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PART I
 

THE SECTOR APPROACH
 

In economic terminology, a sector is a rather clearly defined constituent
 

segment of an economy. But as applied to developing countries the term is U.ed
 

quite loosely. Frequent reference is made to the "agricultural sector," the
 
"modern sector," the "traditional sector," or more narrowly the "manufacturing
 

sector," the "transportation sector," or the "commercial sector." Today, US-AID,
 

the World Bank and many of the developing countries are talking about the "educa­

tion sector," and indeed are stressing the need for a "sector-wide" approach to
 

education, training, and other learning services. The objective is to supplant
 

the project-by-project approach, and thus to provide a comprehensive view of all
 

education and training activities and their interrelationships in order to iden­

tify the most strategic projects for possible external aid and assistance. The
 

sector approach requires wider ranges of data and more sophisticated analysis, and
 

it stresses the formulation of broad strategies of human resource development and
 

utilization. Its objective in essence is comprehensive and rational planning of
 

all education and training activities. The sector approach, moreover, goes far
 

beyond the traditional boundaries of formal education; it encompasses training and
 

human resource development in other sectors such as agriculture, industry, health,
 

nutrition,and public service. Thus, unlike other sectors, education or the
 

nation-wide learning system is not a relatively self-contained system. It has
 

multiple intersections with almost every facet and element of national development.
 

The sector approach often includes four levels of activity. The first and
 

simplest is the sector survey which is a descriptive profile of part or all of a
 

country's system of education and training. The second might be called sector
 

analysis. This usually involves a study of the dynamics of the sector's operations
 

in producing outputs, the analysis of alternative policies for achievement of
 

specified goals, and an evaluation of constraints and feasibility of various
 

courses of action. The third, a sector strategy, which might or might not be
 

based on a rector analysis, attempts to identify the courses of action required to
 

meet chosen objectives or targets. And finally, a sector plan or program is a set
 

of activities to be undertaken in a specified time period to implement a sector
 

strategy. This paper is concerned with all four of these activity levels. Indeed,
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they all must be considered togetoer in any coherent program for human resource
 

development. Throughout the paper, we shall use the term "assessment" as a short­

hand symbol for all four in the aggregate.
 

For the most part, the sector assessment approach is being spearheaded by
 

aid-giving organizations. Increasingly, sector-wide surveys, studies, reviews,
 

analyses, and other kinds of sector-wide assessments are required prerequisites
 

for external assistance, and they are thought to provide strong incentives for
 

more systematic development planning by the recipient countries. These countries,
 

for the most part, are willing to accept the sector assessment approach if they
 

expect that the effort involved will lead ultimately to substantial external support.
 

Both US-AID and the World Bank use the term "education sector" to include
 

non­educational and training services, both public and private, and both "formal," 


formal," and O'informal." In this paper we use the term nation-wide learning system.
 

This encompasses all learning processes: in school, in nonformal education, in
 

employment and in the working environment. It postulates that every participant
 

in the active population or labor force is a potential learning station. It stresses
 

the idea of universal opportunity for learning by both adults and children as a
 

means of maximizing the effectiveness of all members of the labor force and of all
 

elements of the population as human beings and citizens. The major components of
 

the learning system are: (1) the skill and knowledge generating functions of
 

working environments and employing institutions; (2) broadly based pre-employment
 

formal education at all levels; and (3) out-of-school education and training
 

services through a wide variety of programs, both public and private, aimed at
 

developing more perceptive and knowledgeable people capable of entering and per­

forming the -widest possible range of occupations. The nation-wide learning system
 

thus connotes the continuous or recurrent generation of the skills, knowledge, and
 

capacities of man. In economic terms, it encompasses all processes of human capital
 

formation.
 

The Perspectives of Analysis
 

In any sector assessment one must be aware of "what he is solving for." As­

sessments can be made from a variety of perspectives which stem from stated or im­

plied goals. Thus, the starting point in a sector assessment in a developing
 

country is the identification of national goals. Sometimes goals are explicitly
 

stated, as, for example, in Tanzania's Arusha Declaration and related manifestos.
 

Hore often, they are implied in speeches of national leaders and statements of
 

political parties. In some cases, goals are postulated by outside advisors, such
 



as economists. or educationists, who may be asked to assist in formulation of Je­

velopment plans. In rare instances, as in thn recent Education Sector Review in 

Ethiopia, a "working party" of experts is charged with the task of drswing up a 

statement of consensus on national goals and aspirations. In any case the goals 

determine the perspectives for analysis, and the perspectives govern the scope 

of the assessment, the orientation of studies, the choice of relevant facts and 

data, and the priority problems for which solutions are sought. In evaluating 

any sector assessment, therefore, it is imperative to detect the perspectives; 

unfortunately, this may be difficult since they are seldom clearly stated or 

consistently utilized. 

Another important consideration is "breadth of vision." From any perspective,
 

it is possible to look at education or learning systems broadly or narrowly. For
 

example, most education sector reviews have been confined to formal education,
 

and some are even limited to specific levels such as primary, secondary or higher.
 

More recently, the scope has been extended to include some nonformal education
 

and training.
 

The most commonly employed perspectives for sector assessments are the
 

following:
 

The first, and perhaps most widely used, is the social demand approach. In
 

this perspective, the important consideration is how much education is demanded
 

or thought to be desirable. A basic premise is that education, and particularly
 

primary education, is a universal human right. Secondary education should be
 

available for all primary school completers who are qualified, and higher education
 

should be available to as many secondary finishers as possible. The basic idea
 

is to provide maximum educational opportunity for all who want it, limited only
 

by financial and human resource constraints of a particular society. This perspec­

tive is prevalent amgmoast ministries of education as well as teachers and other
 

members of the educational establishment. It also has had strong support from
 

international agencies such as UNESCO. Quantitative expansion of all levels of
 

education is taken as a cardinal objective, usually with the criterion of "more
 

of the same" although improvement in quality is often stressed as an important
 

objective as well.
 

A second basic approach is that of needs for national development. Here the
 

emphasis is on producing the skills and knowledge which are relevant to the eco­

nomic, political,and social goals of the nation. In short, the needs of the
 

country have priority over the demands or wishes of individuals in the society.
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The needs for national development perspective, however, can be narrowly or
 

broadly specified.
 

The so-called manpower needs approach, for example, is narrowly focused.
 
Characteristically, it views tha education or learning system as a producer of
 
skills and knowledge primarily for the modern sectors of developing countries.
 
Most manpower requirements surveys are limited to needs for high-level professional
 
and administration personnel and middle-level technicians and functionaries em­
ployed for wages and salaries in the modern sector enclaves. The manpower re­
quirements approach is also oriented to economic rather than broader political
 
or social development. Because of its limited viewpoint, the manpower require­
ments approach is subject to mounting criticism. Some critics, such as economist
 
Kenneth Boulding, find the whole manpower approach repulsive, disgusting, dangerous
 
and "incompatible with the ideas of liberal democracy." Boulding sees it 
as
 
appallingly crude, and argues that simply counting noses is quite unrealistic.1
 

Others condemn it as ignoring the role of the masses of rural and urban workers.
 
Nevertheless, the view that education and learning systems should be developed
 
at least in part in iesponse to manpower considerations is still widely accepted.
 

Another narrow perspective within the needs for national develo.ent approach
 
is that of economic returns. From this perspective, investment in education is
 
based on cost-benefit analysis which relates the monetary costs of education and
 
foregone earnings to life-time earnings of persons with different levels or
 
amounts of education. This approach has been attempted in
a number of countries,
 
but as yet has had very little impact on policy formulation. The reasons are
 
many: inadequate data, particularly on life-time earnings streams; conceptual
 
weaknesses such as the assumption that earnings of individuals in developing 
countries adequately reflect productivity or usefulness in the economy; recogniLlon 
of shortcomings of income or GNP as the only or even the principal target of nation. 
al development; and the conviction that the benefits of education must be measured
 
by humanitarian as well as by economic criteria. However, the appeal of the cost­
benefit approach to economists isstrong since it provides a rationale for incor­
porating education and training programs into the apparatus of planning for eco­

nomic growth
 

1Quoted from Robert M. Morgan and Clifton B. Chadwick, Systems Analysis for
 
Educational Change: The Republic of Korea, Tallahassee: Dept. of Educational
 
Research, Florida State University, 1971, p. 29.
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In relating learning services to national needs, consideration must be given
 

to cultural, social, and political as well as economic development. Man lives
 

by more than bread alone. Education is important for building consensus, artic­

ulating values, and making man more sensitive to his environment and his fellow
 

human beings. Any attempt to build education and training solely on the basis
 

of economic criteria is socially and politically unviable in today's developing
 

countries. It may be time to "dethrone" GNP as the sole and all-encompassing
 

target of national development. The major difficulties here, of course, are that
 

non-economic goals are difficult to specify and for the most part impossible to
 

quantify. As the range of vision in looking at needs of national development
 

broadens, therefore, sector assessments become more qualitative and less precise
 

or "rigorous" in analytical design.
 

Another basic approach is that of employment generation. Essentially this
 

is a national needs approach using a specific problem perspective. Here the
 

basic assumption is that unemployment and other manifestations of underutilization
 

of human resources are the most critical problems facing present-day developing
 

countries. The expansion of opportunities for more productive employment for
 

all segments of the population is, therefore, taken as the principal goal. The
 

rationale is that the maximum utilization and appropriate development of the
 

capabilities of the entire labor force will lead not only to higher levels of in­

come but, even more important, to more equitable distribution of the fruits of
 

progress. Economic prosperity is thus the consequence of effective human re­

source utilization and development. This approach has been articulated in recent
 

country studies undertaken by the 1LO.2 A manpower requirements approach, of
 

course, is implicit in the employment generation perspective, but it stresses the
 

assessment of working opportunities for the masses in the traditional and inter­

mediate sectors as well as high-level manpower development in the modern sector
 

enclaves. The employment generation perspective is now attracting great interest
 

because of the mounting economic and political problems of underutilization of
 

human resources and growing disparities between the rich and the poor in most
 

developing countries, even those with very high rates of economic growth. Suffice
 

it to say, the employment generation approach looks at all education, training,
 

and learning activities in terms of their relevance to creation of and preparation
 

of employment opportunities.
 

2See for example, the Studies of Colombia, Ceylon, and Kenya which are reviewed
 
in Appendix I, and also Frederick H. Harbison, Human Resources as the Wealth
 
of Nations, New York: Oxford University Press, 1973.
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In practice, most sector assessments are made from various combinations of
 

the above perspectives. In many instances, however, the perspectives and the
 

goals from which they stem are implied rather then openly specified. And some­

times, the goals are contradictory. A good sector assessment should state its
 
goals clearly and analyze problems consistently from the chosen perspectives.
 
Since the chosen goals and perspectives will vary from country to country, it is
 

not 	feasible to construct a single model or blueprint for a sector ansessment
 
applicable to all kinds of economies. Obviously, different choices of perspec­
tives will call for quite different strategies of analysis. Nevertheless, there
 
are some considerations which are coummon in all of the approaches outlined above
 

and 	these may be mentioned briefly:
 

1. The criterion of access to education or learning opportunity is central
 
to all approaches. Which persons or groups gain access to primary,

secondary, or higher education, and on what basis do they acquire such
 
access?
 

2. Another consideration is the orientation of educational or learning
 
programs. Is the purpose of education mainly to prepare persons for
 
higher levels of formal education? Is the curriculum primarily geared
 
to tests or examinations? Is the teaching and subject matter of schools
 
relevant tc the lives of those attending them? Most sector assessments
 
stress some kind of educational reform, which usually involve broad­
ening of access, improvement of quality,and changing of emphasis in
 
schooling.
 

3. Another essential consideration is the nature of constraints,both human
 
and financial. How much can a country spend, as a proportion of GNP
 
or government revenues, on education and learning services? How can
 
the financial burden be properly allocated? Does the country have the
 
capacity to train the required teachers? And how can other restraints
 
be relaxed, such as, for example, bureaucratic rigidity or traditional
 
stagnation?
 

4. 	Finally, nearly all sector assessments are concerned at some point with
 
internal efficiency. Here the central consideration is increasing the
 
outputs of education and training programs while stemming the rise in
 
unit costs. Education as an industry is inherently inefficient. It
 
is a labor-intensive activity, and is subject to an iron law of rising
 
costs. As itmodernizes, its per unit expenditures tend to rise sharply.

Thus, from whatever perspective one looks at education and training,

0getting more for the buck" is 
a crucially important consideration.
 

In any sector-wide approach it is useful to examine the various attempts
 

that already have been made in the developing countries. A review of experience
 
is fully as important as formulation of new frameworks for analysis. In Appen­

dix 	I we examine a number of sector reviews and attempts to implement a sector­

wide approach in building education systems.
 

In Part II we identify and describe ten major "bridgeheads" or areas of
 

strategic consideration in development of nation-wide learning systems.
 



PART I 

THE BRIDGEHEADS FOR ASSESSMENTS 
OF NATION-WIDE LEARNING SYSTEMS 

Methodologies of the sector approach may be based on various combinations of 

accumulated experience, new analytical apparatus, intuitive judgment, and avail­

ability of relevant information. In Appendix I, we review sketchily some of the 

more significant attempts made so far. The accomplishments and failures of these 

attempts suggest some of the guidelines for further efforts. 

Other available materials are also quite valuable. The Guidelines for Sector
 

Reviews and Pre-Investment Study Programs, prepared by C. Van Dijk and M. Hultin
 

for the Education Projects Division of the World Bank (IBRD), includes a precise
 

conceptual statement of education sector reviews, suggested procedural steps, and
 

detailed check-lists of important areas for investigation. It is the most advanced
 

framework for analysis which we have come across. From the much narrower perspec­

tive of formal education, the Latin American Bureau of US-AID has prepared a use­

ful document entitled: The Sector Approach: Interim Guidelines for the Preparation
 

of a Sector Analysis, a Sector Strategy, and a Sector Loan. This paper is based
 

largely upon experience of AID in Brazil during the late 1960's. Its scope is
 

limited to primary and secondary education. Undoubtedly, other blueprints are in
 

process of preparation and will serve to specify in more concrete terms the "nuts
 

and bolts" of the sector approach.
 

