policy relates more to the 
lessons that can be learned for educational developments in the formal 
system than to the desirability of governments becoming more involved in 
these informal learning processes. At present, the best thing that could 
happen to informal education is that it be left alone, not least because it 
appears to achieve a wide range of educational objectives more successfully 
than the formal system. Meanwhile, there is a need to conduct more de
scriptive research in a variety of rural and urban settings, both to increase 
our knowledge of the range of skills that are effectively taught informally, 
and to gain insights concerning the actual and potential linkages to 

organized systems of learning. 

AN ACTIVE MANPOWER POUCY 

Left to the last is the question of tackling educated unemployment by direct 
intervention in labor markets. When an economist examines the comprehen
sive educational reforms that are now under way in a large number of Asian 
and African countries, the overwhelming impression gained is that the 
direct links between the educational system and the labor market are still 
not adequately appreciated in developing countries. Again and again, he 
will witness countries overhauling their entire educational system without 
taking steps to alter the prevailing salary differentials by levels of school
ing. Even when such countries pursue an incomes policy designed to re
strain the upward movement of wages and salaries, no effort is made to 
monitor and pubiicize the squeezing of differentials tll~t such a policy 
frequently entails, as if levels were everything and differentials nothing. 
There may be circumstances in which governments ai:e powerless to affect 
the general pattern of rewards in the labor market, at least in the short run, 
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but any govcrnmcm in Asi:.t ur Africa ca!! in fact make significant inroads 

on the re'.vards uf cJucatcJ people merely by altering its own hiring and 

prnmor.ioa practices, for the simpie reason that they are generally a major 

employer, ;:is in the case of Asia, or a principal employer, as in the case of 

Africa, of the products of secondary and tertiary educational institutions. 

The ILO mission Reports on Sri Lanka and Kenya both place 

emphasis on policies designed to reduce earnings differentials in labor 

markets.:..• They take the view that the differentials between unskilled and J 
skilled workers and between less and more educated workers are "exces- ~-

sive," in the sense lhat they exceed the differentials required to give people 

an incentive to acquire both skills and education. These excessive differ

entials produce a high private rate of return lo investment in education and 

thus feed the demand for upper secondary and higher education. Moreover, 

they distort the motives of youngsters and thus contribute to educated 

unemployment. For example, a survey of university students in Sri Lanka 
carried out by the ILO Employment Mission showed that most unemployed 

arts graduates were willing to consider a job at Rs. 300 per mon.th, which .;;; 

is about half the going rate for university graduates; furthermore, a grad-

uate training scheme which offered 5,000 jobs at Rs. 200, rising in two 

years to Rs. 400, Jed to applications from half of the new arts graduates 

in the country. 5 :; Clearly, these graduates are willing to work at less than ~ 

the current salary for university graduates. It is worth noting that the public I. 
sector in Sri Lanka pays educated people more than the private sector at 

every age and, in addition, offers fringe benefits which are more generous 
than those offered by private industry. No wonder that Sri Lanka university · 

students prefer public sector employment, citing supe1ior fringe benefits, 

greater job securjty and more personal freedom as the justification for 

their prefcrence.:;6 

The ILO Kenya Mission Report attacks the problem directly by pro-

posing that the entry points on public pay scales should be reduced by 25 1· ", 

percent for a five-year period, after which entry points should no longer ~ 

be defined in terms of formal education; however, this suggestion was not . 
accepted by the Kenyan government. 57 Nevertheless, the Kenyan govern- <. 

mcnt djd accept the principle of working toward a narrowing of skill differ

entials in the years ahead. Incomes policies, to use a widely accepted 

shorthand, are now a regular feature of economic policy in a number of 

54. ILO Sri Lanka Rep?r~~ pp. 118-20; ILO Kenya Ri=port, pp. 268·-69 ... •• 

5 5. I LO Sri Lanka Report, p. 17 5. 

56. /bid., p. 135. 

