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INFORMATION REQUIREMENTS FOR EDUCATIONAL PLANNING:
 

A REVIEW OF TEN CONCEPTIONS
 

Introduction
 

Planning begins with the analysis of information about some
 

reality. Too often, as we all 
know, that information is not readily
 

available, and we are tempted by books with titles such as that by
 

Stolper (Planning Without Facts, 1966). 
 But, alas, Stolper's thesis
 

is precisely that given a 
situation of ignorance one must set about
 

collecting facts in order to make reasonable statements about future
 

courses of action.
 

Which reality? What information? 
Even within the profession
 

there is considerable disagreement as to what information is required
 

for educational planning. 
The proposals reviewed inthis paper illustrate
 

different conceptions of information requirements. In some cases those
 

differences are technical and minor, but in others, they suggest sig­

nificant disagreement about the basis for and function of planning.
 

1.0 	Dimensions of Differences Between Conceptions
 

The major differences seem to be these. 
 First, a scheme for
 

collecting and analyzing information requires some definition of the
 

"reality" that is described. Proposals vary in the extent to which
 

there is even an implied model of reality used to guide the scheme,
 

let alone the extent to which the model is made explicit.
 

Second, the underlying models take different approaches in their
 

definition of the "subject" of the planning exercise, whose behavior
 

is to be modified or controlled by the plan. 
Some of the proposals
 

define the subject as a system (e.g., the formal school system) while
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others treat as the subject the various actors (e.g., units within
 

the Ministry, teachers, students). 
 Insome of the proposals the
 
behavior of the subject is defined as mechanistically determined;
 

that is,totally influenced by events or factors beyond the control
 
of the subject. The planner collects data in order to predict the
 
behavior of these systems or actors under different conditions. Other
 
proposals see the system or actors as goal-seeking, as choosing among
 
various alternatives according to their objectives. 
The proposals
 

taken together suggest three things the planner can do. 
 He can
 
attempt to change the "subject's" behavior by modifying inputs (e.g.,
 
more or less teachers, buildings); or by changing the structure of
 
the systems (e.g., adding a 
new program). 
 Or he can merely predict
 

the subject's behavior given other events.'
 

The different conceptions of planning are associated with dif­
ferent goals for the plnning exercise. Some of the proposed schemes
 
seem appropriate for systems seeking to maintain the present state of affairs.
 
while others are more appropriate for planners who seek change. 
 Some
 
of the proposals deal only with macro-system variables, while others
 
require more micro-system information. 
Some of the proposals are con­
cerned only with quantitative changes in the system (i.e., 
more or less
 
buildings or students) while others are specifically interested in
 

changes in quality of the instructional process.
 

1For further elaboration of these issues, see Churchman (1971) 
or

Mitroff and Pondy (1974).
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1.1 Diffe)rence in Emphasis on Phase of Planning
 

Information requirements also differ according to the emphasis
 
given to the phases in the process of planning. For the purposes
 
of this review, planning is defined as a 
problem-solving process that
 
begins normally with the detection of problems requiring action, passes
 
on to the diagnosis of those problems, requires prescription of
 
solutions to the problems, and finally specifies procedures for
 
implementation of those solutions. 
 Our language forces 
us to lay
 
out this process in a linear fashion; it is,of course, more com­
plicated than that, usually involving several iterations and feedback
 

and feed-forward cycles.
 

There has been considerable discussion of the relative importance
 
to be given to each of these phases (or some other specification of
 
the process). 
 Some2 have insisted that planning should be limited
 
to the technical analysis of problems of systems, namely diagnosis and
 
prescription, while others3 have included attention to detection (or

definition) of problems and to the actual 
implementation of plans. 
 These
 
differences in emphasis emerge clearly in the proposals for information
 
collection and analysis reviewed in this paper. 
A concluding section
 
offers some explanation for those differences, and a comment on what
 
ismissing in the schemes developed to date.
 

The responsibility for detection of problems requiring action is
 
almost always assigned to politicians rather than to planners, because
 

2For example Dror (1963) and Anderson and Bowman (1967).
 
3For example, Beeby (1969).
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it requires a specification of goals and objectives for the edu­

cational system and the larger systems of which it is
a part. But
 

planners as analysts frequently wield tools and instruments that
 
can assist in the process of goal identification and clarification,
 

in the establishment of priorities, and even in the development of
 
new objectives. 
 These tools and instruments can, as is shown inthe
 
various conceptions, generate information essential for the deter­

mination that a problem exists, that current goals and objectives
 

are not being met, or that they are begin met in
a manner that is
 

prejudicial to other goals and objectives or operating principles.
 

As we shall see, planners differ on whether it istheir 
responsibility
 

to accumulate and analyze data for problem detection.
 

Given a level of dissatisfaction that cries for action, a logical
 
next step is to diagnose the problem, that is,to conceptualize the
 

possible causes of the system's failure to reach objectives or to stay
 
within desirable limits of resource expenditure. Explanation of system
 
failure can be in terms of proximate or ultimate causes. 
 Included under
 
proximate causes would be endogenous system variables, such as 
level
 

of support, administrative competence, content of programs, teacher
 
qualifications. 
A planner interested in more ultimate causes would
 

seek information about why a 
program was inssuficiently funded, or
 
why more competent administrators had not been hired, or why program
 

content was not relevant. Explanations for these phenomena could lie
 

outside 
the system itself, in relationships of education with other
 

sectors of the society. Because definitions of the role of the plan­

ner have varied in the extent to which attention should be given to
 



- 5 ­

variables outside the educational system, itwill 
not be surprising
 

to find that conceptions of information requirements vary inattention
 

to exogenous factors.
 

Ability to define the causes of a problem does not automatically
 
generate solutions to it. The development of a response to a problematic
 

situation is a 
separate step from the diagnosis of the problem. Once
 

alternatives to the present state of affairs are conceived, three kinds
 

of infrmation are required for the prescription of a solution. The
 
planner needs to know whether resources are available to carry out a
 

given alternative. 
He neds to know whether an alternative is politically
 

and culturally feasible. 
And he needs some information as to whether
 

an alternative will in fact produce the desired results. 
 If the diagnosis
 

stage may be likened to a process of building a model of reality, then
 

the prescription stage is similar to the process of "solving" the
 

model.
 

Once a solution has been chosen, or a 
model developed and solved,
 

the task is one of implementation of the specified actions. 
The ten
 
proposals generally include 
 for implementation the same categories
 

as for the previous stages (e.g., resource bases, program structure,
 

procedures), but with much finer grain. 
Time is a critical variable
 

in implementation, not found in specifications of information needs
 

for other steps in planning. Information issometimes stated to be
 

needed on rate of resource expenditure, progress toward targets and
 

changes in organization structure and environmental context. This
 

kind of information allows continuous adjustments as the system moves
 

toward its goal
 

1.2 Differences as a Function of Research Paradigm
 

Differences in conceptions ofinformation requirements also
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depend on notions of what methods of data collection and analysis
 

are most appropriate. Planning, especially as done by persons trained
 
in the social sciences, tends to have followed a 
"dominant paradigm"
 
that pays more attention to the "neatness" of a proposed method or solution
 
than to actually effecting change inan organization. Patton (1975) con­
trasts the dominant with an "alternative" social science paradigm on
 

the following dimensions.
 