In this section of the paper, we hope to add to the methodology of the sector
 

approach by analyzing a number of "bridgeheads" or strategic points of departure
 

for the design of a comprehennive strategy for development of nation-wide learning
 

systems. In nearly every developing country, good statistics and adequate data
 

are meager. But lack of a proper informational base is no reason for deferring
 

comprehensive sector assessments. Indeed, such assessments are essential pre­

requisites for the identification of the kinds of quantitative data which will be
 

most useful for the proper development of a nation-wide learning system.
 

1. 	Sponsorship of the Assessment
 

Who is to undertake the assessment and for what purpose? This is the first
 

question to consider. -Mostsector reviews probably have been initiated by the
 

World Bank as a basis for systematic project identification. The Bank has in
 

most cases asked UNESCO to organize a survey team, but on occasions it has also
 

commissioned other public or private organizations (such as, for example, the
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Overseas Liaison Committee of the American Council on Education) to undertake
 
the assignment. In the case of Ethiopia, however, the Bank commissioned the
 
Government through its Ministry of Education to make its own review, calling
 
upon such outside expertise as was deemed necessary.
 

US-AID in some cases has relied upon its own country staff for sectoral
 
reviews (as in the case of Colombia) or commissioned a private organization in
 
the United States (as in the case of Korea with Florida State University and
 
earlier in Nigeria with Education and World Affairs, Inc.). Significantly, in
 
all cases the prospect of future external assistance is implied when seeking the
 

interest and participation of persons or institutions in the host country.
 

The advocates of the sector approach argue that appropriate planning based
 
upon such reviews will enable the country to make better use of its own limited
 
resources as well as to increase its power for attracting external aid. This
 

usually makes sense to local statesmen.
 

Most experts agree that there should be "maximum possible participation" by
 
the host country inmaking any kind of sector review. Here there is a wide range
 
of possibilities. An external sponsoring agency may employ local nations to
 
carry out the necessary studies. It may consult with and secure the advice of the
 
appropriate ministries of client country in the design of the project. 
It may
 
submit initial drafts for comment and suggestions. Or, as in the case of the
 
recent exercise in Ethiopia, it may offer to flnance a self-study on the part
 
of the government itself. These considerations are more political than tech­
nical. Yet, the success of the project and the ultimate implementation of any
 
strategy which may be evolved are crucially dependent upon the receptivity, under­
standing, involvement, and support of prime movers in the host country.
 

2. Identification of Goals and.Spqecication of Perspectives
s 


Once the question of sponsorship is settled, the articulation of goals and
 
perspectives is the next bridge to cross. Here is where many attempts fall into
 
deep water. It is easy, of course, for external agencies or experts to posttilate
 
goals. Some economists may say that the goal of the learning system should be
 
to promote economic growth, using as a perspective some combination of the man­
power approach and cost-benefit ana~ysis. Lately, US-AID has stresseO efficiency
 
through better management, appropriate technologies, and cost-reducing measures.
 
A frequently expressed goal is "improvement in quality ahead of expansion of
 
numbers," usually implying some reform in orientation of the education system as
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well as employment of better trained teachers. 
The ILO, as pointed out earlier,
 
assumes that full employment is the cardinal goal, and looks at education and
 

training as major instruments for achieving it.
 

Yet, what indeed are the goals of the country which is about to undergo a
 
review? 
 The local elites may have different interests from the masses. In some
 
countries statesmen give priority to political over economic objectives. With­
out a clearly stated ideology, as for example in Tanzania, it is difficult to
 
identify a consensus. In some cases, however, an appointed task force, as in
 
Ethiopia's Education Sector Review may be charged with articulating goals and
 
objectives. All countries, however, have more than a single goal in national
 
development, and thus assessments of their learning systems usually will call
 
for more than one analytical perspective. The statement of national goals and
 
educational objectives in the Ethiopian Education Sector Review is a good example.3
 

3. Learning Opportunities Provided by Working Environments and Employing

Institutions
 

If economic growth and expansion of employment opportunities are included
 
among a country's national goals, then an analysis of the processes of human re­
source development in the world of work is the most realistic starting point for
 
the study of a .learning system. Indeed, one of the most serious shortcomings of
 
existing education sector reviews is the failure to assess the skill and knowl­
edge generating function of the principal employing institutions.
 

Man builds his skills and knowledge routinely and often unconsciously through
 
learning-by-doing, being instructed or insprired by others to perform specific
 
tasks, through association with peers and fellow workers, or simply by partici­
pation in a working environment or in the affairs of a community. Learning is
 
responsive to practical needs. Most working environments, as a rule, develop
 
the skills and knowledge they require. In a primitive subsistence rural economy,
 
simple skills are handed down from father to son. Training is a process of ob­
servation and practice. Here, subsistence farmers may be well trained for sub­
sistence farming, but not for much else. 
In modern sector agriculture, farmers
 
and workers are given specific instruction and supervision (training) in use of
 
fertilizers, insecticides, water use, planting, harvesting, or handling of crops.
 

3Draft Report, Education Sector Review, June 18, 1972, pp. 1-4, Part III.
 
See also pp. 49-53 in Appendix I of this paper.
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In this case, learning is more likely to be based upon the knowledge of farm
 

managers, extension agents, or extensive research and experimentation. In a
 

modern metal fabrication plant or textile mill, specific on-the-job training is
 

provided for operators, and nearly all of the craftsmen and technicians acquire
 

their skills through in-service training. The automobile mechanics in Nigeria 

and other African countries learn their trade in small gsrages or in the larger 

service shops of the car manufacturers. Only an insignificant few ever learn 

to become auto mechanics in formal vocational schools. In many of the develop­

ing countries the training of personnel to operate complicated oil refineries,
 

chemical plants, or steel mills has been remarkably rapid and effective. En­

gineers with a professional education learn their specific tasks quickly; op­

erators, who may have the equivalent of secondary school general education, are
 

trained on the job. And managers and top administrators are in effect "grown
 

through experience and service" in employment. In sum, the working environment,
 

with its farms, factories, ministries, mines, garages,and repair shops, is a
 

vast generator of skills and knowledge which may be of equal if not greater
 

significance than the entire system of formal schooling.
 

A review of the learning generating capacity of working environments should
 

encompass the following:
 

1. 	Access to workinp environments
 

Who 	is employed by the principal employing institutions, in both
 
the modern, intermediate, and traditional sectors? What are the
 
major "ports of entry" into employment?
 
What pre-employment education or skills do they possess? What
 
are the essential prerequisites?
 

What types of persons with what skills, and at what wages do em­
ploying institutions prefer to hire?
 

2. 	Orientation of learning
 

What do people learn in the process of working?
 

What kinds of formal training are provided by various employing
 
institutions?
 

What are the objectives of employing institutions in training
 
workers?
 

3. 	Constraints
 

What kinds of skills cannot be developed practically "on-the-job"?
 

What are the human and financial constraints which account for
 
less then optimal training in employment?
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What 	incentives could be used to increase and improve training in the
 
working environment?
 

4. Efficiency
 

In what respects are activities of employing institutions hampered or
 
prevented by inability to develop skilled manpower?
 

What 	categories of personnel must be sent abroad for training? How
 
effective are these arrangements?
 

What 	are trade-offs in terms of wages in hiring highly trained per­
sons 	vs.hiring lesser trained persons and developing their skills
 
on-the-job?
 

A systematic evaluation of the learning generation capacity of working en­

vironments is a much superior analytical tool than the usual high-level manpower
 

survey. Manpower demand is expressed more realistically in terms of trainable
 

rather than fully trained workers. The arbitrary and misleading assumption that
 

the formal education system can produce trained persons like so many bars of soap
 

is rejected. The concept of continuous learning throughout one's working life
 

is re-inforced. And attention is directed to understanding the processes of
 

learning and their interrelationships.
 

Finally, we are convinced that many countries are led to overinvest in for­

mal education and particularly in pre-employment and vocational and technical
 

training, because they underestimate the learning gmnerating capacity of working
 

environments and employing institutions. For this reason, we submit that their
 

analysis should be the starting point rather than an ancillary consideration in
 

an overall assessment of nation-wide learning services.
 

4. 	The Role of Formal Education in Learning Systems
 

As indicated in Appendix I, most education sector assissinents start and end
 

with a study and analysis of age-specific formal education.i Since the literature
 

is full of check lists for looking at formal education systems, very little need
 

be added here.
 

Most countries view formal education from the perspective of social demand
 

as well as economic growth. The Ethiopian Sector Review is a good case in point.
 

From one perspective it states, "Education has the prime responsibility of con­

tributing to the earning capacity of the individual and the economic betterment
 

of the country." From the social demand perspective, a "fundamental purpose . . .
 

should be to equip each citizen with the minimum education necessary for him to
 

function and contribute positively and intelligently in his community and the
 

wider society of the nation." In the Ethiopian exercise, secondary and higher
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education are geared to national needs and goals, while first-level is viewed
 

from the perspective of social objectives. In both, equality of opportunity,
 

particularly for rural dwellers, is a major goal.
 

The typical formal education review estimates enrollments, outputs and drop­
outs in all three levels; enrollment ratios by major areas or regions (rural vs.
 

urban, etc); numbers of teachers and their qualifications; pupil-teacher ratios;
 
and unit costs for various levels and kinds of schooling. Most place great em­

phasis on teacher training institutions and their strengths and weaknesses.
 
Nearly all discuss in 'considerabledetail, but not necessarily with quantitative
 

specification, the unrealistic orientation of formal education in relationship
 
to needs; many touch upon possible uses of new technologies; and nearly all are
 
concerned with matters of the internal efficiency of the formal schooling systemi
 

Here again, sector analysis should be concentrated in four main areas:
 

1. Access
 

At each level, who gains access to formal school, and more important,
 
what groups are denied access and for what reasons? This is a vital
 
consideration no matter what perspective is involved.
 

2. Orientation
 

What are the major aims of various levels and kinds of formal education?
 
Are they to prepare persons for more formal education? Are they designed
 
to prepare people for participat:on in the labor force? Does the cur­
riculum involve rote learning or problem solving? These are all obvious
 
questions that are 
found on the agenda of formal education surveys.
 

3. Constraints
 

What aze the limits, financial and human, to expansion and improvement
 
of formal education? How rapidly can access to education be extended
 
to presently excluded groups? How can the financial burdens of educa­
tion best be allocated? These are economic questions which demand in­
depth consideration in a sector review.
 

4. Internal Efficiency
 

What are the wastage and drop-out rates and what are the reasons?
 
To what extent can efficiency be increased through better organization,
 
management, technology, and teacher utilization? What are some of the
 
possible restrainto on "the iron law" of rising costs of education?
 

All of the questions listed above are familiar to educational planners. A
 
major concern is not what to look at but rather the pervasive lack of adequate
 
data. 
Yet, in this area, data are better than in the case of nonformal education
 

4Ibidi
 



and learning generation in working environments, and as shown later fairly so­

phisticated quantitative analysis may be appropriate.
 

5. 	Nonformal Education and Training
 

It is now widely recognized that a simple review of a country's formal
 

schooling system provides only a partial and quite inadequate analysis of its
 

system of human resource development. For this reason, planners have become
 

more 	cognizant of "nonformal education." But this is difficult to define. In
 

the broadest sense, nonformal education and training encompasses the entire range
 

of learning processes and experiences outside the regular graded school system.
 

It thus includes everything from learning from parents, communication with others,
 

learning from experience to formal training on-the-job, apprenticeship, adult
 

education, and participation in organized out-of-school programs such as youth
 

brigades, extension services, community development projects, and health and
 

family-planning clinics. Probably no country has ever made a complete inventory
 

of all nonformal learning programs conducted by its many public and private
 

agencies; there are no reliable estimates of either capital or recurrent ex­

penditures allocated to them. But in the aggregate, probably more people are
 

exposed to nonformal learning activities than to formal schooling. And as a
 

continuing process of development of skills, knowledge, and capacities of the
 

labor force, nonformal learning and training is certainly of equal importance
 

to formal education.
 

Strictly speeking, learning opportunities generated by employing institutions
 

fall within the definition of nonformal education, but in order to emphasize
 

their particular importance, we have treated this activity separately above.
 

Suffice it to say, however, that many kinds of nonformal education may be an
 

alternative or substitute for formal schooling; they may be a means of extending
 

skills and knowledge gained in formal education; in some countries they may offer
 

the only available learning opportunity for large proportions of the population;
 

they can be a means of counterbalancing some of the distortions created by the
 

formal education system; and finally, in part because of their heterogeneity and
 

decentralized control, nonformal education activities often provide unique op­

portunities for innovations in the nation-wide learning system.
 

Logically, it would be desirable for every country to make a complete in­

ventory of all nonformal education, to evaluate the usefulness of each separate
 

activity, to plan extension and improvement of the most promising programs, and
 

above all to build a strategy for their integration into a more logically
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consistent and better functioning system. The formulation of such a strategy,
 
however, is no easy task. 
The activities are many and diverse, and responsibility
 
for their operation is highly decentralized. The best prccedure is probably to
 
concentrate on a relatively small number of "leverage points" or programs where
 
concentrated effort might have the highest pay-offs. 
Some suggested leverage
 
points are adult literacy programs, work-oriented literacy projects, farmer train­
ing centers, village polytechnics, mobile craft training programs, urban skill
 
centers closely associated with employing institutions, nutrition and health cen­
ters, and family-planning clini.cs. These and other important programs may be
 
operated by private groups or public agencies; they may be locally initiated or
 
centrally sponsored. Many spring up in spontaneous response to needs and simply
 
await discovery by master planners. 
Here again we suggest analysis under the four
 
basic headings: access, orientation, constraints, and internal efficiency. 
 And
 
in examining these, perhaps the following questions deserve high-priority considera­

tion:
 

1. 	In what important areas can nonformal programs fulfill education and
 
training needs which formal schooling is unable to provide?
 