57. ILO Kenya Report, pp. 268-69, and Republic of Kenya, Se.s.siona/ Paper 

011 Employment, p. 50. 
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Third \Vorld cou11t; ii..:s, and although they arc rarely designed lo deal 

expressly with the problem of dcpre'-lsing the relative earnings of univcr:-i~y 

graduates, they alJ have the cfkct of doing so.~·" Ncvcrtlielcss, even a g~n

eral incomes policy th'1t narrows earnings differentials in labor markets, 

and thus effectively saps the private incentive to acquire higher education, · 

is not enough, unless accompanied by specific changes in public sector 

hiring ·practices. As the principal employer of the bulk of educated people, 

Asian and African governments share a heavy responsibiJity for the exces- · 

sive growth of the upper levels of the educational system. In most coun-. 

tries, they tie salary scales rigidly to educational qualifications; they 

promote almost automatically by age, with little resort to performance 

rating; they fail to provide job specifications and fail to practice scientific 

job evaluations; and they invariably provide absolute tenure and generous 

fringe benefits. Even if they paid graduates no more than secondary school 
leavers, this would be enough to create a large demand for university ed

ucation. In short, the recruitment and promotion policies of the public 

sector in Asia and Africa have done much to foster "the diploma disease." 

Large salary differentials and free or almost free university education have 

done the rest. 

A COMPREHENSIVE STRATEGY 

• 
By now, a formidable list of policy proposals has been collected for an 

attack on the problem of educated unemployment in developing countries: 

they range from quantitative restrictions on entry at various levels; to a 

rise in the private coses of secondary and higher education joined to in

come-related scholarships and loans to equalize educational opportunities; 

to structural reforms allowing flexibility for a number of different routes 

through both formal and informal education; to "vocationalization" of 

curricula and the reform of the examination syscem; to a strengthening of 

out-of-school provision; and, lastly, to an incomes policy or at least a 

change in public sector employment practices. All of these may be expected 

to have an impact on the employment problem, but, in the present state of 

knowledge, it is not possible to know which of these would be more or less 

effective. It may be concluded, therefore, that the hope of gearing educa

tion to employment opportunities demands a multi-pronged attack. Apart 

from the fact that changes affecting the labor market should precede, or at 
. ... - . . 

58. For some Afric~n ..evidence, showing that Egypt, Ghana, Ta'iizania, 

Zambia, and Kenya have all succeeded in recent years in squeezing earnings ~ifferen

tials by the device of freezing top salaries and raising statutory minimum wages, see 

UN-ECA, Economic Conditions in Africa, pp. 113-15 . 

.. . . .. .... 

. '· ~ 

'~ 



.:.IOI) BL AUG 

least go hand-in-hand with, educational reforms, il is evident that cduca

rional remedies to the problem of educated unemployment have to be 

considered as a whole. The need is for a comprehensive educational 

strategy, embodying all the reforms \Vhich have been noted. 

The precise weight assigned to each component of the comprehensive 

attack on the problem of educated unemployment will vary from country 

to country. As between the formal system of schooling and informal -

educational activities, between universal primary education and selective 

secondary education, between comprehensive schools and specialized 

technical institutes, between regular university degree courses and short 

career courses, between a uniform, urban-oriented curriculum and a 

"ruralizcd" curriculum, between an uninterrupted learning stage and recur

rent education with "sandwiched" periods of work and learning, not to 

mention the choice among fees, scholarships and loans, the alternatives arc 

so numerous that the choice must ultimately depend on each country's 

national objectives. In these circumstances, a few, but only a fe~, generali

zations by way of a conclusion are ventured. 

The greatest educational need for the Third World, and particularly 

for countries in Asia and Africa, is still universal primary education. The 

large numbers of children who are not in school, either because they never 

enrered one or because they have dropped out of school too early, have to 

be given the benefit of a minimum quantum of education. This first stage of 

education should be both free and compulsory. The period of such com

pulsory primary education should in practice be as long as a country can 

afford, 3lthough the tenets of educational psychology wou]d demand that it 

last a minimum of 7 to 8 years. Universal primary education, followed by 

selective education to satisfy identified manpower needs in modern sector 

employment, is not a new policy in Asia or Africa. But where it has been 

operative hitherto, the tendency has been to select students only in respect 

of certain high-level professions, allowing the rest either to drop out of the 

system or to be relegated to less expensive and unfocused courses of study. 