Dominant Paradigm 
 Alternative Paradigm
 

quantitative 
 qualitative

concerned about reliability concerned about validity

objective 
 subjective
distant from data 
 close to data

focused on impact of components holistic analysis
concerned about outcomes 
 concerned about process
for scientists 
 for practitioners

large samples 
 case studies
 
interested ingeneralizations interested inuniqueness
 

A concern for 4mplementation could be reflected ina 
scheme for meeting
 
information requirements closer to the alternative paradigm than the
 
dominant paradigm. 
Data could well be qualitative, e.g., reflect
 
opinions and attitudes of key actors rather than carefully measured
 
positions. Validity, or relevance, would be more imporant than the
 
reliability of measurements, given that inmost cases the problem would
 
be to change the nature of reality, rather than count on 
its per­
petuation. 
There would be more tolerance for "subjective" judgments,
 
inwhich consensus would not be the basis for decidi ,gwhich information
 
should be included. 
This kind of information would necessarily require
 
being close-up to the situation, handling a 
complex set of variables at
 
once ina synthetic (or holistic) manner. Information dealing with the
 
process of change inthe organization would be more valuable than information on
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specific outcomes, especially as implementation is seen as a continuous,
 

iterative process. The information provided would be more useful to a
 

person interested in acting on the system than one interested in studying
 

it. This type of informatio, usually requires case studies of specific
 

organizations and their problems, rather than comparative studies
 

across organizations, and fits with an interest in ginning-up
 

problem-specific solutions rather than generalizations across organi­

zations.
 

These characterizations have been drawn to the extreme for the
 

purpose of highlighting differences in the conceptions of information
 

requirements that will be reviewed. 
 Good planners, like good social
 

scientists, have always used combinations of approaches according to
 

the problem under consideration. But it is possible to see differences
 

in emphasis among the approaches taken to educational planning, and to
 

explain their differences in terms that are meaningful for the develop­

ment of the art.
 

2.0 Conceptions of Information Requirements
 

This paper reviews ten different conceptions of information
 

requirements developed since 1964. 
No doubt there are other proposals
 

that could be added to thV set,4 but it is felt that these ten represent
 

A review of 10,000 items on educational planning done by Webster
 
(1969) turned up 20 references to data needs and information require­
ments. Apparently the first proposal to be published was by UNESCO
 
(1961), followed by de Escondrillas (1963). Also not included here is

Khare (1963) sin',ar to UNESCO (1964); Chesswas' first scheme (1967);

and the recomm-idations contained in Correa (1969). 
 Proposals designed

for specific cou,,tries are not -ncluded, although they may have signi­
ficant merit. Two examples ar( Durstine's (1974) proposal for Brazil
 
and Fuller's (1971) study in Bangkok. 
If there have been proposals

published since 1969 other than those mentioned here they have escaped
 
my attention and should be reviewed.
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the major approaches used in educational planning as promoted in Europe
 
and the United States. 
 The ten proposals are reviewed in chronological
 

order, using the questions and categories presented in Section 1
 

of this paper. In the conclusion, I present a brief critique of these
 
conceptions, in 
terms of their utility for planners in developing
 

countries.
 

2.1 Brolin 1964
 

Table 1 presents a list of data requirements for educational plan­
ning developed by K.G. Brolin in 1964, in
one of the earliest publications
 

of UNESCO on techniques of educational planning. In presenting his
 

proposal Brolin apologized for its limitations explaining that:
 

no single standard scheme can be prepared for the
choice and treatment of statistical data that would
be suitable for all 
types and purposes of educational
 
planning... (p.224)
 

because planning can be specialized or comprehensive, local 
or nation­

wide, short or long-term. 
His list is,therefore, extensive and not
 

all the data should be considered as obligatory, even if itwere all
 

available. 
He concludes that what information is required will be a
 
matter of judgment in each case, as the planner examines the specific
 

requirements of the situation. 
 Brolin includes the following in his
 

minimal list of requirements:
 

51t should be noted that all ten conceptions of requirements were
devised for use in devel-pTng countries. A search of the ERIC System
using "educational planning" and "data needs" as key words turned up
21 entries referring to the United States. 
Cornish (1975), Higgins
and Conrad (1973) and Andrew and Moir (1970) are authors of three
schemes included in that set of entries. Neither three seems parti­cularly relevant for planning education in developing counries'as
the focus is
on planning at the level of the school district, and

the projection of needs for new facilities.
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1. total population by sex and age;
 

2. some data, or estimates on natality and mortality;
 

3. schools, by level and type of education;
 

4. teachers, by level and type of education, and by sex;
 

5. pupils enrolled, by level and type of education, and by sex and
 

grade;
 

6. graduates, by level and type of education and by sex;
 

7. school buildings, by level and type of education and by size
 

and type of construction; and
 

8. public expenditures on education, by level and type.
 

He distinguishes between educational statistics and others, suggesting
 

that it is possible to plan for the educational system without taking
 

other sectors into account. His longer list of data suggests, however,
 

at least a concern for seeing the possible relationships between
 

graduates, and labor force projections for the future (although it will
 

be noted that the data base he proposes is not sufficient for a manpower
 

analysis).
 

Brolin's presentation did not include discussion of the purposes
 

of education, its internal objectives, or fit with objectives of the
 

larger society. UNESCO thinking in the early 1960's dealt principally
 

with the need to expand educational systems to meet social demand, and
 

secondarily with the economic benefits of expanded education (anti­

cipating the argument of Harbison and Myers to be ,ublished also in
 

1964). "Social demand" was treated as an undefined aggregate measured
 

through demographic statistics. This essentially abstract concept
 

appears to have been derived from developed-country notions of the
 

benefits of universal education, and the importance of providing
 

educational opportunities to all.
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The implicit model is,then, one of a 
system that provides students
 
with "education" using as inputs teachers and buildings. 
The focus
 
ison the capacity of the system to handle students; their numbers
 
are a functiorn of population characteristics, public expenditures and
 
flow rates. The planner's role Is to predict how the system should
 
behave given projections of future states of the controlling variables.
 
Planning helps anticipate the accommodations the system will have to
 
make to hanidle different numbers of students.
 

Brolin's data set could be used for detection of need for action
 
only if
one made explicit certain criteria or objectives, for example,
 
that n% of the age group should be enrolled in primary school, 
or that
 
enrollments inthe secondary level should be a given fraction of enroll­
ments in primary, or that graduates of a certain level should be n% of
 
those enrolled. 
Itmight also be used to indicate the crude fit existing
 
between projections of the labor force and graduates of third-level
 
programs (although this tells nothing of present shortfalls or over­

supplies).
 

Other than physical and human resources and recurrent expenditures
 
the proposal provides nothing to permit a 
diagnosis of problems of
 
the system. The information that would be collected allows only an
 
analysis at the level 
of saying "ifnot enough students are enrolled
 
in primary school, more teachers will have to be trained and schools
 
built." No information is provided as to why this has not happened,
 
that is,it assumes that the principal task of the planner is 
to
 
provideinformation as 
to the deficiencies (or strengths) of the system
 

as currently structured.
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The nature of the underlying model shows clearly inthe infor­

mation itprovides for prescription of solutions. Expansion isthe
 

single alternative; how much to expand isa 
function of gross national
 

product (as a proxy for availability of physical capital for education).
 

There isno analysis of constraints to expansion (e.g., limitations on
 

the 	numbers of teachers that could be produced insome future time).
 
Information about results of expansion of the system are limited to the
 

numbers of graduates of various kinds that might be generated. No in­
formation is suggested that would be helpful inplanning the implementation
 

of proposals.
 