2. 	Are nonfortal programs, because of their flexibility in comparison
 
with the rigidities of formal education, more susceptible to innova­
tion in the learning process?
 

3. In what ways do innovations in nonformal education and training

induce desirable innovations in the formal schooling system?
 

4. 	In what areas do nonformal activities provide more effective
 
learning, or learning at lower costs, than alternative programs
 
in the formal education system?
 

The 	literature on nonformal education is still meager. 
But there are a few
 
unpublished and to-be-published works which deserve mention. 
Sheffield and
 
Diejomaoh made a series of case reports on nonformal education inAfrica in 1971. 5
 

The most comprehensive and analytical study: Nonformal Education for Rural
 
flo.nat 
was made for the World Bank in 1972 by Philip Coombs and his associates
 
in the International Council for Educational Development (P.O. Box 217, Essex,
 
Connecticut, 06426). It will probably be available from the World Bank late in .1973.
 

5James R. Sheffield and Victor P. Diejomaoh, Non-formal Education inAfrican
 
Development, New York: African-American Institute, 1972.
 

http:clini.cs


6. 	 Critical Choices and Alternatives 
The heart of any good assessment of a nation-wide learning system is the 

examination of alternative combinations of available or potential learning
 
services. 
In this paper, we divided them into three broad categories: those
 
generated by working environments and employing institutions; those provided
 
by the system of formal schooling; and those offered by the more important 
organized nonformal education and training programs. All three perform stra­
tegic functions. But how can one determine the most appropriate mix of pro­
grams, the highest quality and lowest cost combinations, and thus the most 
effective strategy for overall development of the nation-wide learning system?
 
To what extent in the sector approach must one rely on intuitive or qualitative
 
judgment? 
In what areas is rigorous quantitative analysis feasible? These are
 
questions to be considered in this and the following section.
 

The critical choices to be made within the formal education system are 
perhaps the most widely recognized. For example, in expanding access 
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to first-level education, is it better to provide a minimal program of four
 

to five years for a larger number of children than perhaps six to eight years
 

for a smaller number? Is it better to opt for large numbers of teachers with
 

little formal edacatio. (perhaps eicht or nine years) or to rely on higher
 

paid teachers with longer pre-employment training? In allocating resources
 

for education, what are the appropriate shares which should go to primary,
 

secondary and higher? The Ethiopian review faces such questions squarely.
 

It projects overall availability of resources based upon expected growth in
 

GNP and government revenues; it then subtracts fixed amounts for secondary
 

and higher education; and it allocates the remainder to first-level primary
 

schooling and specified nonformal education programs. It opts for a four-year
 

basic primary school with minimally trained teachers, and adult education
 

programs to provide learning opportunities for those who never had access
 

to formal schooling. In effect, from a social objectives perspective, it
 

places the goal of providing universal learning opportunity before that of
 

universal primary education for children.
 

Another series of alternatives faces the rural development planner.
 

Given finite amounts of resources, what emphasis should be given to agricul­

tural extension, farmer training classes, or multiple-purpose rural training
 

centers which may provide programs in nutrition, health, home-making, rural
 

crafts and functional literacy in addition to farming techniques? And within
 

the vast array of other nonformal education activities, what are the best
 

choices between radio and television programs, traditional literacy classes,
 

and functionally oriented community development projects? In many countries
 

it may-be possible to estimate the costs of these various programs; studies
 

their relative effectiveness are at least in the beginning stages. The most
 

perplexing problem in all cases, however, is the difficulty of evaluating
 

the outputs of these various programs. Here simple quantitative measure is
 

meaningless, and qualitative differences munt be distinguished largely by
 

informed judgment.
 

There are also critical choices in improving the learning services of
 

the employing institutions. Will taxes or subsidies induce large employers
 

to offer better training opportunities? Are "training pools" such as the
 

payroll-tax financed training provided by SENA or comparable Latin American
 

institutions the most feasible method of extending services to small and
 

medium sized enterprises? Will technical assistance to small proprietors
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improve the operation of indigenous apprenticeship systems, or would they
 

do just as well if left alone? Most educaticn sector reviews have given
 

little or no consideration to this range of questions.
 

The choice between the three broad categories of learning services,
 

however, is more difficult yet often more fundamental than the choices
 

within them. Here are some eyam'nles:
 

Skilled craftsmen such as electricians, carpenters, masons, fitters,
 

and automobile mechanics may be trained in employment either through appren­

ticeship arrangements or by less formal means of gaining experience on the
 

But they may also learn their trade in formal vocational schools.
job. 


In the developing countries
Take automobile mechanics as a case in point. 


most young people learn this trade as apprentices in small garages and shops.
 

This indigenous training system might be improved by organizing extension
 

services for the garage owners, or by off-duty training classes in the prin­

cipal towns and cities. Another alternative might be to induce the major
 

distributors of cars and trucks, which usually have the best facilities for
 

Pre-employ­producing mechanics, to train a surplus beyond their own needs. 


ment formal training in vocational schools is the other alternative, but
 

probably in most cases the most expensive and least effective. A good
 

sector review should weigh carefully the alternative processes of training
 

such skilled craftsmen and suggest those combinations most likely to develop
 

the quality of craftsmen needed in the shortest time and at the least expense.
 

In many cases, the logical choice would be to rely heavily on employing in­

stitutions, to subsidize on-the-job training prcgrams and to de-emphasize
 

if not forego completely the formal vocational schools.
 

for serious consider-
The training of senior technicians is another area 


to par­ation. Technicians are persons whose skills are highly specialized 


Most of their training must be in employment.
ticular working environments. 


to learn the tteh-
Often a technician must be sent abroad for short periods 


nology of a particular industry, process, or complex of equipment. It is
 

ridiculous to assume that a formal school or institute can produce 
a full­

blown standardized technician for "industry" in the developing countries.
 

In most cases, technical trainees in the polytechnic institutions must be
 

sponsored by particular employers, and courses of instruction 
must be special­

ized to meet the requirements of the particular sponsoring organization. 
Here
 

again a proper assessment would evaluate carefully the capacity of employers
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to train technicians and the e;.tant to which pro-employment education in
 

formal schools is either required or relevant.
 

The training of nurses and medical technicians is another example where
 
attention must be directed first to the role of employing institutions. For
 

the most part, para-medical personnel are trained in hospitals or clinics
 
rather than in a school classroom. Another related question is whether
 
physicians must get their clinical training in expensive teaching hospitals
 
associated with the universities or in rural hospitals and medical stations.
 

Finally, there is the crucial question of developing managers and ad­
ministrators. 
 Such persons certainly cannot be prefabricated in schools of
 
business or univcrsity courses in public administration. They can get a
 
good deal of relevant education before employment, but then leadership and
 
managerial skills are developed in the crucible of practical experience.
 

Staff training courses for those already employed are useful as 
stimulants
 
to learning as well as refresher courses in relevant engineering and scienti­

fic fields. Here again we argue that skill and knowledge generation in the
 
modern sectors of developing countries is not a matter of educating a pre­
determined number of persons to 
fill an estimated nmmber of occupational
 
slots, but rather a continuous process of human resource development center­

ing upon the dynamic imperatives of employing institutions.
 

Many more examples of critical choices of alternatives could be presented.
 
In any developing country, the range of such choices are wide, and the logical
 

selection of the best alternatives is the key to effective human resource
 
development planning. 
It is impossible to write an instructional manual
 

for making such choices. Nevertheless, some broad procedural steps may be
 

suggested.
 

First, the capacity as well as the limitations of working environments
 

and employing institutions for developing human resources 
should be evaluated
 
carefully. The focus should be on processes of learning, the nature of in­
puts (pre-employment education, training, and experience) at the more impor­
tant ports of entry into employment, and the opportunities for improvement
 
of learning processes within working environments. In many countries the
 
large expatriate enterprises are even more vital than formal schooling in
 
developing stratcgic skills, particularly for modern sector development. In
 
any case, the working environment survey should be a prerequisite for assess­

ment of the formal education system, and it will also eliminate the need for
 

specialized high-and medium-level manpower surveys.
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Second, to the extent that national development needs or employment genera­

tion are selected as perspectives for analysis, the formal education system
 

should be evaluated in terms of its outputs of trainable people for entry into
 

the labor market at the principal ports of access. A guiding principle should
 

be that of comparative advantage. Specific training which can best be provided
 

by employing institutions should be removed from formal education. The latter
 

should concentrate on basic education, the building of cognitive skills, and
 

pre-vocational education which cannot be provided efficiently by employing
 

institutions.
 

Third, the possibilities of organized, nonformal programs should be ex­

plored as alternatives for or supplements to formal education. And here par­

ticular attention needs to be given to provision of some kind of learning op­

portunity to the vast majority of the adult population who may have been deprived
 

of access to any kind of formal education. 

The approach suggested above in no way downgrades the importance of formal 

education. On the contrary, by concentrating initially on the learning oppor­

tunities provided by working environments, it defines more sharply the essential
 

functions and comparative advantage of formal schooling. The substitution of
 

the concept of universal learning opportunity for the narrower goal of universal
 

primary education for children offers greater hope for the masses to participate
 

in national development. And it buries the notion that persons lacking formal
 

schooling in childhood must be forever denied meaningful learning opportunities.
 

Facts,figures, and judgment, however, are required for wise choices, and these
 

are discussed in greater detail in the following section.
 

7. The Need for and Limitations of Quantitative Analysis
 

Many economists argue that sophisticated economic planning must be based 

upon rigorous quantitative analysis. The quantitative sector analysis approach 

is being applied quite successfully in agriculture and in industry where inputs 

and outputs are subject to quantitative specification and where the techniques 

of input-output analysis, linear programming and other eccnometric apparatus 

can be usefully employed. The hope is that similar techniques may be applicable 

in assessments of nation-wide learnirg systems. 
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The inputs of formal education as well as many nonformal training ac­

tivities can be measured in quantitative terms. Unit costs of various levels
 

of education can be specified, as can teacher salaries for various levels of
 

traininG. Drop-outs are easily quantified; participation rates of various
 

age groups in schooling are available in many countries. Capital expenditures
 

and costs of materials can be estimated. Therefore, it is possible to con­

struct models which clarify relationships between levels and types of educa­

tion programs and various choices of inputs. A good example is An Asian

6
 

Iodel of Educational Develonment, developed by UNESCO in 1965. It presents
 

a methodology for quantifying various hypothcses comonly considered by
 

formal education planners. It demonstrates the cost consequences of differ­

ent combinations of measurable inputs. Modifications of this method have
 

been employed usefully in a number of individual countries.
 

The inputs of nonformal education and the inputs of employing institu­

tions in providing learnin- opportunities are more difficult to specify.
 

For example, some employers incur measurable expenses in operating an organ­

ized training program, but most learning opportunities may be the consequence
 

of normal operations wherc it is impossible to separate training from produc­

tion costs. The costs of organized programs such as adult literacy and
 

farmer training centers, of course, are quantifiable, though hard data are
 

usually more difficult to find than in the case of formal education. But
 

in all of these activities, the outputs a,ain defy rigorous quantification
 

at least on the basis of the kind of data which are likely to be available
 

in the next decade or two.
 

Without question, therefore, much emphasis can and should be given to
 

quantitative measurement of inputs and costs. This can provide a good basis
 

for estimating the financial feasibility of alternative choices, and it may
 

throwy light on how much learning a country can buy at specified levels of
 

GNP and public expenditure. Through rigorous quantitative analysis one
 

may examine, for example, the feasibility of providing universal primary
 

education within a specified time period, the cost-consequences of improving
 

the quality of teachers in terms of their pro-employment formal education,
 

the relevant choices in terms of allocation of resources for varying levels
 

of expansion of secondary and higher education, and in many cases comparative
 

outlays for major nonformal education programs in terms of numbers of persons
 

served. Here again, the Ethiopian Education Sector Review is a good example
 

6 UNESCO, An Asian Model of Educational Development, Paris: 1966.
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of systematic analysis of costs of different strategies of program develop­

ment.
 

Perhaps the best basic treatment of quantitative analysis of education 


systems is the book by Russell Davis entitled Educational Models and 
Schemata.
 

Davis' review of the applicability of quantitative analysis 
in 

8 
education
 

planning nmde for OECD in 1972 is also an excellent reference. 
Davis and
 

other colleagues at the Harvard Center for Studies in Education 
and Develop­

ment are currently engaged in further research on the frontiers 
of knowledge
 

in this area.
 

can be applied quite successfully in
Although quantitative methods 


analysis of inputs and costs of learning services, they are 
much less use-


The outputs of learning services are difficult to
 ful in measuring outputs. 


For example, the number of primary, secondary, or third-level
standardize. 


graduates may be determined, but the quality of their education, 
its relevance
 

to working environments, and its general orientation to the 
needs of a coun-


Nor can one determine
 try are difficult to express in quantitative terms. 


whether the system is producing good or bad engineers, doctors, 
or scientists
 

Tests
 
or turning out employable or unemployable secondary school leavers. 


but they are of little use
 can be devised to measure cognitive skills, 


in measuring effectiveness of orientation of formal schooling 
to working en-


A skill produced in formal education, furthermore, is not.stable.
 vironments. 


depreciate in the working environment. Outputs of
It may change, grow, or 

educational systems are quite unlike other outputs such as bushels 
of corn
 

bags of rice, head of cattle, or bottles of beer. Since outputs can be
 

specified in only the most general and imprecise terms, production 
functions
 

The quality and orientation
for formal education may be quite misleading. 


of learning services are thus likely to remain for some time in the realm of 

intuitive judgment.
 