The current situation in the Third World demands a system of postprimary 

education which is accessible to all those who want to pursue full-time, 

part-time, or "own-time" education, not as a right but as a privilege. In 

general, everyone should pay for postprimary education unless they can 

show that they are too poor to do so. Alternatively, students may be lent 

their fees to be repaid out of future earnings, if they have earnings and 

. not otherwise. Some countries may want to combine low fees and minimum 

loan~ with some scholarships for partiC~larly~disadvantaged groups. But, in 

general, countries must be prepared to shift an increasing burden of the 

costs of postprimary ~ducation to parents. Universal prim;iry education in 

the Third World cannot be achieved unless the locomotive of higher educa-
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tion can somehow be slowed down, and there is little chance of that unless 

it can be made more expensive to students and their families. 
The content of education must move gradually towards the ideal of 

comprehensive schooling for everyone that includes "shop courses," "prac

tical arts," "prevocational education," or whatever it is called, whos.e · 

purpose it is to introduce children to manual work without pretending to 

prepare them for a specific job, or even a range of specific. jobs. Examina

tions ought to contain an increasing number of objective questions, unre- · 

lated to the previous syllabus, and aptitude tests may be gradually intro

duced alongside standard examinations of the old type. A period of wor~: 
experience as an essential prerequisite to admission in higher education 

ought to become universal in developing countries (not to mention de

veloped ones). And the role of relating education to the so-called manpower 

requirements of a growing economy should fall increasingly on informal 

education and on training schemes offered on a part-time or short-term 

basis. In general, new attention ought to be given to the location of 

educational activities as between town and country. Future economic 

planning will, in any case, he focused on the rural sector, and it is rura] 

education, and particularly out-of-school education for rural youths and 

adults, that must now become the linchpin of educational policy in Asia 

and Africa. 
The policy proposals outlined above are designed to affect the quality 

of population. They may also contribute to the solution of the quantitative 

population problem in the Third World, but that cannot be their principal 

motive. The effect of formal schooling, whatever its magnitude and 

character, has only indirect, Jong-term influence on the birth rate, and 

hence the rate of population growth, in particular countries.r•9 In con

sequence, no specific education and training policies can be derived from a 

country's official programs aimed at reducing the population growth rate. 

It is true that UNFP A, FAO, WHO, and UNESCO have long been con

cerned with both school and out-of-school programs of what is called 

"population education," namely, the insertion in school curricula and in 

formal youth training programs of the study of population dynamics and 

policics.60 But, as yet, the number of nationwide population education 

programs is small: although there have been different programs in more 

than fifty countries, less than twenty have so far committed themselves to 

59. See R. M. Bjork, "Population, Education. and Modernization," Education i11 

f:Jatimial Dei•dop111cnt, edited by D. Adams (London: Routledge and Kegan Paul, 

.' 

. ) 971)' pp. 118-45. ;:;;,::.:,:~.,, .. -_,,,.,., ,. ..-.. ,~""""'"',,,_ .. _ 

60. See UNESCO, Population Education: A Contemporary Co11cem (Paris: 

UNESCO, 1978) . 
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ofocial national programs:ir That is no reason for not cncour aging the ex, 

"'i: 

t' 
f 
1 
~ 
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' 
pamiun of ">ttch prog1ams in future }cars, but the fact remains that even a 

mas~.;ive 1.~xpan~ion of population education pro!~rams could not be expected 

h1 affect fertiliiy rates for many years to come and would in any case 

absorb only a small prnportion of educational budgets around the World. 

Meanwhile, tho vast o<lucatio11al and training problems of Third World 

countries would still remain unsolved. 'The argument for better educational 

planning in the Third World has to be that effective planning would 

contrHmtc to a wider process of modernization, in which policies aimed 

primarily at the quality of population complement associated policies de

sigucd to affect the quantity of population, which would not necessarily 

have impact today> or tomorrow, but would, surely, the day after tomorrow . 