2.2 	Davis 1966
 

The information base sketched out inTable 2 istaken from one of
 

the 	earliest publications laying out systematic models for educational
 

planning. 
The table does not do justice to the requirements for infor­
mation that are specified in Davis' book; he includes and reviews a
wide
 

variety of variables and measures of importance and potential 
use to the
 

planner. But the wealth of material was so much and the number of
 

models reviewed so great, that itwas not possible (nor perhaps desirable)
 

to present a single list of important data.
 

Davis differs from Brolin interms of being explicit about the
 

models used to represent the reality of the educational system. There
 

is,he argues "as yet no general model or set of models which describes,
 

explains, or predicts how a 
society develops its human resources by
 

educating and training its members." 
 But, he goes on, the planner
 

makes his contribution principally by the development and application
 

of models.
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There must be models, or at the very least schemata,
for assessing and lorecasting resources to meet the
requirements. 
There must be schemata and routines
for allocation of resources to education and training,
rather than to other socially beneficial or productive
uses. 
 There must be models for allocation to some
levels and kinds of programs within education, rather

than to others... (p.ii)


Almost all the models described represent the educational system 

rather than the actors within it 
 as the subject, although recognition
 
isgiven to the existence of sub-systems within the educational complex
 
and the need to collect data at the least aggregated level possible. 
The
 
models describe 
systems that are mechanistically determined; the plan­
ner's task isto forecast future states and resources to allow for a
 
choice among alternatives to be applied.
 

Fundamental objectives for the system are not the subject of
 
the planner's inquiry nor are assumptions about the role of education
 
part of the discourse. The information system he proposes is,therefore,
 
intended to aid inthe steps of diagnosis and prescription. The planner
 
begins his work once the politician has left off, taking the goals set
 
by the politician and determining what ispossible, what "makes sense."
 
Davis notes, "The controlling decisions are often politically and socially
 
inspired, and not necessarily rational; and the most objective arguments
 
can be swept away by the unbearable pressures that politicians face."
 

(p.24)
 

Similarly, problems of implementation generally are excluded from
 
the list of assignments given the planner. 
Ifthe model iswell done,
 
ittakes into consideration many of the constraints to implementation
 
(e.g., by recognizing differences between regions, problem of school
 
calendars, variations incosts and quality). 
 But the actual organi­
zation of a Ministry to carry out a 
plan once generated by the models
 
apparently isnot included within the process of planning itself, nor
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does the Davis proposal provide much information or analysis useful
 

in planning implementation.
 

2.3 OECD, 1967
 

The set of criteria that Davis proposed to use for fixing plan
 

objectives would emerge from a careful analysis of national needs (or
 

the "irrational" decisions of politicians). Other planners in the 1960's,
 

however, were recommending use of international standards of comparison
 

to set educational targets.
 

They (international comparisons) provide a basis
 
for setting targets... data from other countries
 
can supplement national data in the estimation
 
of forecasting parameters and coefficients...
 
(OECD, p. 14)
 

The rationale for use of international comparisons was straight­

forward. Development was conceived as a universal and deterministic
 

process. The less-developed countries would have to pass through
 

essentially the same stages of growth and change to reach the levels
 

of living enjoyed by the developed countries. An examination of the
 

characteristics of education in the developed countries would serve,
 

therefore, as a means of discovering what the less developed countries
 

would have to achieve.
 

(This handbook) therefore attempts to provide a
 
basis for a set of indicators of educational ef­
fort which will help individual countries to
 
evaluate the magnitude and orientation of their
 
educational achievements in relation to those of
 
other countries at various stages of economic
 
development. (p.14)
 

As it turned out, the educational systems in the less developed
 

countries with which planners had experience were remarkably similar
 

to those in the developed countries in structure, although not in
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quality and efficiency.6 
The problem for the planner was, therefore,
 

one of determining the set of investments and procedures necessary to
 

raise the quality and output of the educational systems of the less
 

developed countries. As the OECD Ilanning Handbook stated it,the
 

principal questions were: 
 How should the size and structure of the
 

system develop during the next few decades? and, How many students
 

should be enrolled in each of the branches of the system?
 

The answers to those questions were derived from conceptual and
 

mathematical models of the relationship of the educational system to
 

other sectors of the society. In the OECD conception (Table 3), these
 

models were operated by manpower planners or others; the task of the
 

educational planner was to determine how to expand the system's outputs,
 

given information about demands on 
it and its internal operational charac­

teristics. Flow of students into and through the system was the critical
 

problem of analysis. 
 The OECD scheme was one of the first to introduce
 

social class as an important variable in accounting for differences in
 

students' movement through the system, implying that the underlying
 

model included some linkage between variables in the economic system
 

and those in education.
 

In 
sum, this proposal tended to finesse the questions of infor­

mation for determination of objectives, and to define problems and the
 

need to act by comparison of the system's inputs and outputs with
 

61n the 1960's only a few planners thought much about the reasons for
 
and desirability of those similarities. It isnow fashionable to
 
accuse the ex-colonies of slavishly imitating industrial nations,

ignoring the planners' role in that reproduction. (Williams, 1975)
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more 	developed countries. 
The use of the model would tend to generate
 

single solutions, or solutions all of the same class. 
 No information
 

was collected for use in planning the implementation of changes in the
 

system.
 

2.4 	Chesswas, 1969
 

An essentially similar conception is that presented by Chesswas
 
in 1969 (see Table 4). The basic statistical data said to be necessary
 
for educational planning deal with inputs to the system, and outputs
 

in terms of system-defined categories (e.g., graduates by type of pro­
gram); no information is called for that would allow the educational
 

planner to identify objectives of the national system, and relate
 

education's product to those objectives. 
Nor does the scheme call for
 
information useful in the redesign of the system nor the implementation
 

of plans once drawn.
 

But although Chesswas did not include the kind of information
 

in his proposal, he did argue that planners need to know about more
 
than 	just the internal operations of the system. "Educational plan­

ning 	is 
not simply, nor necessarily predominantly, a quantitative
 

matter. It is an inextricable mixture of qualitative and quantitative
 

consideraticns..." (p.14) 
 He went on to suggest the following as
 
features of a country or its educational system that are important
 

for planning:
 

1. 	political-administrative structure of the country;
 

2. 	ethnic and/or linguistic distribution of populations;
 

3. 	religious distribution of populations and the influence of
 

activities of religious organizations in educational affairs;
 

4. 	socio-economic distribution of populations;
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5. division of schools between public and private support,
 

and further sub-division of private schools into those
 

receiving government aid, and those non-aided;
 

6. proportion of mixed schools and separate boys' and girls'
 

schools;
 

7. existence of multi-shift and/or multi-session schools;
 
8. day and boarding education and transport of students; and
 

9. the nature and content of non-formal education and the dis­

tribution of responsibilities for specific courses between
 

formal and non-formal education.
 
Chesswas also noted the importance of the planner having contact with
 
the operating divisions within the Ministry of Education, the national
 

planning agency, other ministries connected to education, universities,
 
local educational authorities, and private school authorities. 
 In the
 
stage of formulating proposals for policy (defined in this paper as the
 
diagnosis and prescription phases) the planner has to take into account
 
national objectives, educational content to reach those objectives,
 

methods to help students learn those contents, structure of system and
 
numbers of students. This conception clearly is different from that of
 

Brolin, Davis or the OECD.
 