A final word should be added roarding the use of cost-benefit,or 
more
 

Basically, this approach cal­accurately cost-earnings analytical systems. 


culates "returns on investment" in education by estimating the differentials
 

7 Russell C. Davis, Plannin, Human Resource Development: Educational Models
 

Chicago: Rand McNally and Company,--1966.and Schemata, 
Future Developments of Models for Edu­

8.Russell C. Dvis, "Present Status and 


cational Planning," paper presented in September, 1971, to the 
Seminar on
 

Methodology of Human resources Planning, Development Center, Organization
 

for Economic Co-operation and Development, Paris: 1972.
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in life-term earnings of persons with different levels of education and re­

:lating these to costs of education to get the rate of return. In theory,
 

the planner could be guided by rates of return in recommending the allocation
 

ofresources to various levels or types of education. Cost-benefit studies
 

of this kind have been attempted in several developing countries. The best
 

overall treatment is provided in Samuel Bowles, Planning Educational Systems
 

for Economic Growth. 9 Further eaamples of application in developing countries
 

are described in the following:
 

Lucila Arrigazi, "Evaluating the Expansion of a Vocational
 
Training Programme: A Chilean Experience," Paris: UNESCO,
 
IIEP, March 20, 1969.
 

T. Paul Schultz, "Returns to Education in Bogota, Colombia,"
 
Santa Monica: The Rand Corporation, September, 1960.
 

.4 

4arcelo Solousky, "The Effect of Unemployment as a Guide to 
Resource Allocation in Education: A Case Study on India," 
Paris: UMESCO, IIEP, June 20, 1969. 

Hans Heinrich Thias, "Cost-Benefit Analysis in Education: A
 
Case Study on Kenya," Washington, IBRD, November, 1969.
 

Maureen Voodhall, "The Use of Cost-Benefit Analysis to Compare
 
the Rates of Return at Different Education Levels: A Case
 
Study on Colombia," Paris: UNESCO, IIEP, March 7, 1969.
 

Robert I. Horgan and Clifton B. Chadwick, Systems Analysis for
 
Educational Channe: The Republic of Korea, Tallahassee:
 
Department of Educational Research, Florida State University,
 
pp. 26-40 and Appendix B, "Schooling and Earnings Differentials,"
 
by John Chang.
 

There are, however, many difficulties with this approach. The first
 

is inadequate data. Although statistics on costs of education are relatively
 

easy to collect, those for life-time earnings are not. They must be estimated
 

from current or past census data. Differentials in earnings are also attri­

butable to many factors other than level of pro-employment education. Anoth­

er questionable assumption is that differences in earnings are a good indi­

cator of differences in productivity or usefulness to society. In developing
 

countries, earnings often reflect wage and salary structures based upon in­

stitutional factors such as tradition, class, or previous colonial heritage.
 

9Samuel Bowles, Planning Educational Systems f.r Economic Growth, Cambridge:
 
Harvard University Press, 1969.
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The calculation of social returns, for example, should be based upon more
 

than income. Obviously a scientist who works in a research organization
 

which is applying scientific knowledge to development problems would be
 

valued more highly than a university graduate who performs routine duties
 

in a ministry, despite the fact that both may receive approximately the
 

same salary. Or, although his salary may be substantially lower, the agri­

cultural assistant who teaches hundreds of farmers the arts of seed selection
 

and modern cultivation methods may be more valuable than the agronomist who
 

shuffles papers in the ministry headquarters. And how would one evaluate
 

the services of a physician whose practice is largely among high-salaried
 

expatriates as compared rith the public health doctor who directly or in­

directly ministers to the masses? In most developing countries returns to
 

individuals on investment in higher levels of education are quite high,
 

whereas the social returns may be relatively low or even negative. This
 

results in expansion of demand for education which may be very poorly geared
 

to development needs.p
 

The rate of return approach, moreover, has a narrow economic perspective.
 

It ignores the function of education as a selection device, as a means of
 

building consensus, as a process of enrichment of human life, and as an in­

strument for developing strategic shills and knowledge. Income is certainly
 

not a good proxy for any of these central functions of education. Economists
 

may claim with some justification that the measurement of such intangibles
 

is not their business; nevertheless, those charged with responsibility for
 

broadly-based national development must weigh them carefully.
 

Finally, even within the narrow boundaries of responsibility of the
 

economist, the rate of return approach tends to bypass the crit.cal issues
 

of income and opportunity distribution. In looking at this as well as his
 

own model, Bowles reluctantly concludes:
 

I.
 
For further elaboration of this point see Edgar 0. Edwards and bichael P.
 
Todaro, "Educational Demand and Supply in the Context of Growing Unemploy­
ment in Less Developed Notions," paper presented at Conference on Education
 
and Development Reconsidered, Bollagio, May, 1972.
 

11Samuel Bowles, op. cit., pp. 207-208.
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This shortcoming is important because we desire social
 
justice as well as a large gross national product, and
 
there is no reason to expect that the pattern of educa­
tional development which ma:.imizes the rate of economic
 
growth will at the same time generate an equitable dis­
tribution of income.
 

Despite its many shortcomings and pitfalls, .ovever, cost-benefit
 

analysis of economic returns to education can serve useful purposes. If
 

as suggested above such analysis shows that individual rates of return are
 

greater than social returns, then there is a logical argument for making
 

individuals pay for more of the cost of their education. Thus, cost-benefit
 

analysis may be useful in determining how the costs of learning services
 

should be allocated. And even if the benefits cannot be measured realis­

tically in non-economic terms, the analysis of costs per se is a vital part
 

of any plarn of human resource development.
 

In conclusion, rigorous quantitative analysis should be used to the
 

maximum extent possible in the sector approach. In particular, it is ap­

propriate for measuring inputs and costs. But informl judgment and non­

quantitative appraisals are likewise required, especially in examining the
 

outputs of learning services. Quantitative and qualitative analyses can be
 

employed effectively in combination. Unfortunately, there is no elegant
 

mathematical formula for allocating resources to learning service, but this
 

in no way implies that the analysis needs to be superficial or impressionistic.
 

C. Orsanization for Implementation
 

Ac already indicated, sector assessments are beset by formidable neth­

odological and data problems. But even these are eclipsed by difficulties 

of organizing the assessment effort, formulating a strategy, and implementing 

a program for development of learning services. It is obvious that the assess­

ment must go beyond formal education itself, and this means that it must in­

volve many government agencies in addition to the ministry of education. For
 

example, the ministries of agriculture, labor, industry and commerce, conmmunity
 

development, health, and others usually operate training programs in special­

ized fields. Private enterprises and public agencies as employers are
 

strategically involved in human resource development. A sector-wide learning
 

system approach, therefore, calls for inputs from a consortium of agencies.
 

The planning organization, if one exists, may organize the task, but many
 

surveys will have to be undertaken by the operating agencies themselves.
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But ministries of education in some cases have opposed learning service
 
assessments which transcend the botindaries of the formal schooling establisl
 
ment. 
Agriculture ministries may be hesitant to share prerogatives with ed.
 
ucationists or health officials. 
 Private enterprise favors a minimum in­
volvement of government bureaucracies. Thus, leadership and indeed pressurl 
must come from the highest echelons in government - usually at the prime­
ministerial or presidential level - to overcome resistance to the idea of 
a comprehensive and objective review. Even more important is leadership
 
in implementing a strategy and program, for they are bound to call for
 
diversion of resources and transfer of tasks from one ministry to another;
 
they usually involve significant changes in lines of authority, particularl,
 
in local districts or provinces. In short, the building of a nation-wide
 
learning system is a disturbing exercise; it generates insecurity and
 
threatens vested interests. True, everyone may be in favor of the principle
 
of building a comprehensive learning system, but in practice there are stror
 
forces committed to maintaining the stats quo.
 

The organization of the assessment effort is primarily a decision for
 
the government. In the Ethiopian Sector Review, the government delegated
 
major responsibility to the ministry of education. 
In undertaking project
 
identification missions, the World Bank turns increasingly to planning or­
ganizations as initial contact points. 
 But this is a delicate task. An
 
assessment is bound to raise thorny political issues within the country.
 
The pitfalls for an external organization wishing to "sell" a sector assess­
ment are obvious, and in this area there are no mechanical devices, sophis­
ticated methodologies, or even "rules of thumb" to guide them.
 

9. Review and Evaluation - i'ecurrent Sector-wide Assessment."
 

In the past, both governments and aid-giving organizations tended to
 
view manpower surveys and sector assessments as rather elaborate "one-shot"
 
projects. 
It was thought that a good study would provide policy guidelines
 
for years to come. This has proven to be a misleading notion because devel­
opine countries are undergoing dynamic change. An initial sector review and
 
analysis can perform a number of functions. It can provide an overview of
 
the nation-wide learning system; it can identify available policy choices;
 
it can formulate a logical strategy; and it may outline an initial program
 
of action. It should also specify areas of critically needed research and
 
investigation. 
Yet, in reality the initial assessment should be considered
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only as.a sort of "down payment' for a continuous annual review and reappraisal
 

of-the operation and potential of a country's learning system.
 

10. Priorities and OrRanization for Research
 

The final bridgehead in considering sector assessments is research. The
 

returns to research on various aspects of learning services are likely to be
 

greater following an initial sector assessment than before it is undertaken.
 

The 	assessment is useful in pinpointing the areas for needed data; it provides
 

the 	benchmarks for determining the relevance of various kinds of investigations
 

and 	it serves to activate and channel the energies of research organizations.
 

Sector studies and analyses need not wait upon availability of data but rather
 

shuuld serve as instruments for determining research priorities.
 

Obviously, it is impossible to specify research priorities except as re­

lated to conditions in specific countries. However, some areas of high prior­

ity 	for most countries can be identified.
 

1. 	The means o.f evaluating and quantifying outputs of the learning
 
system is unquestionably of highest priority as mentioned re­
peatedly throughout this paper.
 

2. Evaluation of processes of learning generation in working en­
vironments is definitely an under-researched area, and demands
 
much greater effort.
 

.3. Learning technologies and their application in developing
 
countries are important, and considerable research in the
 
area is already in process.
 

4. 	Both inputs, outputs, and objectives of nonformal education
 
need more rigorous investigation, and here also major studies
 
are in progress, sponsored both by the World Bank, US-AIp2
 
the African-American Institute, and other organizations.
 

5. The institution of "tracer studies" probably warrants very
 
high priority in all countries. Since there is some con­
fusion about these and the state of their development, a
 
brief description is presented in Appendix II.
 

12See, among others, International Council for Educational Development, various
 
case studies on Nonformal Education for Rural Development, New York: 1972;
 
Overseas Liaison Conmittee, Tanzania: A Nation-Wide Learning System, Washington,
 
D.C.: 1971; James R. Sheffield and Victor P.Diejomaoh, Non-Tormal Education
 
inAfrican DevloMent, New York: African-American Institute, 1972.
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6. 	Basic studies of investment inall kinds of learning services
 
and their effect on income distribution would appear to be of
 
critical importance. Some of the central questions are these:
 
does formal education, particularly at the secondary and higher
 
levels, benefit the poor, thus exerting an equalizing effect on
 
income distribution? Or does it benefit predominantly the al­
ready privileged, thus favoring the rich and thereby widening
 
income disparities? What kinds of learning services and what
 
types of formal education widen income disparities? What pro­
grams benefit mostly the poor and the underprivileged? What
 
measures are available to enable learning services to reduce
 
income disparities while at the same time promoting greater
 
productivity, better utilization of human resources, and
 
economic growth?
 

Many other significant research priorities will become obvious as the
 

outgrowth of sector reviews in various countries. Indeed, the need for studies
 

will almost certainly outpace the capacity for undertaking them.
 

The 	organization and implementation of research activity isalso important.
 

Some investigations, obviously, are best undertaken by the staffs of the con­

cerned ministries. Others may be more appropriate for detached outsiders, par­

ticularly in areas where intra-government biases are involved. Universities in
 

the 	developing countries have great potential for research, and in many cases
 

their resources are underutilized. Their involvement, and that of university
 

students, may win high pay-offs in furthering understanding and interest in
 

nation-wide development planning. And their strength as research institutions
 

can 	often be augmented by collaborative arrangements with university research
 

organizations in other nations.
 



FART III 

CONCLUSIONS 

In its most advanced form the sector approach to analysis of nation-wide 
learning services is a means of viewing all aspects of national development from 
the perspective of human resources. It rejects the notion that there is a self­
contained, compartmentalized sector called formal schooling. 
Learning services
 
and opportunities are vectors of every sector in the economy, and they play a
 
critical role in every process of national development. Thus, in this paper, 

we have looked at development from a "human angle.",1 3 

The sector approach may be narrowly focused or broadly based. Narrowly 
focused approaches usually concentrate on formal education. The comprehensive
 
approach includes, in addition to 
formal education, consideration of nonformal
 

education and training programs as well as 
learning generation functions pro­
vided by the working environment and employing institutions. The argument in
 
this paper favors the broader approach, and it stresses the importance of contin­

uous or recurrent sector review and assessment.
 

The problems inherent in the sector approach are political, organizational,
 
and methodological. 
There is no simple formula for analysis of education and
 
learning systems in developing countries. The sector approach requires the
 
collaboration of persons with practical experience in identifying critical prob­
lems and imaginative model builders with expertise in manipulating data. The 
practical experience expert, working by himself, is likely to come up with meth­
odologies based on '%ore of the same." 
 The econometric model.builder, by him­
self, is likely to by-pass many of the critical decision-making bridgeheads as
 
he specifies his assumptions. Progress is most likely to result from joint ef­
forts of the two, the experience expert suggesting the high-priority problems for
 
solution and the theoretician suggesting new approaches in analytical design.
 