61. Ibid., p. 28. 

•• 

.. · 

J 
f 

i 
f 

,, 

I2 

Population Redistribution: 

Patterns, Policies, and Prospects 

L. A. PETER GOSLING 

"1r INTRODUCTION 

JlHE CONCERN with population problems in developing countries has, 

until recently, focused almost exclusively on overall population numbers 

and growth and on policies to control fertility in these countries. Now, 

however, increasing recognition is also being given to the location or distri

bution of population within nations. Developing countries have become 

increasingly concerned with the spatial maldistribution of population 

manifest in such phenomena as overurbanization, rural overpopulation, 

'lnd the associated problems of rural and urban poverty, unemployment, 

and urban blight. A wide range of population redistribution policies has 

evolved to deal with these problems. They include policies to control, 

restrict, or reverse rural-urban migration~ to move "surplus population" out 

of cities; to control spontaneous, or even planned, population redistribution 

within rural areas; to develop land settlement projects and such urban 

projects as squatter eviction, slum clearance, urban renewal, and public 

housing. 
Most of these population redistribution policies evolve in response to 

specific problems such as poor and landless rural population and urban 

overcrowding and unemployment. They do not deal with the underlying 

causes of these problems, which lie in social and economic strnctures and 

This chapter is a summary of a monograph of the same title which incorporates 

nine individual p:ipcrs, written by L. A. Peter Gosling, Linda Lim, John Oppenheim, 

Donald Deskins, Keith Clarke, Theodore Full~r. .Abdul Hamid Abdullah, and 

J~faxine Olson, and edited by L A. Peter Gosring and Linda Jjm. The reader is 

rfferre<l_ to this monograph, to be published in· its entirety by UNFPA, for more 

detailed discussions and extensive footnotes and references. An abbreviated list of 

references is appended to this chapter. 
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APPENDIX E: INDUSTRIAL TRAINING PROGRAMS 

OF LATIN AMERICA 



In Latin America and the Caribbean area, the following institutions and 

programs are commonly referred to by their initials or abbreviations. 

CINTERFOR -- Centro Interamericano de Investigacion y Documentacion sobre 
Formacion Profesional (the Inter-American Research and 
Documentation Centre on Vocational Training), an I.L.O. 
agency, located in Montevideo, Uruguay. 

I.L.O. -- The International Labour Office and the International Labour 
Organization, headquartered in Geneva, Switzerland. 

INA (Costa Rica) -- Institute Nacional de Aprendizaje (National 
Training Institute). 

INA (Nicaragua) -- Institute Nacional de Aprendizaje (National Training 
Institute). 

INACAP (Chile) -- Inst~tuto Nacional de Capacitacion Profesional 
(National Institute for Vocational Training). 

INFOP (Honduras) Institute Nacional de Formacion Profesional 
(National Vocational Training Institute). 

INTECAP (Guatemala) Institute Tecnico de Capacitacion y Product
ividad (Technical Institute for Vocational 
Training and Productivity). 

SECAP (Eduador) -- Servicio Ecuatoriano de Capacitacion Profesional 
(Ecuadorian Vocational Training Service). 

SENA (Colombia) -- Servicio Nacional de Aprendizaje (National Training 
Service). 

SENAI (Brazil) -- Servicio Nacional de Aprendizagem Industrial (National 
Training Service for Industrial Apprenticeship) 

SENAC (Brazil) -- Servicio Nacional de Aprendizagem Comercial (National 
Training Service for Commercial Apprenticeship). 

SENATI (Peru) -- Servicio Nacional de Adiestramiento de Industria y 
Torismo (National Service for Training in Industry and 
Tourism). 



SENCE (Chile) -- Servicio Nacional de Capacitacion y Empleo (National 

Service for Vocational Training and Employment). 

SNPP (Paraguay) Servicio Nacional de Promocion Profesional 

(National Service for Occupational Promotion). 
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