But it is not clear how these factors are to be related, nor how
 
to take into account the other factors numbered above. Itwas well
 
and good for Chesswas to sl:ate that planning has qualitative as well
 
as quantitative dimensions, but in fact he dealt in
a systematic fashion
 
only with quantitative information. Furthermore, although his apparent
 
model sounds teleological, in the end he treats the system as mecahnistically
 
determined, controlled from the outside by the manipulation of inputs.
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Chesswas defines oducational planning as the process of calculating:
 

what it all means in terms of human, physical,

and financial resources which must be employed

in the context of wider national development,
 
so as to ensure that the proposals are feasible
 
and appropriately linked to the over-all develop­
ment plan... (p.12)
 

The only means he provides for performing this calculus involves the
 

use of the data included in his formal scheme, which can be analyzed
 

using the various models that have been developed for studies of flows,
 

costs, staffing requirements.
 

2.5 World 9ank, 1969
 

A quite different list of information is that described in
 

Table 5, on Information Requirements for Education Project Appraisal.
 

The proposal describes the information required for evaluation of pro­

jects, rather than plans for the entire educational system. As a
 

consequence it ismore detailed, and narrow in scope, than the previous
 

lists providing information for national planning exercises. 
 It is
 

explicit that the information is sought by an organization external to
 

the government and the Ministry of Education.
 

At the same time, this proposal suggests information useful for
 

the educational planning process that is not included in the proposals
 

reviewed above. 
 The World Bank asks two major questions:
 

1. Is the project urgently needed?
 

2. Is the project soundly conceived?
 

These can be taken as Detection and Implementation questions. The first
 

question is answered by comparing the production of the education and
 

training system with the manpower requirements of the country. Unemploy­

ment, wage rates, importation of expatriate manpower, and evidence of
 

shortages by economic sector and occupation are among the variables used
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to evaluate the demand for education. The current system is then
 

evaluated in terms of its ability to satisfy that demand. 
In addition
 

to the information described in the previous proposal, useful in
 

solving models of system operation to detect shortfalls, this scheme
 

includes a number of other variables dealing with the system's capacity
 

to respond to external demands. 
These include much more detailed in­

formation on the types of educational institutions in the country,
 

their administrative structure, characteristics and supplies of teachers,
 

and agencies outside the Ministry that provide education and training,
 

use of educational research, school facilities, and finance.
 

The state-of-the-art in 1969 did not include these kinds of
 

variables in formal models of the system and to major extent, therefore,
 

the information provided is used in a theoretical, ad hoc fashion.
 

But the model is clear.. By altering inputs to elements (sub-systems),
 

the planner can 
alter the structure of the system and consequently its
 

outputs. 
There is an implication (e.g. in "utilization of research
 

results") that the system is (at least partially) self-conscious, there­

fore goal-seeking and capable of altering its own structure. 
But the
 

proposal is silent on the kind of data that should be used to assess
 

the latter.
 

Planning is intended to change both quality and quantity of outputs,
 

of both macro (e.g. system structure, overall production) and micro
 

(e.g. program content) levels. But, probably because this is
a project
 

appraisal scheme, information about the normal change process is not
 

recommended.
 

This conception of information requirements does differ, however,
 

from those reviewed earlier in terms of attention to problems of
 

implementation. Such an emphasis is consistent with the Bank's
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preoccupation for seeing that its loans are well-spent, that the
 

money promised is actually used, and that it is used for the purpose
 

intended. Problems of implementation are all defined as occurring
 

within the system. These problems can originate in physical facilities,
 

administration, and scheduling. The list does not call for data on
 

exogenous influences on the implementation of a project. There is no
 

analysis of the political context in which the project was conceived,
 

or inwhich it will be implemented. Like the previous proposal (with
 

the 	exception of that by Davis ) "development" istreated as a unitary
 

national phenomenon -- all the possible system outcomes are evaluated
 

at the national level; there is no attention to problems of distribution
 

of outcomes among different groups or regions.
 

2.6 	 Davis, 1972
 

One proposal that deals explicitly with the question of disaggregation
 

of the planning task (and consequent information requirements) is that
 

presented by Davis in 1972 (Table 6). This scheme was presented origi­

nally in a paper reviewing the organization, planning and management of
 

education in the developing countries. Davis began by reviewing the
 

history of educational planning. After commenting on the progressive
 

sophistication of the planning process, especially the adoption of
 

mathematical models, he observed that planning has had little if any
 

effect on major policy decisions for educational systems.
 

It is true, he argued, that statistics for planning have been
 

inadequate, that governments have not supported planning activities
 

as they should, that there have been too few trained planners in the
 

various countries. But the rajor difficulties in planning are other
 

than technical questions, he asserted.
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The major weakness of planning is in organization,

rather than technical, terms. Planning was con­
ceived in the wrong way, located in the wrong

place, structured in the wrong-way... the task
 
for the future is not so much improving the tech­
niques of planning, analysis, and management con­
trol as it is in insuring that planning and manage­
ment is not an isolated, centralized activity, but
 
one that goes throughout the organization. (p.16)
 

For planning to achieve its full potential, three things will have to
 

happen. First, but not most important, there will have to be improved
 

techniques. Second, educational organizations will have to carry out
 

different tasks than currently performed. This, in turn, will require
 

a change in the conceptualization of planning.
 

The changes in tasks to which Davis referred will come about when
 

countries move away from concern solely for providing access to edu­

cation, toward provision of education that makes a significant difference
 

in the lives of students and, through changes in them, the social and
 

economic operation of the country. Many developing countries, he pointed
 

out, have already approached universal enrollments in compulsory edu­

cation; now the problem is
one of giving students an education that will
 

have some relevance for themselves and their country.
 

Davis listed four ways inwhich this can happen. First, by providing
 

ntt just access to schools, but also increasing retention and promotion.
 

Second, by increasing, in a measurable way, the skills and knowledge
 

acquired through schooling. Third, by producing changes in attitudes
 

and values. These are more difficult to measure, he acknowledged. Finally,
 

by providing knowledge, skills, attitudes, appreciations and values that
 

are relevant to performance in a given society, polity and economy. He
 

argued that the best chance for realizing this is through increased
 

participation in decision-making within the educational system, so that
 

those most informed about a particular matter can apply their information
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in the shaping of relevant policy. This is what he had inmind when
 

he suggested that planning should guide the behavior of everyone in
 

the educational system, from students and parents to the Minister of
 

Eeducation.
 

The basic activities of planning remain the same.
 

The only difference proposed is for these activities
 
to go forward at all levels of the organization,
 
rather than being confined to a national, centralized
 
planning office. The activity begins with determining
 
goals and alternative means for reaching them, and
 
assessing goals and means for benefits and costs.
 
Costs determine resource requirements. Resources
 
are estimated and constraints are set and alter­
natives modified to fall within them. This yields
 
a feasible program for accomplishing the goals and
 
implementing the alternatives. Progress toward
 
implementation is assessed and program developments
 
are monitored in accord with the assessment.
 
(p.33)
 

With this conception models would remain as important as ever, but
 

they would be used at different levels in the system, with different
 

levels of aggregation of data. The models would be solved not just
 

from the perspective of the central planning office, but from that of each
 

of the various levels of the system.
 

The model is one of goal-directed actors seeking to maximize their
 

own utilities within the parameters of the educational system. The
 

subject in Davis' model is, therefore, not the educational system qua
 

system but rather the various actors (at different levels) who combine
 

to make up the system.
 