Lack of data is always a problem and leads some experts to question the
 
feasibility of attempting comprehensive reviews of nation-wide learning systems
 
It is futile, so they say, to undertake such projects until there are better
 

13For further elaboration of this perspective, see Frederick H. Harbison,

Human Resources as the Wealth of Nrtions, New York: Oxford University Press,1973. 
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statistics. Our argument is that such assessments are prerequisites for building
 

an effective data collection system. In the beginning, an overview of a country's
 

learning system may have to be superficial, but it is likely to provide a better
 

sense of direction than exhaustive analysis of a single part of that system, such
 

as, for example, age-specific formal schooling. In exploring new terrain, one is
 

blazing new trails rather than traveling on highways paved with hard data. The
 

process of "recurrent assessment" stressed in this paper is an effective means
 

for new discovery as well as for accumulation of relevant data.
 

Very few countries as yet have attempted comprehensive sector reviews, and
 

those which have done so have concentrated quite narrowly on formal education.
 

However, interest in the broader approach to nation-wide learning systems is
 

growing, in part because of the Tecent emphasis of aid-giving organizations on
 

nonformal education and in part because of growing recognition within developing
 

countries that more comprehensive planning will increase their ability to secure
 

foreign aid on terms which may be politically and economically most acceptable.
 

The Ethiopian Education Sector Review in 1972 suggests that maximum enthusiasm
 

for the sector approach is likely to result when the country itself is given the
 

major responsibility for the design and operation of the review and when sizeable
 

amounts of external assistance are both expected and needed as part of a package
 

for development of the education or learning system.
 

As suggested in Appendix I, there is a reasonable amount of information, case
 

experience, and general literature available for study by those who may want to
 

initiate sector studies and analyses. Methodologies for quantification of inputs
 

are available. The critical problems can be identified. Thus, it would be pos­

sible to offer seminars or short courses on the sector approach using discussion
 

leaders from various countries which have had some experience. Furthermore, some
 

research is now being directed toward quantification of outputs of various kinds
 

of learning services. Finally, a joint working party of practical experience
 

experts and model-building experts inight be able to suggest more sophisticated
 

methodologies for both quantitative and qualitative assessment of nation-wide
 

learning services, or at least establish the guidelines for collection and analysis
 

of the most critically relevant data.
 

In short, the sector approach to education and learning systems is new, but
 

may be more widely used in the seventies. And this new interest can and will
 

generate better methodologies and more sophisticated means of solving the prac­

tical problems which are inherent in the process.
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This section reviews some case examples of the sector-wide approaches to
 
education and training in developing countries. In most cases, the sector is
 
narrowly defined, being limited to forcial education or even to particular
 

levels of the formal schooling system. The approaches are made from a variety
 
of perspectives. The levels of assessment include sector surveys, sector
 
analyses, sector strategies, and sector programs. Undoubtedly, there are
 
many good examples of the sector approach which are not included in this
 
review. 
Our selection is based largely upon availability of documents (i.e.
 
from US-AID, the Uorld Bank, and other sources). e know that many other
 
assessments have been made or are in progress for which documentation is not
 

yet available or is still confidential. The experience reviewed in this
 

section, therefore, is illustrative rather than definitive.
 

A. Experience in Nigeria 

1. The Ashby Commission Exercise (1959-60)
 

One of the earliest examples of the sector approach is the Ashby Com­
mission Report on lHigher Education in Nigeria, which was completed in 1960
 
just prior to the country's independence. This assessment concentrated on
 
development of post-secondary education, but it also reviewed Nigeria's entire
 

system of formal schooling.
 

The Ashby Commission Report was enthusiastically accepted by the federal
 
and regional governments in Nigeria. 
It was the point of departure for most
 
government policy papers on educational development from independence to the
 
civil war in the late sixties. The Ashby experience is significant in the
 

following respects:
 

First, the assessment was initiated and financed by the Carnegie Founda­
tion. The Commission itsalf was composed of three Nigerians, three British,
 
and three Americans. From the outset it had the enthusiastic backing of top
 

14investment in Education, the Report of the Comnittee on Post-School Cert'.ficate
 
and Higher Education in Nigeria (Federal Ministry of Education, Lagos, 1960)
 
Also for subsequent appraisal, see Frederick H. larbison, "From Ashby to
 
Reconstruction: Manpower and Education in Nigeria", in Carl Eicher and Carl
 
Liedholm, Growth and Develonment in the Niperian Economy, Michigan State
 
University Press, Ann Arbor, 1970
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level officials in the regional and federal governments. Nigerians partici­

patdd in the exercise from the outset.
 

Second, the assessment was launched at a time when the political appeal
 

of education was extremely strong and the prestige of universities in partic­

ular was at its zenith.
 

Third, the original Ashby Report, the companion cost study (the Archer
 

Report) and various "White Papers" of government together comprised a survey,
 

analysis, strategy and program for development of the higher education sector.
 

The targets for expansion of universities were ambitious. Yet, they were
 

achieved or exceeded in a very short period of time.
15
 

Fourth, although the Ashby Conmmission did look at education in Nigeria
 

partly from the perspective of social demand, the main perspective was that
 

of needs for national development expressed in terms of high-level manpower
 

requirements. The Ashby exercise was perhaps the first attempt to use a man­

power assessment as the basis for a strategy of development of higher education
 

in African countries.
 

Fifth, the Ashby Co ntission exercise had negative as well as positive
 

impacts on educational development in Nigeria. On the positive side, it
 

focussed national attemtion an rational education planning; it highlighted
 

the importance of higher education for national development, which unfortu­

nately resulted in an expansion of university facilities much beyond its own
 

recommendations and far in excess of the country's needs. It completely
 

overlooked nonformal education and, for the most part, it dodged the issue
 

of the capacity of the country to finance its overall educational development.
 

As a later assessment demonstrated, the formal education system in Nigeria
 

was unbalanced and poorly geared to development needs of the country, and
 

the over-development of university education, although not recommended by
 

the Ashby Commission, was nevertheless the consequence of a much too narrowly
 

focussed appraisal of the learniig system in Nigeria.
 

2. 	The EWA Survey of Human Resource Development and Utilization in Nigeria
 
(1965-67)
 

In 1965 US-AID commissioned the Committee on Education and Human Resources
 

of Education and World Affairs to make a broad survey of education and training
 

For fuller account see, F.H. larbison, Ibid.
 
15
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activity in Nigeria as a basis for planning future American aid. The report,
 

published in 1967, provided a comprehensive review of both formal and non­

formal education and outlined a broad strategy for human resource development.
 

Unlike the Ashby Report, it included an analysis of education and training
 

as related to the traditional and inteimediate sectors as well as the modern
 

sector, and it dealt extensively with problems of unemployment and underutiliz­

ation of manpower. It also pin-pointed the imbalances in the Nigerian educa­

tion system which resulted in part from the over-enthusiastic extension of
 

littlethe recommendations of the Ashby Report. However, the EWA Report had 

or no impact on education development largely because of the outbreak of
 

civil war before the exercise was completed. A new assessment made by UNESCO
 

for the World Bank was completed in 1972 which is still confidential. There
 

are, however, a few significant features of the EWA exercise which should
 

be of interest to those currently making education sector reviews and analyses.
 

First, the EWA study was initiated by US-AID with very little advance
 

consultation with Nigerian officials. Nevertheless, in part because the EWA
 

survey team members were well-known and respected in Nigeria, both the
 

regional and federal governments cooperated enthusiastically with the project.
 

The approach used by the EWA team was "to seek the advice of Nigerians in
 

making a report to US-AID". Nigerian officials, moreover, were keenly aware
 

at the time of the need for a nation-wide review of the country's education
 

and training system, and were themselves beginning .omake a comprehensive
 

self-study of their owm under the aegis of the short-lived Ironsi regime.
 

With the overthrow of the regime and the subsequent civil war, all efforts
 

in nation-wide education planning were suspended.
 

Second, the pers.pectives of the EWA Report were needs for national de­

velopment and employment generation. Indeed, the EWA Report was the first
 

educational assessment inAfrica to stress the problems of unemployment and
 

underutilization of human resources.
 

Third, unlike most other surveys made in the sixties, the EWA Report
 

made a comprehensive assessment of both formal and nonformal education, al­

though it did not analyze in detail the learning generation potential of
 

employing institutions.
 

16Education and World Affairs, Committee on Human Resource Development, Nji~ian 
Human Resource Development and Utilization, New York: December, 1967. 
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Fourth, although the Report had virtually no impact on educational dc-. 

velopment in Nigeria for the reasons stated above, it does afford a fairly 

good model of a comprehensive survey of a nation-wide learning system. Its 

main shortcoming, however, is that it was neither initiated, sponsored, or 

carried out by Nigerians, nor was there any clearly implied assurance that 

it would lead to large-scale external aid from the United States. 

B. Experience in Tanzania 

1. Educational Objectives of the First (1964-69) and Second (1969-74) Five-

Year Development Plans
 

Tanzania is perhaps the classic case of gearing an education system to 

needs for national development. The goals of educational development have 

been clearly stated; strategies have been formulated; and a sector-wide 

program has been implemented reasonably well. The education and training 

objectives of the first and second development plans may be summarized as 
follows: 

(a) To achieve self-sufficiency in middle and higher-level skills
 
needed in the economy by 1980.
 

(b) To give every child a primary education as soon as the financial
 
circumstances of the government permit, presently planned for 1939.
 

(c) To provide secondary and higher education only to the extent justi­
fied by the estimated manpower requirements of the economy for de­
velopment; further, to support students by bursaries only in post­
secondary courses which will produce the specific skills needed
 
for national development.
 

(d) To bring programs of nonformal education within reach of as many
 
adults as possible on a continuing basis. 7
 

In the words of President Nyerere, "to plan is to choose". Tanzania made 
some critical choices: first, to give priority to secondary and higher educa­

tion, at the expen:-o of rapid achievement of universal primary schooling, in 
order to meet the needs of natioral development. It also placed major respon­
n hil[ity upon einployers for training of lesser-skilled workers on-the-job in 
the wodern sector. Pcrhaps the most outstanding feature of the Tanzania ap­
proachi hns been to allocate each year secondary school graduates to university 

faculties and advanced training institutions on the basis of estimated high­
level mnnnower priorities. Among the more significant features of the first 

•tanganyika, 	Five-Year Plan for Economic and Social Development, Dar es
 
Salaam: Government Printing Office, 1964
 
United Republic of Tanzania, Second Five-Year Plan for Economic and Social
 
Development, Dar es Salaam: Government Printing Office, 1969
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and second development plans are the followins: 

First, a survey, analysis, str. eg/ and program for the education and
 

training sector was incorporated as a - neral part of the first two national
 

development plans. Such attcnt.,,n to problems of hur..an resource development
 

is very rare in national development plans.
 

Second, the education and training sector review was mostly concerned
 

with 	manpower needs for modern sector development, although some attention
 

was given to the government's philosophy of education as expressed in President
 
8
 

Uyerere's proclamation on Education for Self-Reliance.1


Third, in the main although not completely, the strategy of educational
 

development set forth in the two plans was reasonably well implemented. This,
 

in itself, is a rare accomplishment.
 

Fourth, this sector approach was designed, initiated, and implemented
 

by persons in the Tanzanian Government, mostly in the Ministry of Education
 

and in DEVPLAN. External ecsistance and initiatives were minimal. Tanzania
 

is thus a rather rare case of an internally generated sector approach to
 

education and training.
 

2. 	The World Bank Project Identification 11ission (1971)
 

In 1971 the Education Projects Department of the World Bank commissioned
 

the Overseas Liaison Cormittee of the Amierican Council on Education to make 

an overall assessment of formal and nonformal education in Tanzania and to
 

identify priority projects for further financing by the Bank. In providing
 

terms of reference to the contractor (OLC), the Ban: insisted that the inquiry
 

not be confined to formal education; it stressed the need to encompass a wide
 

range of nonformal education and training activities; and it agreed that the
 

scope of the cxe'cise and the range of possible projects to be examined would
 

go rar beyond the Jurisdictional boundaries of the Ministry of Education. 

OLC organizod an international team of experts for the project. Its wide­
19i

ranging report, Tanzania: A Niation-Wlde Learningt System was issued for the
 
]BMl. ind the Tanzanian Government in November, 1971. Some of the significant
 

features of the exercise are as follows:
 

1.3 
United Republic of Tanzania, Second Five-Year Plan for Economic and Social
 
Development, Ibid.
 

19
 
Overseas Liaison Committee, American Council on Education, Tanzania: A Nation-

Wide Learning System, a report submitted to the Education Projects Department
 
of IBRD and IDA and the Tanzcnian Government, November 15, 1971. (Restricted)
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First, the OLC assessment was the first to define the education and
 

training sector as "the nation-wide learning system" and thus to specifically
 

encompass formal education, nonform . ?raining, and learning generation pro­

vided.by employing institutions. It is an en:ample of a very broad sectoral
 

approach.
 

Second, major attention was focussed on the need for development and
 

coordination of many kinds of rural learning services, from primary education
 

(community schools) to district traininag services and functional literacy
 

programs for the rural population.
 

Third, despite its comprehensive approach, the Report concentrated on
 

projects which might be appropriate for financing by the Bnnk. In this respect,
 

the OLC project was very narrowly focussed and indeed was looked upon by
 

Tanzanian officials as a step in recurring funding for specific projects
 

rather than as an overall sector review, strategy, or program.
 

Fourth, the perspective of the Report was that of national needs for
 

development within the broad framework of goals for building a Socialist
 

society as conceived by the country's top political leadership.
 

Fifth, although the OLC Report does suggest some novel guidelines for
 

a comprehensive sector approach, the review itself was somewhat superficial
 

(because of limited time of team members in the country). Furthermore, Tanzanian
 

officials participated only minimally in the design, analysis, and operation
 

of the project.
 

http:vided.by
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C. The Educat.on Commission Review In Inc1*,.a 

of the Education Commission (1964-1966): Ed-,cation and
The Report 

National Development was the product of a Government-appointed 
commission.
 

It was to survey the entire field of educational development 
and to advise
 

the Government on the national pattern of education and on the 
general prin­

ciples and policies for the development of education at all stages and in all
 

aspects. Although it was a notionally-appointed initiated project five of
 

the fifteen Commission members and all of the twenty advisors 
were from other
 

The Government was of the opinion that "it would be advantageous
countries. 


to draw upon the experience and thinking of educationalists and scientists
 

from other parts of the world in the common enterprise of seeking 
for the
 

right type of education which is the quest of all mankind, specially 
at this
 

time when the world is becoming closely knit together in so many 
ways." 

1) School Education; 2) Higher
The Commission set up twelve task forces: 


Education; 3) Technical Education; 4) Agricultural Education; 5)Adult Educatior.
 

6) Science Education and Research; 7) Teacher Training and Teacher 
Status;
 

fl) Student Welfare; 9) N1eu Techniques and Methods; 10) anpo..r: 11) Educa-

There were also seven
tional Administration; and 12) Educational Finance. 


working groups: 1)Women's Educ tion; 2) Education of Backward Classes;
 

3) School Buildings; 4) School-Community Relations; 5) Statistics; 6) 
Pre­

primary Education; and 7) School Curriculum. The Commission spent 100 days
 

traveling around the states, visiting,universities, colleges, and 
schools,
 

alisLs, administrators, and
and holding dJ scussions with rea ho.i0, et,,nt miio 

students--includLng two conferences with university student representatives.
 

Altogether it interviewed about 9000 persons and received over 2400 
memoranda
 

and notes. Thus, it is clear that the Commission's work represented a vid.­

spread mobilization of national and international expertise which reflected
 

*Carl Dahlman, Research Assistant in the 'esearch Program in Economic Development:
 

wrote this summary on the survey of India. 

http:Educat.on
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the I:noulcdge and aspirations of a very broad segment of the people involvred 
in all sectors of Indian education. (The report itself runs to some half 

million words.) 

The main features of the report are as follows:
 

First, its elaboration included the four levels of activity of a proper
 

sector approach: 
 sector study, sector analysis, sector strategy, and sector
 

plan.
 

Second, the "breadth of vision" was the whole educational system broadly
 

rather than just an in-depth study of any particular stage. 
The Commission
 

proposed a new educational structure to 
consist of:
 

1. one to three years of pre-school education;
 

2. a ten-year period of general education which is subdivided into aprimary stage of seven to eight years and a lower secondary stageof three or two years of general education or one to three years
of vocational education; 

3. a higher secondary stage of two years of general education or one
to three years of vocational education (diversification of studiesand specialization starts at this stage); 

4. a higher education stage of three years or more for the first degreefollowed by courses of varying durations for the second or research
 
degrees.
 

Furthermore, it included plans for nonformal education and for close coop­
eration with the needs of the different working environments and employing
 

institutions.
 

Third, the objectives that education is expected to accomplish are
 

clearly stated. 
In the words of the Commission:
 

The most important and urgent reform needed in oureducation is to transform it, 
to endeavor to relate it 
to the
life, needs and aspirations of the people and thereby make it a powerful instrument of social, economic and cultural trans­formntion necossary for the realization of the national goals.For this purpose, education should be developed so as to in­crease productivity, achieve social and national integration,accelerate the process of modernization and cultivate social,

moral and spiritual values.
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To accompnisli these objectives the major recommendationso tne report are:
 

1. to bring about major imorovements in the effectiveness of primary
 
education;
 

2. 	to introduce work experience and social service as IntegraL parts
 
of general education;
 

3. 	to vocationalize secondary education: total enrollments in voca­
tional education to be raised during th' next twenty years to about
 
20.percent at lower secondary and 50 percent at higher secondary
 
stage;
 

4. 	to improve quality of teachers at all levels and provide them in
 
sufficient strength--to be accomplished by giving them better re­
muneration, in-service training, and better formal preparation;
 

9. 	to liquidate illiteracy;
 

6. 	to strengthen centers for advanced study and strive to attain in­
ternational standards at some of the universities.
 

7. 	to lay special emphasis on the combination of teaching and research
 
and strengthen science education at all stages;
 

8. 	to pay particular attention to education and research in agriculture
 
and allied sciences--including orientation twoard agriculture of
 
the entire educational system and the development of agricultural
 
polytechnics and universit.es coordinated with broadly-based agricul­
tural extension programs;
 

9. 	to try to equalize educational opportunity by providing free primary
 
education and liberal scholarship programs at higher levels which
 
will provide access to good schools to all children on basis of merit
 
with special emphasis on the development of weaker sections (women,
 
backward classes, backward regions);
 

Fourth, the perspective for assessment is a broad need for national
 

development approach combined with a social demand approach. The Commission
 

points out that in view of the resource constraints it is impossible to meet
 

the 	social demand for education at ovary level. Its strategy to close the
 

gap 	is to provide universal, free, primary education (both to build conscnsus
 

and 	to integrate the population as well as provide the minimum level of
 

general education needed for development) and to use manpower analysis to
 

determine the necessary amount of secondary and higher education. The excess
 

social demand for secondary and higher education could then be reduced by a
 

,process of selective admissions.
 

http:universit.es
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Fifth. the report establishes i.-..orities for the development of education
 

and provices a aerailed strate'v for imnlementation grounded on tne constraints
 

of estimated financial resources and quantitative analysls of manpower needs.
 

Sixth, the review makes detailed recommendations (1)to improve educationa
 

administration and (2)to increase the efficiency of the whole educational
 

system. To accomplish the first it proposes the strengthening and expansion
 

of the central and centrally sponsored sectors (whose roles will be to set
 

standards for, stimulate, and guide educational development) while at the
 

same time granting state and local sectors more autonomy in implementing
 

To achieve the second it recommends increasing effi­educational programs. 


ciencies of scale and making use of part-time education and correspondence
 

courses,
 

Finally, it is noteworthy that the Commission views the whole effort
 

of educational reconstruction as part of necessarily integrated plans which
 

at the same time would try to reduce the birthrate by about half'in 10-15
 

years and bring about rapid economic development so that there would be a
 

job for every person who enters the work force.
 

All of these features emphasize the important strengths of the report.
 

It is a very comprehensive and well thought out document which gained wide­

spread acclaim both inside India and in the world. It does have one impor­

tant weakness. Although it looks atthe whole educational system broadly it
 

does so from the point of view of formal education. This is especially true
 

in the case of learning generating capacities of the working environments and
 

employing institutions. While the report does place an emphasis on the need
 

to orient vocational, technical, and engineering education toward production,
 

to coordinate all three with work by including some work experience in train­

ing and using vacations to do productive work, and to provide some subsidies
 

.to industrial concerns which have training programs, it does not make any
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real assessment of the learning generation capacities of employment. There­

fore, it is not possible to see the trade-offs in terms of costs both to in­

dustry and to society of hiring highly trained versus less trained workers
 

As a result use of the al­and developing the necessary skills on the job. 


ternative process of on-the-job learning for the most effective combination
 

of formal, informal, and nonformal learning systems might not be understood.
 

This foregone opportunity to make the best and most efficient use of resourc:s
 

and alternative learning systems can represent a real loss to a developing
 

country where the most efficient use of limited financial and other resources
 

is one of the highest priorities.
 

D. 	Education Sector Peview in "'orea
 

The first,
Two very useful education sector reviews have been made in 1,orea. 


Education Sector Review in the Rtepublic of ep, (1972) is a well executed and
 

comprehensive analysis of both training and education made by the staff of the
 

World Bank for purposes of project identification. It is
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broad in scope, covering nonformal and formal education, including medical
 
education. 
However, this Report is at present confidential. Hopefully, it
 
may be available for use by sector approach specialists in the near future.
 

The second entitled, Svstrns AnalvTq.s for Educational Change: 
 The
 
Republic of Korea, was published by the Department of Education Research,
 
Florida State University, Tallahassee, Florida, in 1971. 
 This assessment
 
was made for US-All) by a Florida State University study team which apparently
 
had the full cooperation and some participation in planning and execution by

Korean officials. 
 Its focus is formal education; almost no consideration is
 
given to learning services outside the formal schooling system.
 

The perspectives of the Florida State Report are difficult to identify
 
since no attempt is made to specify the goals of formal educatiQn. 
The authors
 
of the Report tend to reject the manpower requirements approach in favor of
 
thc rate of return appraoch as a means of determining priorities for invest­
ment in education. In suggesting a strategy, the Report states that the high­
est priorities for change and development should be at the elementary-middle
 
school level. 
The most novel feature of the Report is the recommendation
 
that Korean elementary-middle schools be moved to a system of "individualized
 
instruction", emphasizing a team approach to teaching, self-study techniques,
 
and use of educational radio and television. 
The Report also stresses the
 
need for a complete reform of vocational education, without, however, any
 
analysis of the role of nonformal education or employing institutions in
 
providing skill generation and other kinds of learning services.
 

The Florida State Report is indeed a useful document which provides a
 
thorough analysis of the strengths and weaknesses of Korea's formal education
 
system. Its major shortcoming as a sectoral approach is its failure to con­
sider learning services and activities outside of the formal schooling system.
 

E. US-AID Assessments of Formal Education in Latin America
 

Most sector assessments 
 have been confined to formal education systems
 
under the jurisdiction of ministries of education. 
In this area, the Education
 
Sector Loan assessments (ESL) made by the Latin American Bureau of US-AID are
 
excellent examples. 
 Ile have looked at several of these (for Brazil, Chile,
 
Colombia, Dominican Republic, Panama, and Paraguay). All offer very good
 
descriptions of the formal education systems (particularly at primary and
 
secondary levels) and assessments of expenditures, enrollment ratios, teacher
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education, major problems and deficiencies in orientation and .administration,
 

as well as summaries of national education development plans where they 

exist. Daniel C. Rogers, of the Economic Analysis Division of the Bureau
 

for Program and Policy Coordination, US-AID, has made a very competent analysis
 

of experience with the ESL approach, and so little further elaboration is
 

needed here. Nevertheless, the various country reports should be required
 

reading for any person seriously interested in the sector approach. We offer
 

these few brief comments.
 

1. The perspectives of the ESL analysis are mainly those of social
 

demand for education, although passing reference is made to requirements
 

for national development. The stated goals are increased efficiency of
 

the formal schooling system, improvement in quality and orientation of
 

primary and secondary education, and broadening of access to schooling.
 

In all cases, AID and the host government examined the education sector
 

(usually limited to primary and secondary levels and evolved a strategy for
 

moving toward these specified goals.
 

2. For the most part, no analysis was made of the overall costs of
 

implementing the strategy, nor were alternative approaches given much con­

sideratiun. In short, however, consideration was given to reduction of unit
 

costs through emphasis on experimentation as well as better organization and
 

management within the ministries of education.
 

3. Without any question, the sector loan approach in these countries
 

is far superior to the former project-by-project approach. It has encouraged,
 

if not forced a basic review of formal education by both US-AID and the host
 

governments. In most cases the Education Sector Loan assessments took into
 

consideration what other cbnor agencies were planning in both capital aid
 

and technical assistance. In all cases, they specified the efforts to be
 

made by the host country in order to achieve thd r stated goals.
 

4. The problems facing these Latin American countires are quite similiar:
 

Very high drop-out and attrition rates in primary education, mostly because
 

rural schools may offer only two or three grades; inadequate teacher prepara­

tion; absence of te:cts and teaching materials; academic vs technical orienta-


Daniel C. Rogers, "An Overview of Past Education Sector Loans and Some Points
 
for the ruture", US-AID, Bureau of Program and Policy Coordination, Washington, 
January, 1972, pp 15 plus appendixs. (mimeographed)
 

20 
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tion 	of secondary education; vocational training of low quality, poorly
 

related to needs of employing institutions; absence og research and ex:perimen­

tation; and ineffective organization and administration throughout the system.
 

5. In most cases, the principal objectives of US-AID are three-fold.
 

To correct the inequality in formal primary education between rural and urban
 

areas; to promote comprehensive or multiple purpose education at the secondary
 

level; and to assist, wherever possible, in encouraging research experimen­

tation and better management within ministries of education.
 
6. The major weaknesses of the ESL approach so far are these:
 

(a) The assessments are narrow in scope, concentrating for the most
 
part only on primary and secondary schooling and traditional
 
teacher training.
 

(b) Very little consideration is given to the orientation of formal
 
education to specific needs for national development. The assess­
ments reflect the bias of nersons (both in US-AID and the host
 
governments) whose frame of reference is strictly that of age­
specific formal education for children. The reforms. suggestcd
 
are in the line with orthodox thinking of educationists, and thus
 
appeal to the more traditional elements in ministries of education.
 

(c) Very little consideration is given to learning through nonformal
 
education, and virtually none to programs conducted outside the
 
jurisdiction of education ministries.
 

(d) The learning generation capacity of employing institutions is
 
almost completely overlooked. The manpower requirements approach

for the most part, is also ignored, primarily because very few
 
credible manpower surveys have been made.
 

(e) No in-depth analyses have been made of the country's capacity
 
to devote increasing proportions of its resources to education.
 
In most cases, the basic assuaption is that each country shoul,
 
devote more of its Gi1? or government revenues to formal education
 
because of the social demand for it.
 

(f) 	 Ilevertheless, despite the criticisms made above, the ESL approach
is a major step forward. And there is no reason why it cannot 
be e:tended in the future to encompass more analytical assessments 
of nation-wide learning systems, alternative strategies, and more 
systematic cost and benefit analysis. 

There follows a partial list of the US-AID assessments in Latin America.
 