The goals of these actors must be bounded for the model to be solve­

able. Davis noted that for systems-wide participation in planning and
 

management to be successful, all members must,
 

...accept the basic approach of systems-wide plan­
ning and support this choice by assigning and
 
accepting authority, information and resources for
 
planning and management at all levels of the system.
 
(p.34)
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The central assumption that must be accepted is that all members
 

can benefit from agreeing to cooperate, that planning is not a zero­

sum game inwhich some will benefit from the losses of others. Par­

ticipants must be convinced that the collaboration and cooperation in
 

improvement of the present system represents the best chance for the
 

future. This requires that "Educatioral organization, however large
 

and complex... be structured so that planning and management is rational
 

for all members." By "rational" Davis meant that each member (or actor)
 

will see the system as organized to satisfy his needs. 
This will require
 

information about the goals, attitudes, values, style of each member.
 

The Davis proposal requires employment of five categories of infor­

mation. These are target and flow information, program response infor­

mation, program response requirements and costs, ievenue and financial
 

source information, and basic student/parent/teacher information. The
 

The first four categories of information can be described at four levels
 

of analysis: national, regional, district/local, and institutional.
 

In general, data for the next highest level 
are aggregated up from a
 

given level. 
 For example, family preferences for an institution are
 

aggregated at the district level 
in community policies. These,-in turn,
 

can be expressed at the regional and national levels. 
The categories
 

are, as Davis noted, essentially conventional, but it is not clear how
 

one aggregates goals or attitudes when they are contradictory. Pre­

sumably one would use a "majority rule" principle.
 

The use of information from students and their parents as the source
 

of program targets is unique in proposals for planning national edu­

cational systems. 
 One could compare demands on the educational system
 

accumul&ted across students and their parents with the demands on the
 

system using a more conventional manpower analysis (data for which would
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come from Target and Flow sources). But the"core activity of edu­

cation is individual learning," Davis insisted, so that the problem of
 

planning isto determine what can be done at the national level that
 

will best meet goals accumulated across individuals, rather than to
 

impose on individuals targets based on system needs.
 

The difficulty isthat we do not yet have the planning models to
 

accomplish this. 
 Davis suggested that models for evaluating the teaching/
 

learning process are well-developed and yield reasonably good data, good
 

enough for the kinds of decisions that have to be made for the system.
 

Similarly, considerable progress has been made inthe development of
 

models for planning at the national system level. The problem is in
 

structuring and feeding national system models using information from
 

research on teaching and learning. The way to overcome this problem,
 

Davis noted, isby not seeking to develop highly precise models for
 

policy formulation, but rather to rely on "simple decision models," with
 

less attention to the technical excellence of the model and more to
 

the involvement of all levels inthe decision-making process.
 

Mitroff and Pondy (1974) have described a Delphi process inwhich
 
"experts" with various perspectives on the problem share their information,
 

and their perspectives, to reach a problem definition and solution. 
This
 

may be one way to implement participatory planning. But as Davis noted,
 

there will be resistance to the notion of allowing everyone to participate
 

inthe process of decision-making. Ingeneral, Delphi techniques work
 

best when there already isagreement on fundamental assumptions, which
 

inturn suggests that participatory planning will be limited to those
 

issues about which there is little disagreement.
 

The information required for the Davis" proposal differs incontent
 

from the schemes presented earlier inseveral other important ways.
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First, in the Target and Flow category, this proposal 
recommends
 

taking into account non-economic, or social/cultural policies important
 

for determining what education should be producing. 
As mentioned
 

earlier, specific attention is given to the regional distribution of
 

economic incentives, in the form of employment policies, support
 

services, and scholarships. 
The Program Response section calls for
 

much more detailed information than do other schemes. 
 In addition to
 

academic achievement information, this proposal requires measures of
 

student gains in attitudes, values, non-curricular knowledge, and
 

other non-conventional measures of the outputs of schooling.
 

The level of detail for Program/Resources requirements also is
 

much higher, with specific attention to the structure and process of
 

the teaching/learning process. 
This description is required not only
 

for schools but also for education and training programs that take
 

place out of school, including factories, cultural activities and mass
 

media. 
Davis' list of desirable information on financing is the most
 

complete of any set. The. student/parent/teacher information base is
 

a unique collection of data for use by planners.7
 

Finally, despite Davis' equation of planning with management and
 

his concern for spreading that activity through the organization, the
 

proposal does not call for information needed to link diagnosis and
 

71t should be noted that this is the only instance inany of the proposals
inwhich participants in the system have any chance to determine what
is "information." 
 In all other cases, in this Davis conception as in
others, the definitions of what is "informing" isprovided by the con­ceiver. Churchman (1971) 
has noted that inquiring systems with this
characteristic are in fact making the subject slave to the fact. 
He
suggests alternative inquiring systems in which the subject (e.g.,
Ministry officials, teachers, parents and students) participate in
determining what will be considered fact or information.
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prescription with implementation. The accompanying text discusses the
 

need to look at organizational structure and competence, and to link
 

that with the political and cultural environment, but these require­

ments are not translated into information needs.
 

2.7 USAID, 1974
 

The model described by AICTO Circular A-703 (see Table 7) is
 

reasonably explicit, more so than the previous proposals, interms
 

of the criteria to be applied inevaluating the educational system,
 

and inspecification of causes of system failure to meet objectives.
 

Ifthe other proposals could be characterized as listing data that once
 

collected could be fed into a waiting off-line model, this scheme is
 

itself an operational model that tells what data to collect and how
 

to process them to make decisions about action on the system.
 

Inthis case, the system isseen as determined, principally by
 

the number and quality of teachers, administrators and instructional
 

materials. Decisions on those variables can be influenced directly by
 

external decision-makers. Performance of the system isto be evaluated
 

inthree ways: the fit between the outputs of the system and the needs/
 

requirements of other sectors (relevance), equity, and the efficiency
 

of operation of the system. By altering inputs the planner can bring the
 

system into line with the external demands made upon it. These alterations
 

involve principallly changes inthe number of kinds of outputs to be pro­

duced by the system.
 

The conception ismost clear with respect to the steps of Detection
 

and Diagnosis. It isvague with respect to Prescription, and Ignores
 

problems of Implementation. Much more than the other proposals, this
 

USAID scheme lays out the criteria to be used inassessing whether
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action is required in the educational system. Data on objectives are
 

to be gathered from public statements of officials (both within Ministry
 

and other sectors), and an evaluation of "real" goals is to be made from
 

observation of effort. Performance of the system isdefined along
 

dimensions that allow for an evaluation in terms of criteria of equity
 

(most important) and efficiency. Client populations are specifically
 

defined as groups, by income level, geographic location, and sex. (But
 

these are passive groups whose interests are defined for, not by, them.)
 

The equity of the system isevaluated not only in terms of distribution
 

of educational inputs, but also in terms of educational outputs (learning)
 

and outcomes (employment).
 

The proposal also provides a means for a detailed diagnosis of the
 

problems of the system. Again, assessments are made in 
terms of explicit
 

criteria: 
 production and utilization of educational outputs. It should
 

be noted that the information required does not involve an up-close
 

examination of the operation of the educational system (as found in
 

Davis' two proposals), but instead can be obtained through educational
 

statistics. As a consequence, not included among possible causes of
 

system failure would be administrative competency; organizational
 

pattern; student learning patterns; or interactions of the educational
 

system with other social structures. Prescriptions of solutions, there­

fore, have to be stated principally in terms of amount of effort and
 

expected outcomes. In other words, educational programs (and teachers
 

and students) are treated as black boxes.
 