Most 	of these would be quite useful in any seminar or course dealing with the
 

sector approach:
 

US-AID Mission to Colombia, Bogota, Education Sector Analysis
 
Paper (1972)
 

Department of State, Agency for International Development, Washington:
int Vale et19
du ati n S et r Loa 


ecor -oan aper. Oraz - E0uc1on Sector Loan (1963)

Education Development Program - Paraquay (1970)
 
Sector Loan Paper. Panama - Education Sector (1970)

Capital Assistance Paper. Dominican Republic - Education,

Sector Loan (1971)
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Department of State, Agency for International Development, Washington:
 

Sector Loan Paper. Nicaragua: Education Sector Loan (1972)
 

F. The ILO Studies - The Employment Objectives Approach
 

Mounting urban unemployment and widespread underutilization of human
 

resources in rural areas have reached critical levels in most developing
 

countries. 
As a result planners are becoming deeply concerned with employ­

ment generation and the lessening of economic inequalities and, in many cases,
 

they have become disenchanted with maximization of GNP as 
the supreme target
 
of development. The ILO as well as many development economists, furthermore,
 

are now arguing that the goals of employment creation and income maximization
 

are not in conflict. 
Indeed, higher GNP and more equitable distribution of
 

income are widely thought to be the logical consequence of policies aimed
 

at maximization of job opportunities. The writings by Professor Dudley
 

Seers of Sussex University and the recent ILO country studies of Colombia, 
Ceylon and Kenya are good examples of work using this perspective, and a
 
summary of the major arguments and implications is provided by F. Harbison
 

21
in Human Resources as 
the Wealth of Vations.
 

The ILO country studies, of course, cover much broader territory than
 

assessment of education and learning services. 
 But they do examine the
 

education and training sector as an important element in building a full
 
employment economy. 
And, although they under-emphasize working environments
 

and nonformal education programs, their range of vision goes far beyond mere
 

formal schooling. The leading designers and prime movers of the ILO studies
 

are economists, sociologists and agricultuial specialists rather than educa­

tionalists, and as such they are more concerned with what the outputs of a
 
learning system should be than with internal operation of schooling systems,
 

per so.
 
The Colombia study devotes only about 50 pages to education and training.
 

It stresses among other things, the importance of education as a major 
source
 

2'nternational Labour Office, Ilatching Employment Opportunities and Expectations:

A Progranme of Action for Ceylon (2 vols.), Geneva: 
1971.
 

International Labour Office, Towards Full Employment: 
A Programme for Colombia,
 
Geneva: 1970.
 
International Labour Office, Emoloyment, Incomes and Equality: 
 A Strate y for
 
Increasing Productive Employment in 1enya, Geneva: 
 1972.
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of employment in itself; it dwells upon the influence of education on fertiL 
population growth, and rural-urban migration; it emphasizes the impact of
 
education and training as personal attitudes toward work and conmitment to
 
national development; and it places great store on expansion of access to
 
learning opportunity as a strategic force in rural employment generation.
 
At the same time, the Colombia study, like the US-AID sector loan assess­

ments, stresses the need to increase the internal efficiency of formal educa­
tion, to improve its quality and change its orientation, and to integrate
 
educational planning more closely with planning for broad national developmer
 

The main value of the Colombia study for those who have been deeply con­
cerned with education planning is the new and fresh perspective it provides
 
on goals of national development. The idea of "dethroning GNP" as the all­
encompassing targct of development is appealing to educationists. The goals
 
of full employment and more equitable distribution of income are far more
 
acceptable to non-economists than high-level manpower surveys and the beating
 
of drums for even more emphasis on training of technical and scientific per­
sonnel. The full employment approach, moreover, concentrates on development
 
of all sectors of the economy rather than merely the modern sector enclaves.
 
In short, the humanist is much more sympathetic with a strategy for full
 
employment than one geared to aggregate statistics and national income
 

mnaximization.
 

Matching Employment Opportunities and Expectations, the ILO Ceylon study
 
has much more to say about education as such. Indeed, it finds that the e:­
isting educational system is a major cause of imbalances in the economy as
 
well as a roadblock to employment generation. The widespread unemployment
 
among secondary-school leaders reflects the conflict between prevailing eco­
nomic inertia and the rapid acceleration of output of formal schooling which
 
is ill-adapted to the needs of the country. 
In numbers of pupils and teacher.,
 
output of school leavers, and magnitude of growth, Ceylon's educational system
 
is impressive. But it is geared to qualification tests for more education
 
rather than to national needs. It destroys the incentive to work of large
 
numbers of young people. If anything, the Ceylonese have too much opportunity
 
for education on the royal road to the university, but most have learned
 
liLtle of relevance to existing employment opportunities. The study proposes
 

some rather basic structural reforms:
 

(a) The "0" level school certificate (awarded at termination of
 
secondary school) should be made a terminal certificate for
 
most students instead of an entry pass to the university.
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(b)Government and private industry should require, inmost
 
cases, "0" level achievement rather than university degrees
 
for higher level entry jobs.
 

(c) After two or three years, everyone should be able to apply
 
for entry into pre-university or university courses, in
 
most cases returning to theLr original workplace after
 
graduation.
 

(d) At every point where selection takes place, greater emphasis
 
should be given to aptitude tests rather than academic
 
achievement tests.
 

(e) Particular emphasis is placed on recurrent education as a
 
means of eliminating the dichotomy between formal and non­
formal education and integrating more closely the world of
 
work with the schools and the university.
 

(f) Priority should be given to expansion, diversification and
 
enrichment of primary education where basic attitudes are
 
formed and where opportunities exist for opening the rural
 
communities to greater social integration and economic 
productivity. 

The Ceylon study fails to examine in depth nonformal education and train­

ing programs, and like the Colombia study, largely by-passes consideration
 

of the learning,generation capacity of working environments for major em­

ploying institutions. It does, however, recommend a national service pro­

gram for youth. And, implicit in the study is the recognition that learning
 

involves more than formal schooling. To quote:
 

In this connection it is important to underline that
 
our proposals would eventually lead to a situation
 
inwhich education would no longer be seen as the
 
monopoly of a single ministry or a single body of
 
professionals (the teachers) or of both, but as a
 
grouping of all the educational and training services
 
of the country. The Ministry of Education would be­
come a secretariat of the whole lot, public and pri­
vate, taking a bird's-eye view of the various activ­
ities and ensuring the proper harmonization of the 
process of defining goals and the mobilization of
 
available community inputs to serve the goals de­
fined. This would be the logical institutional 
conclusion of proposals which would integrate formal 
educati.on with activities at present foreign to the 
traditional view of education -- for example, agri­
cultural extension, youth services, land and reset­
tlement activities, public health activities, aid
 
civil service and local administration.23
 

2 2 International Labour Office, flatchinp Employment Onportunities and Exaecta­
tions: A Programme of Action for Ceylon, o2. cit., pp. 241-243. 
Ibid., pp. 146-147. 

http:administration.23
http:educati.on
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Like the previous two ILO studies, the Kenya study, Employment, Incomes and 

Equality, completed in 
* 
the sumner of 1972, assesses education from the employment 

generation perspective. Its analysis of the employment problem points out that 

most of its causes are aspects of two kinds of imbalances: the first between 

the growth of the labor force (principally the educated urban population) and 

the overall growth of the economy; the second between peoples' aspirations and 

expectations of work and the structure of incomes and opportunities available. 

The solution, then, is not merely a matter of providing more jobs at the existing
 
salaries. This would lead to an increase in the demand for them and also to in­

creases in secondary school enrollments and in internal migration. Thus, the
 
emphasis of the report is on attacking the problem at its source by righting
 

the imbalances.
 

Within th&s framework the report points out that education and training
 

interact and reinforce the imbalances in two ways. First, the education and
 

training provided by the system is of the wrong kind in view of the needs of the
 

economy. Second, the attitudes, aspirations, and expectations generated and
 
stimulated by the education system (namely a preparation for and expectation of
 

formal, non-rural employment) create a mismatch between job expectations and
 

opportunities. The economy has failed to provide enough employment and will con­
tinue to do so because of nature of the first imbalance mentioned;
 

As a result, the strategy outlined in the report is to restructure both the
 

economic and the educational systems: the economy so that it can provide more
 

job opportunities for the over-increasing population and education so that it
 

provides the skills needed in the new economic structure.
 
(a) Creation of one cycle of universal free education of 8-9 years dd-­

ration, covering the present primary and lower secondary education.
 
(b) Elimination of the present examination for the certificate of primary 

education (one of the main factors orienting toward continuing edu­
cation eventually leading to a job in the formal sector) and its re­
placement by revised testing procedures at the end of lower secondary
 
school. The new examination should focus on the type of skills needed
 
by terminal students while still providing a basis for the selection
 
of upper secondary education.
 

T
This section was also written by Carl Dahlman 
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() Gradual increase in the proportion of the curriculum of the basic
 
cycle devoted to prevocational subjects. As a result emphasis

would be on interests of terminal pupils, i.e., the great majority
 
who leave school after finishing the first cycle.
 

(d) 	Duration of upper secondary cycle to be two years. Entry to take
 
place according to quota, size of which is to be determined by
 
costs and national demands for skilled manpower. Content to be
 
comprehensive with streams for general, commercial, technical,
 
and agricultural subject emphasis.
 

(e) Students completing the upper secondary cycle must undertake one
 
year community service as integral part of educational career.
 
University graduates must give a second year's service in their
 
home areas. (Apart from easing supply constraint of teachers in
 
implementing universal free education it is in line with the
 
general philosophy of establishing close links between products
 
of education and their environment,)
 

(f) 	Single examination test system to be administered at end of upper

secondary school to determine who continues to pre-university cycle

Entry into pre-university classes--of one to two years'duration-­
according to same criteria as in (d). No further examinations to
 
enter university.
 

(g) 	Restructuring of university as polyvalent institution to service
 
needs of academic learning and technology on a full- and part-time

basis, including the needs of second-chance institutions and adult
 
education.
 

(h) 	Creation of a series of second-chance institutions for drop-outs

and adults. These institutions to be similar to village poly­
technics and technical institutes. They would be based largely
 
on Harambee and other loca) self-help efforts. As their name
 
indicates, they would be specifically geared to recuperating
 
early school leavers. Special quotas are to be established at
 
upper secondary and university levels for such pupils. This
 
would be a deliberate step to remove, or at least to minimize,
 
the dichotomy between formal education and nonformal education.
 
These institutions could also be used to phase into employment
 
the school leaver from the basic cycle.
 

In order to work out the details of educational reform and to plan for
 

its implementation the report proposes a commission composed of Kenyans from
 

the ministries, the university, and other national bodies and institutions.
 

An alternative, perhaps faster, proposal is to set up a working secretariat,
 

located in the Ministry of Education but drawing staff frcm other bodies.
 

Unfortunately, like the two previous ILO reports, the Kenya study fails
 

to examine in depth the learning generating capacity of the working environ­

ment, mainly beqause of the lack of data for any meanlngful comparison.
 



nowever, implicit in the report is the recognition that education involves much
 
more than formal schooling. In fact, it views the educational sector very much
 
along the lines of the concept of the learning system developed in this paper.
 

To quote:
 

Education must be developed to support the basic
 
activities of life. Thus the learning that takes place

in the home, on the farm and at the workbench must be
 
blended with, not set in opposition to, that which takes
 
place in the school. In order to attain a broad, cohesive
 
educational and training policy, the school as a purely

educational institution should increase its flexibility
 
to meet the needs of the family and the workplace. If
 
this comment reflects the failure of the school to touch
 
the real needs of rural life, it also reflects the failure
 
of other agencies of communication, training and welfare,
 
including health, community development and agricultural
 
extension services.24
 

Furthermore, the report emphasizes that educational reform must be accom­
panied by a reform in the economic structure. It points out that if the educa­
tional strategy outlined above is to be implemented wage and incentives which
 
stimulate current educational choices and job aspirations must be restructured.
 
This analysis of the context of education reform should prove helpful to many
 
other developing countries with educational systems geared toward a small formal
 
sector at the expense of the informal and rural sectors.
 

In some respects the ILO country studies cover the same ground, as the US-AID
 
ESL assessments in Latin America with respect to internal efficiency, access, ori­
entation, and experimental innovation in formal education. 
But there are important
 
differences. The full employment perspective puts quite a different light on
 
learning services than the social demand approach. The ILO studies are addressed
 
to all ministries of government; the ESL assessments relate largely to activities
 
within the jurisdiction of ministries of education. 
The ILO studies in effect
 
are blueprints for broad national development, whereas the ESL and some of the
 
other assessments discussed in this paper have a narrower sectoral focus. 
 However,
 
it is too early to pass judgment on the extent to which the strategies proposed
 
have been accepted or implemented in most of the countries.
 

G. The Ethiopian Education Sector.xtw .(1972) 

Ethiopia's Education Sector Review made in 1972 is undoubtedly Lhe most com­
prehensive and sophisticated example of the sector approach to education
 

24International Labour Office, Employment, Incomes and Equality: .A Strategy f9r In­
creasing Productive Employment in Kenya, International Labour Office, Genevap.241. 

http:services.24
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and training yet made in any develoi5.n3 country. 25 It combines a sector
 
study, sector analysis, and proposals for long-range alternative sector
 
strategies. It will probably provide the foundation for a program of 

sector development in the years to come.
 

The Ethiopian Review is in large measure the result of "a spirit of 

constructive dissatisfaction" with the country's education system and much 
debate among educators, parents, government officials and students. Another
 

initiating factor was the desire of the Uorld Dank for a comprehensive
 

assessment as a basis for identification of projects. In this case, however,
 

the Bank did not commission a project identification mission of outsiders
 

to make the assessment; instead it lent its moral and financial backing to
 

a self-assessment by the Ethiopians themselves. 
The agency responsible for
 

the Review in Ethiopia was the Ministry of Education and Fine Arts.
 

The Edu"catio, .cccor Review mobilized a large team of experts to under­

take the assessment, or:ganized into fourteen task forces and five small
 

working groups to examine all aspects of education and training in Ethiopia.
 