The lack of attention to problems of implementation is consistent
 

with the kind of Detection information gathered. This scheme is useful
 

for telling an outsider whether an educational system is operating well
 

(given certain criteria such as those listed in D.4.e ),and what parts
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are working well, but it is.not particularly useful for deciding where
 
and how to intervene in the system (other than putting more or less
 

effort into this or that program).
 

2.8 USAID, 1976
 

The Agency's next venture in the field of definition of infor­
mation requirements came with the publication of the "Nine Questions"
 
to be used in the development and evaluation of education proposals.
 

The Questions were as follows:
 

1. Analysis and characterization of the target population.
 

2. Articulation of target population linkages to the development
 

process.
 

3. Basic learning needs of the target population.
 

4. Descriptive profile of learning systems.
 

5. Analysis and characterization of education and human resources
 

development problems.
 

6. Specification of critical constraints, actionable alternatives,
 

and priorities.
 

7. Review of country goals, plans, and programs.
 

8. Other donor activities.
 

9. AID strategy for effective intervention (AIDTO Circular A-90,
 

February 18, 1976).
 

With this approach AID sought to specify the information necessary to
 

design education programs that would meet the needs of the "poor
 
majority" in a country. Table 8 is
one version of the indicators,
 

variables and procedures necessary to answer the Questions.
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Once again, the purpose isto provide information useful for
 
AID planners. For that reason, perhaps, the proposal calls for little
 
information about objectives of policy makers (see question 7), but
 
instead provides a 
detailed list of criteria (generated by USAID)
 
which could be used to evaluate the existing education and training
 
system (question 1). One can: arbitrarily assign desirable values
 
for each of the criteria listed; use existing country levels as a
 
base and call for marginal improvements; apply standards from wealthier
 
countries; and compare rich and poor groups within the country. 
The
 
proposal does not indicate the relative importance of the various
 

criteria.
 

Because this proposed scheme isso complex, itisrisky to
 
describe the conception of education and society on which it isbased.
 
The model seems to be something like this. Education isone of several
 
(others are health, housing) inputs that contribute to increase the
 
productivity of an individual and hence his share intotal economic
 

product of a 
country (which isat the same time increased as all indi­
viduals become more productive). But the poor majority's share is also
 
conditioned by social and economic structures that affect the capacity
 
of the individual (or the production unit to which he belongs) to control
 
the use of his share of the product and services provided by the State.
 
Education has no direct impact on these economic structures but itmay
 
increase an individual/group's political power through organization.
 
(How this occurs isunclear.) Individuals in society are (apparently)
 
assumed to pursue maximization of their share of goods and services and
 
therefore are responsive to educational and other programs designed to
 
increase their ability to share. 
The model only hints at exactly how
 
itis that education enables persons to increase productivity. The
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The planner can treat curriculum and teaching as black boxes that
 
vary inquantity and name. "Quality" of education or learning is
 
not a salient varlable inthe model, or rather the model isnot clear
 

on what is to be considered good quality.
 

The indicators of system response to need are taken from con­
ventional wisdom (of developed country planners) about critical variables
 
(such as GDP, or percentages of population enrolled), and from social
 
science research results on variables that define social stratification
 
levels (such as presence of sanitary facilities, crowding index) related
 
to school achievement. 
There issome attention to participation in
 
formal political structures, but no information on relationships between
 

powerful and powerless groups inthe society.
 

The proposal assumeslthat the way to meet the needs of the poor
 
majority is to provide them what they are lacking incomparison with
 
the population as a whole. 
Basic learning needs are defined (inquestion 3)
 
interms of the kinds of educational inputs that should provide the poor
 
with the levels of nutrition and health, and knowledge of family plan­
ning, that characterize the criterion group (e.g., the bourgeoisie, the
 
capitalist class). 
 The poor need to be provided, itisassumed, the
 
kinds and amounts of education and training that will enable them to
 
reach the levels and types of production and consumption of the criterion
 
group. 
They are said to need social development education, and training
 
Insocial competencies that will match them with that group in literacy,
 
educational attainment, language, political participation, and membership
 

insocial organizations.
 

Incontrast with previous schemes, this one calls for a 
detailed
 
description of the operation of the education and training system,
 
includying information flow and decision making, inaddition to more
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conventional questions on flow of students, supply of teachers, costs.
 

Question 4 also includes a review of constraints affecting system
 

performance. This kind of information permits a diagnosis of system
 

problems in terms other than lack of effort (or production and
 

utilization as in USAID 1974, Table 7). Included in the list of
 

constraints to be considered are the governmental and political process,
 

and social rigidities: these concepts are not elaborated.
 

The prescription of solutions to the problems of the system in
 

meeting the learning needs of the poor majority follows from a detailed
 

review of constraints. These constraints are listed inquestion 6
 

as internal and external in origin. Internal constraints include both
 

structure and organization of the education and training system, as
 

well as curriculum and resources. External constraints include, among
 

other things, the presence of social and political organizations and
 

ideologies that could impede the implementation of a program. Question 6
 

also includes a list of alternative programs for meeting the identified
 

gaps between learning needs and the product of the system.
 

Some aspects of this proposal should be attractive to developing
 

country planners conscious of the complex and competitive political
 

environment in which decisions are made. Of all the conceptions of
 

Information requirements reviewed, this use comes closest to making
 

explicit a model of planning and decision-making in which the "irrational
 

criteria" of politicians are taken seriously and entered into the calculus
 

of resource allocation. Enthusiasm for the scheme should be tempered,
 

however, by two considerations. Relatively less important, but serious,
 

is the amount of work that must be done in making explicit who are the
 

actors and what are their relationships. More important is the need to
 

recognize where this conception of planning sites the "planner" or
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person collecting and using the information. If the planner Is located
 

within the system, how does he go about choosing among alternative
 

definitions of the poor majority and their needs? 
It has not been un­

common for elite groups to define the needs of the poor majority in
 

terms (e.g., need for increased "culture") that do nothing to redress
 

conditions of serious economic and social injustice. Itshould be re­

membered that this proposal was prepared for decision-makers who sit
 

outside the system (i.e., 
outside the society for which decisions
 

will be made)and who seek to impose their values on 
that system. Apart
 

from the moral implications of that posture, one might recall the
 

earlier presentation of reasons offered by Davis (1972) for the many
 

failures of educational planning. We will return to that issue in the
 

concluding remarks of this paper.
 

2.9 World Bank, 1976
 

Table 9 lists another World Bank's conception of information require­

ments. 
The scheme was designed for the Bank's appraisal of education
 

projects under consideration for financing. Four major principles (listed
 

under G) are to be used in evaluating projects; these can also be taken
 

as criteria to be used in detecting whether there is need for action.
 

Inaddition to the four principles, the scheme provides a series of
 

indicators that can be used to assess the gap between current perfor­

mance of the system and that desired. This is a mixed bag of criteria
 

that could well provide contradictory recommendations for action. The
 

proposal makes sense, though, if one begins with a 
manpower analysis,
 

determines the need for trained and skilled workers at various levels,
 

and then compares demand with projected supply. The Bank uses a set
 

of computerized mathematical models to perform these calculations.
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Italso employs a model that determines whether proposed programs are
 

likely to result in increased equity (of educational inputs, through­

put, output).
 

Detailed information on the operation of the educational system
 

iscontained inother Bank information schemes (such as the Sector Study
 
proposal 
to be reviewed next), hence the Project Appraisal scheme does
 

not include all relevant information about system operation. Even so,
 
the list islong. 
 Its unique features include a detailed examination
 

of the authority structure of the Ministry of Education and other units
 
responsible for education and training. 
 Specific attention ispaid to
 
the linkages between the various organizations' i.e., to the functioning
 

of the education and training system inadministrative terms.
 

The proposal also calls for highly detailed information on the
 

present and projected infrastructure of the school system, that is,
 

teachers, facilities and materials, as-well as on present and projected
 

enrollments. Unlike any of the proposals reviewed to this point, this
 

one reviews developments within the system interms of indigenous
 

research and development activities, and calls for a 
summary of pro­

posed reforms.
 

As with the Project Appraisal scheme developed in1969 (Table 5),
 

this approach isheavy on 
information about problems of implementation.
 

While the previous scheme focused exclusively on physical plans, the
 

1976 version also examines problems of implementation of educational
 

"software", consistent with changes inBank policy with regards to loans.
 

Other differences between the 1976 and 1969 conceptions of information
 

requirements for Project Appraisal are as follows.
 

There isfine detail on coordination between the various edu­

cational agencies. Education isviewed, ifnot as an open system, at
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east as a highly complex organization involving more than the Ministry
 

f Education. 
Attention is given to problems of integration within the
 
Inistry as well. 
 There isa more detailed examination of the structure
 

F the Ministry of Education, with specific evaluation of managerial
 

)mpetence in the divisions. 
The planning unit is formally identified
 

;a central agency. 
Although this kind of information comes close to
 
scribing the transactional context of decision-making within the edu­

tion and training system, the underlying model 
assumes no competing
 

terests, only a common problem. Furthermore, the implicit assumption
 

that the Bank can identify the problem as well 
as can the Ministry
 

Education and other agencies.
 

In the more recent scheme, enrollments are categorized not only
 

age, sex and region, but also by race, religion, and socio-economic
 

itus, indicating an increased awareness of social divisions within
 

intries. 
 More attention is given now than previously to problems of
 
:ernal efficiency, and to immediate outputs of education. 
At the same
 

iethere is
more concern with matching the production of students with
 

loyment opportunities.
 

0 World Bank, 1977
 

The Bank ordinarily requires execution of a sector study prior to
 

development and appraisal of project proposals. 
The information 

jirements for education sectnr ritd iac a e4.f. LI_ IA 

set of requirements. In an accompanying memorandum the Bank does
 
stipulate that the sector study should be done by the country itself
 

(and not by expatriates) except under special circumstances. But the
 

proposal reflects the Bank's perspective on the nature of development
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and education's contribution to it. The aims and objectives listed
 

inpart A of the table flow directly from the Bank's objective of
 

improving education and training systems "to meet economic and other
 

development needs.1'8
 

Problems of the education and training system are diagnosed inthe
 

conventional manner, that is, interms of the fit between education's
 

outputs and outcomes, and the needs of other sectors of society. 
The
 
scheme calls for data on the correlation between the education program
 

and the manpower program, between education and social, environmental
 
and cultural demands. No indicators are specified for these variables.
 
Country planners carrying out the sector study can choose to develop
 

their own indicators, or can research what the Bank would prefer them
 

to use.
 

Prescription of solutions to problems is handled as 
in previous
 

schemes, by listing possible alternative programs that can then be
 
evaluated in terms of various outcome criteria. 
The Bank's criteria,
 

inaddition to availability of resources, administrative competence,
 

and plinned reform, include equitable distribution of education and
 
training services, with special regard to the needs of urban and rural
 

poor. The supporting text for the proposal (not included here) provides
 

additional information requirements inthe form of a series of evalua­

tive questions. For example:
 

1. How do available education plans and projected enrollments
 

and development of staff and physical facilities relate to
 

8This is surely an unexceptionable objective, but not the only one a
country could pursue. It is also reasonable that a lending agency should
impose some criteria to insure repayment of its loans. 
The point is that
how a country defines development would, in this instance, seem of lesser
importance tIan the country's ability to define educational objectives that
match those of the Bank.
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economic plans, population estimates and future needs?
 

2. Is the current and future supply and distribution of staff,
 

physical facilities and learning materials appropriate in
 

quality and sufficient inquantity?
 

3. Are teaching staff and school facilities being used for
 

any relevant non-educational activities?
 

4. Has the "open classroom" concept been discussed?
 

5. Is there local production of textbooks?
 

The subjective judgments required by some of these questions do not
 

seem to fit into a formal model of the educational system although
 

they clearly are motivated by a perception of what a good education
 

and training system looks like and does.
 

A unique feature of this scheme is the list of special studies
 

that can 
be done prior to the Identification of specific projects for
 
Bank financing. 
These studies run the gamut from detection to implemen­

tation issues. 
 The questions with respect to implementation (Section
 

D.2.f) deal with structure and process, but are without analysis of
 

obstacles or resistance to change. 
There is some attention to involve­

ment of people outside the Ministry of Education and other education
 

and training systems in decision-making, but the kinds of information
 

specified are limited.
 

3.0 Comparison of USAID and World Bank Conceptions
 

There are several important differences between the World Bank's
 

conception of information requirements and those of USAID. 
These stem
 

principally from the purpose for which information is collected. In
 

general, while USAID focuses more on the social significance of a
 

project (loan, proposed change) in terms of how itmeets the criteria
 

of USAID's Congressional mandate, the Bank's emphasis is
on cost
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effectiveness, on the value of investment. 
These are relative rather
 

than absolute differences, but they show up in various ways. 
While
 

USAID appears to be asking, "Are we giving money to a cause we believe
 

in?" the Bank's information requirements are consistent with the question,
 
"Will the loan be well-spent?" 
The Bank asks for more information dealing
 

with internal efficiency, while USAID ismore concerned with external
 

effectiveness (relevance). 
USAID gives more explicit attention to dis­
advantaged populations, while the Bank collects more information on
 

system operation. 
 In general USAID seeks disaggregated data that can
 

be used to show inequities in the distribution of educational services
 
and outputs, while the Bank's data tend to be collected at a national
 

level.
 

As a result, USAID's data set would be more useful for planners
 

interested in questioning some aspects of the structure of the education
 

and training system, while the Bank's data would be most useful for
 

persons looking for good investments (i.e., known risks), that in turn
 
are likely to be extensions of existing efforts. 
 USAID's interests seem
 
to be ahistorical; the proposed schemes ignore what efforts are currently
 

being made by the country, or what currents of reform are swirling
 

about.
 

USAID's recomendations for data to be collected for implementation
 

issues are contained inAIDTO Circular A-241 of April 23, 1975. 
That
 

document describes a "Social Soundness Analysis", which asks three major
 

questions of a project:
 

1. The compatibility of the project with the socio-cultural
 

environment in which it is to be introduced.
 

2. The likelihood that the new practices or institutions
 

introduced among the initial project target population will
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be diffused among other groups; and
 

3. The social impact or distribution of benefits and burdens
 

among different groups.
 

The assumption behind the first question appears to be that the prin­
cipal obstacles to change are found in the target population itself,
 
that is,in the rural poor or the poor majority. For that reason the
 
Analysis recommends that their values, beliefs, social structure, and
 
orgarhization be taken into account in planning a 
project. (The Circular
 
asks: "Who lives where? How are they organized? Allocation of time? 

Motivation?"). 