In all 01 persons participated actively in these groups; 51 were Ethiopians
 

drawn from the Harle Selassie I University, the Ministry of Education, and
 

other government agencies. The foreign members of the Task Forces were for 
the most part residents in Ethiopia on contract with various external
 

assistance agencies. A few outside e.:perts were also employed on a short­

term basis. As sounding board mechanisms, there was a symposium in January,
 

1972 to review initial reports and study plans and a conference in July, 1972
 
Education
to review the entire assessment. It is clear that the/-ec'Treview effec­

tively mobilized and utilized national expertise and reflected the aspiration 

and knowledge of the broadest possible segment of enlightened Ethiopians. 

As a result of the national debate to which the best minds and talents 
contributed, there appears to be zide consensus on the deficiencies of the 

present education system and on a range of sweeping reforms which are ur­
gently needed. 
Only time will tell, of course, how well the recommendations
 

can be implemented.
 Education
 
There are a number of features of the Ethiopian/bector Review which are 

particularly significant: 

25 Education Sector Review, Draft Report, June 13, 1972, Addis Ababa. 
 Revised
 
version should be available in the fall of 1972. The draft report was pre­
pared for consideration by the Sector Review Conference held under the aus­
pices of the Ministry of Education. It was not available for general
 
distribution.
 

http:develoi5.n3
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First, the Review is broad in scope, encompassing both formal and non­

formal education. And an attempt is made to work out strategies for effec­

tive linkages between the two.
 

Second, the Review is no "pie-in-the-sky" expression of hopes or aspira­

tions. It establishes priorities for development of education and training
 

within realistic constraints of estimated financial resources.
 

Third, both national goals and educational objectives are clearly
 

stated. The perspective of the sector approach is that of needs for national
 
development defined in very broad terms. The Review postulates that secondary
 
and higher education should be geared to high-level manpower needs. Below
 

that level, education must have relevancy to the needs of the masses, taking
 

into account that the vast majority of the Ethiopian people must earn their
 

livelihood in agriculture and related activities. Priority is given to
 

education and training which ismost relevant for the rural population, and
 

its objective is to develop in each recipient a critical understanding of
 

problems instead of passive absorption of knowledge through rote learning.
 

In short, the orientation of basic education is to prepare persons to partic­

ipate in the wor: force rather than to direct them to more and higher levels
 

of education.
 

Fourth, the Review proposes three alternative strategies for develop­

mont of education and training over the next three decades. Total expendi­

tures under all three alternative strategies are the same; also expenditures 

for higher education, mass media, subsidies to non-government schools, and 

non-recurrent (capital) expenditures are the same in all three cases. The 

difference in strategies lies in expenditures and programs for first-level
 

education and for nonformal education.
 

Alternative I would provide for a continuation of the existing primary 

education system, with minor improvements to make the curriculum more rele­

vant and to improve efficiency. As compared with Alternatives II and III, 

kItcrnative I would offer a first-level program of longer duration (six years) 

but to n smaller proportion.of the school-age population. It would offer 
little on-going educational opportunity to primary school leavers not ad­

nitted to secondary schools, and a very limited program of nonformal educa­
tion for adults. Under this Alternative, "universal mass education" (i.e., 
nivcrsal opportunity for learning in either formal or nonformal education) 

:ould be reached at a later date.
 

http:proportion.of
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Unddr Alternative II, the formal schooling system would be restructured
 

on a 4-4-4 basis, with sweeping ravision of the curriculum to make education 

more practical and relevant. With c r:ortened and less costly program, the 

first-level schools (four-year duration) would accommodate a much larger pro­
portion of the school-age population. Further learning opportunity would
 

be available to first-level school leavers and adults through extensive ex­

pansion of nonformal programs of "community practicums" mostly in rural areas.
 
Alternative III would provide the fastest route to universal education
 

or learning opportunity for all. Under this plan, school entry age would
 

be raised tonineyears, and grades 5 and 6 would be eliminated. A two-year
 

"basic formation program" .iuuld serve 13-16 year olds not previously accom­

modated in primary. Secondary formation schools and an extensive variety
 

of nonformal programs would accommodate both first-level school leavers and
 

adults.
 

The Review projects enrollment levels and participation rates as well
 

as distribution of funds for all three alternatives. The essential trade­

offs are between universal primary education and universal access to learning
 

opportunities for the masses, and these in turn involve trade-offs between
 

investment in formal and nonformal programs. It appears that the Ethiopian
 

Government will opt for some combination of Alternatives II and III. The
 

Review recognizes, however, that because of the sweeping changes called for,
 

these Alternatives will be much more Cifficult to implement than Alternative I.
 

Fifth, the Review makes extensive recommendationis for'improvement in the
 

organization and nmnagemcnt of the education and training system. Great em­

phasis is placed on decentralization of administration, as well as local ini­

atives particularly in planning and operation of nonformal programs such as
 

skill centers, urban and rural "development centers', and public works pro­

grams as training devices. It also makes provision for organization of
 

research and a special commission responsible for coordination of higher
 

education.
 

Sixth, despite the very important strengths mentioned above, the Review
 

has, in our opinion, some critical weakness. Perhaps the most glaring is
 

that virtually no attempt is made to assess the learning generation capacities
 

of employing institutions, either in the modern or traditional sectors. There
 

is an implicit assumption that the education system is the primary producer
 

of skills3 and knowledge, and thus little thought is given to improvements 

in working environments as a means of developing human resources. 



Secondly, the estimation of manpower requirmonts for second and third
 

level graduates is so aggregated as to be virtually useless as a planning
 

tool. And very little attention has been given to education and training
 

as related to the kinds of occupations in which most of the rural po.pulation
 

in engaged. In short, the Review is deficient in analysis at all levels of
 

the world of work in relation to educat.on and training. 

One may also fault the Review with failure to analyze critically the 

problems of coordination of education and training services at the local
 

level and to specify in concrete terms the allocation of responsibility as
 

between particular ministries. For the most part, the Review has been a
 

project of the Ministry of Education and Fine Arts. But many of the non­

formal education programs lie within the traditional jurisdiction of other
 

ministries and some private organizations. The extent of involvement of
 

these ministries and organizations in the Review was limited, and consequently
 

there is some question about support of and enthusiasm for the program in
 

powerful government quarters outside the Ministry of Education. The Review
 

might be on firmer ground if it had been sponsored by the Planning Organiza­

tion or a consortium of the ministries haiing responsibility for training
 

programs. A related deficiency is the absence of significant participation
 

of the major employing institutions. Again, however, only time will tell
 

how effective the Ministry of Education can be in leadership of a program
 

involving many different interests in both the public and private sectors.
 

The weaknesses suggested above, however, are relatively minor in com­

.arison with the obvious strengths of the Review. As the exercise proceeds,
 

many of the problems mentioned above may be resolved. Indeed, a major
 

premise of the Review is that there should be recurrent assessments of both
 

plans and progress in the development of education and training in Ethiopia.
 

Hopefully, the Review is not a once-and-for-all assessment, but rather an
 

initial bench mark for continuous study, analysis and strategy development
 

over the next several decades. 

We conclude with the recommendation that all developing countries have
 
much to learn from the Ethiopian Education Sector Review as a striking ex­

ample of effective organization for undertaking a sector analysis. And it
 

may be even more important for them to follow closely the processes of 

moving from adoption of strategies to implementation of programs of develop­

ment of education and training.
 

http:educat.on
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H. A Concluding Note
 

Our review of country experience with the sector approach to education and
 

training has been selective rather than comprehensive. There are other examples
 

of experience which, though not known to the author, are probably just as sig­

nificant as those which have been mentioned in this paper. There are also ex­

cellent reports on some countries which are as yet confidential and cannot be
 

cited. As time goes on, much more material is likely to become available.
 



APPENDIX II
 

TRACER STUDIES
 

The "tracer study" idea is suggested by the bullet which traces its path
 

from the firing point to the target. It is nothing more nor less than a system
 

for following the work experience of those who leave or complete programs of ed­

ucation or training, either formal or informal. Admittedly, such follow-up
 

studies are difficult and expensive, but the returns, in terms of effective proj­

ect evaluation and feedback to skill and knowledge generating institutions, are
 

potentially very great.
 

The objective of most tracer studies has been to collect data on how secondary
 

school or university graduates get jobs, how long they take to find work, their
 

levels of compensation, relevance of previous education to work experience, and
 

career pathways in general. They can provide information on the linkages between
 

education and the world of work; they give in-depth data on unemployment or under­

employment of educated manpower, and ats useful in supplying hard facts for
 

vocational counseling. An initial pilot tracer study in Kenya illustrates some
 

of the questions which may he raised about projects of this kind.
 

In 1969, the Institute for Development Studies at the University of Nairobi
 

conducted a pilot tracer study of fourth form secondary schools in Kenya. A small
 

team of researchers at IDS worked in collaboration with the headmasters and ca­

reermasters in the selected schools. The basic tracing instrument was a simple
 

card file for each leaver on which was recorded basic facts from school records
 

about each student's family background and educational history. The post-school
 

employment tracing process was first attempted by mail questionnaires. Students
 

not located in this way were traced by a variety of procedures, including question­

ing of friends still in school, parents, and others who could supply information
 

about their whereabouts, and eventually project personnel were assigned to search
 

out the missing leavers in person. Within a very short time, the research team
 

was able to trace 93 percent of the leavers from the sample schools. Once traced,
 

the leavers were asked to supply information concerning their occupation, pay,
 

method and time of finding employment, and other relevant questions. In some
 

cases, employers were also asked for supplementary information.
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Experience with the pilot study in Kenya indicates that:
 

1. Most school leavers can be traced to their places of employment,
 

but follow-up personal interviews are necessary to supplement
 

mail questionnaires.
 

2. Information about work experience and conditions of employment
 

can be secured easily, but analysis of the data collected in­

volved more time and expense than originally estimated.
 

3. School headmasters and careermasters are eager to make use of
 

the information received on employment experience and career
 

pathways.
 

4. 	Estimates of unemployed school leavers derived from the tracer
 

studies were at variance with estimates derived from a Kenya
 

manpower survey (the employment rate being much lower in the
 

case of the tracer studies).
 

5. Schools, and probably also u4.versities, will require in­

ducements, either in the form of grants or extra personnel,
 

to undertake tracer studies.
 

The tracer study device probably could be generalized and systematized 
in
 

most countries. A first step would be a requirement that every major institution
 

conducting education or training programs establish a simple but standardized
 

five years. Placing

system for tracing their outputs for a period of from two to 


the 	responsibility for tracing on the education or training institution would
 

constitute in itself an important means of building better linkages between 
the
 

learning system and the system of employment generation; it would make the in­

stitutions more sensitive to employment and possibly lead to more realistic
 

orientation of the curricula to the world of work; and it would enable them to
 

carry out more effective counseling and guidance services for their students.
 

The tracer study idea, of course, is not new. Many researchers have made
 

follow-up studies of students in education and training programs; indeed, 
that
 

would be required in any serious exercise of project evaluation. But most follow­

up studies are too elaborate, complicated, and expensive to be undertaken by
 

The primary
already overworked headmasters or directurs ur training prugrams. 


considerations for a generalized tracer system would be simplicity of administra­

tion, ease of collecting information, and capability of analysis by relatively
 

unskilled persons without use of complicated data processing systems. The design
 

of such a program, however, would require a great deal of experimentation and
 

systematic research.
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There are other possible ways of establishing a generalized tracer system.
 

For example, in Kenya a proposal is under consideration to combine 
the tracer
 

Under this scheme,
idea with the annual labor force enumeration by employers. 


each school or university leaver would be assigned a serial number coded 
to
 

identify the school, courses of study, grades and years of attendance. 
The
 

nmber for his working life, and his employer
leaver would keep this serial 


on all returns made on the annual enumeration.
would be required to record it 


With this procedure the pre-empLoyment school record of each employee with 

Reports on post-school
secondary education and above could be traced easily. 


employment could be made to headmasters, careermasters, or university officials
 

for all leavers. As information of this kind is accumulated each year, there
 

would be a complete individual record of changes in occupation, pay, promotion,
 

In other words, a complete tracing of career pathways. The in­and transfer. 


formation collected could also be used by research organizations for making
 

cost-effectiveness studies, identifying major shifts in employment patterns,
 

estimating manpower supply and demand, and developing materials for guidance
 

purposes. This scheme, moreover, might eliminate the necessity of making
 

periodic manpower surveys by substituting a procedure which in effect would be
 

a continuous process of assessment of the market for middle- and high-level
 

There are, however, some
manpower in relationship to the educational system. 


drawbacks and knotty questions. The scheme is more appropriate for tracing the
 

history of employment than experience with unemployment. The assignment of serial
 

numbers and securing the compliance of empoyers in reporting serial numbers might
 

pose some problems, and the reporting itself could infringe upon individual civil
 

liberties. The analysis of the data might also create obstacles in newly develop­

ing countries, particularly if the system were extended beyond secondary and
 

higher education to all primary schools and other learning institutions. Never­

theless, the possibilities for building more effective linkages between school
 

and work are so great that they warrant serious consideration in most countries.
 

In conclusion, the most useful function of "tracer studies" is	analysis of
 

If used
relationships between learning institutions and the world of work. 


widely, they could chart trends and provide warning signals indicating areas of
 

imbalance between the learning and employment generation systems. They could
 

supply much of the information required to determine the benefits of education
 

and training programs. They have, of course, obvious limitations. In common
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with most other analytical tools, they are more easily applied to manpower in
 

the modern than in the intermediate and traditional sectors. They record past
 

actions and, by themselves, provide no forward estimates. Finally, the costs
 

could be high and the implementation cumbersome. Clearly, the design of a
 

nation-wide tracer system is a formidable task that would require extensive
 

experlmentation.
 