The assumption is,of course, questionable. A planner and USAID 
would be better advised to focus on the values, beliefs, etc., of the
 
ruling class, as it is their organization and motivation that has most
 
effect on the environment of the poor. 
One could argue that only with
 
changes in (or of) the ruling class will new practices be diffused and
 

social benefits more equitably distributed.
 

The World Bank has a different conceptior of obstacles to change.
 
The Bank's schemes ignore socio-political rea',ities in favor of detailed
 
study of the government bureaucracy. 
The Bank i;ts a long list of data
 
to be collected on the decision-making structure of the Ministry of
 
Education and other education and training agencies, the linkages
 

between them, their resource base, their administrative capacity, and
 
the administrative issues to be handled in specific projects. 
This
 
emphasis is especially important given the Bank's stricture that sector
 

studies should be done by national officials, while USAID merely calls
 
for Involvement of national officials where possible (and in fact often
 
relies on external consultants to actually gather the data).
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Both USAID and the World Bank assume a homogeneity of perspec­

tives about the basic functions of education and the goals of develop­

ment among government officials and among target populations. They
 

rely on straightforward (and simple) techniques for collecting data
 

on objectives (from official documents and statistics). The proposals
 

do not call for information that would diagnose problems of the
 

systems in terms of motives of powerful actors (persons or groups
 

or institutions) in conflict within the system. 
Diagnosis is in terms
 

of how existing programs fail to measure up to needs.
 

Information required for the prescription of alternatives comes
 
down to determining what the system can do more or less of, rather than
 

how program alternatives would fit-with the perspectives of one or more
 

powerful groups. 
 One might want to qualify that statement. The USAID
 

information scheme based on the "Nine Questions" does provide informa­

tion on constraints, defined as motives and abilities and competencies
 

of various groups and AID Circular A-703 does refer to non-educational
 

bottlenecks. 
The Bank, in turn, asks in its narrative accompanying
 

the Sector Study schema, whether there "Are difficult relationships
 

between politicians, planners, parents?" 
But apart from this the
 

schemes do not provide information that would allow choice among
 

alternative programs on the basis of non-tehnical criteria (such as
 

political acceptability). 
 In general, they conceive of the education
 

and training system as essentially closed (or with a relatively
 

impermeable boundary), 
not influenced by decisions and actions in
 

other sectors.
 

Both sets of proposals are short on providing information about
 

previous reform efforts and their outcomes, although the Bank does
 

generate data on current reform movements. Both sets of proposals
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provide data that could be used to evaluate proposed solutions to
 

existing patterns, where outputs are quantifiable and inputs well­

identified.
 

4.0 Summary
 

With the exception of that presented by Davis in 1972, each of
 

the ten information schemes reviewed begins with a 
single conceptual
 

model of the education and training system; and detects and diagnoses
 

problems on the basis of that conceptual model. There is no consi­

deration of possible alternative models. 
Davis (1972), on the other
 

hand, presents a 
framework for using information that would allow
 

multiple perspectives of the educational system, by administrators,
 

parents, students, and other groups. 
 His inquiring system, however,
 

assumes agreement about the basic nature and purpose of education; the
 

alternatives that might arise from the several perspectives are meant
 

to be complementary and would be solved with that basic consensus in
 

mind. Inother words, all of the conceptions of information require­

ments reviewed inthis paper assume a world without conflict, with
 

agreement on basic values for development and on education's function
 

in reaching those values.
 

Whose values? 
Since 1964 the direction of change in information
 

schemes has been toward clearer specification of the objectives of the
 

agency requesting the information. 
While early proposals implicitly
 

assumed that the objectives of education were known and shared by all,
 

the present schemes lay out explicitly the values to be used in
 

assessing educational systems and determining how they should be
 

changed. Within this clarification of objectives the trend has been
 

from assuming that education contributes to national development by increasing
 
productivity, to assuming that education is
one of several mechanisms for reducin!
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Inequities (inincome and access to other social services) between
 

different social groups.
 

In practical terms, this redefinition of the role of education
 

means that whereas information previously was required only on the
 
national level using a 
few variables, now it is required in disaggregated
 

form on a relatively long list of indicators. Planners in countries with
 
stable economies and educational systems, unconcerned about problems
 

of equity (either because there are few inequities, or there is low
 

social concern) would for most planning problems find the earlier
 

schemas fully adequate. In any case, however, planners may want to
 
question whether the available evidence supports either 
assumption, that
 

education increases productivity or can reduce inequity.
 

None of the proposals (for reasons that will be discussed at the
 
end of this paper) call for much of the kind of information that should
 
be collected in the detection phase of the planning process. 
 The more
 

complete lists are found in the AID Nine Questions Basic Schema (Table
 
8, question 2), 
or the World Bank's 1976 Project Appraisal Require­

ments (Table 9, section G). 
 Of the two, the USAID system provides
 

more explicit descriptions of indicators.
 

Any of the recent schemes provide detailed information useful
 

in diagnosing problems of the education and training system (within
 

the limitations described above with respect to political objectives).
 

The schemes developed by the World Bank, and by Davis (1972) are more
 

complete with respect to detailed descriptions of system operation,
 

while the AID schemes provide a useful listing of information about
 

constraints inthe present system.
 

Both the AID Nine Question Schema and the World Bank Sector Study
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Guidelines provide suggestions as to alternative actions that can
 

be taken, and provide suggestions as to the kind of information useful
 

in evaluating these alternatives. 
 As noted above, these alternatives
 

are all consistent with a given set of assumptions about the nature
 

and purpose of the education and training system. Finally, the World
 

Bank 	lists are the most complete in terms of suggesting informatior
 

useful in planning the implementation of educational projects. 
 Once
 
again, the information requirements are posited on an assumption that
 

the 	major (or only) obstacles to change are technical, rather than
 

political or ideological.
 

5.0 	Conclusion
 

It bears repeating that comments on the limitations of these
 

conceptions of information requirements are meant not to highlight
 

deficiencies, but rather to specify the ways inwhich these approaches
 

to the problem of planning can be used most effectively. At the moment
 

there is
no single scheme for data collection and analysis that is
 

appropriate for all four phases of the process of educational plan­

ning. Planners and administrators need first to identify what their
 

needs are, and then to select the scheme (or schemes) best suited
 

to their particular situation.
 

All of the ten proposals reviewed in this paper were devised
 

by experts from developed'countries. Although some of those experts
 

have had extensive experience in developing countries (and may even
 

understand problems of development in those countries better than
 

their own citizens) itseems fair to say that all the proposals re­

flect the view of a planner on the outside of the system looking in.
 

This is obvious in the case of the USAID and World Bank schemes 
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infact these are systems for planning the international donor's
 

actions, rather than for planning the actions of the system receiving
 

external assistance. But the proposals of Brolin, Chesswas, and Davis
 

also contain biases or perspectives that do not always match those
 

of planners working within their own country.
 

All the conceptions propose a consensus model of decision­

making for education. Even where the political dimension isacknow­

ledged, the underlying assumption seems to be that there isagreement
 

among all citizens, and certainly among the critical decision-makers
 

or groups inthe country, about the basic objectives for and charac­

teristics of the educational process. None of the proposals call for
 

information to be used by the planner about how the interests of
 

various groups inthe society will be affected by proposals for change,
 

the relative power of these groups, or the values they hold that could
 

be used to insure their support of various proposals.
 

The schemes would, therefore, be less useful incountries charac­

terized by pluralist (or class-based) politics, and more useful in
 

situations either where there isconsensus among all the important
 

power groups, or where the government isso powerful that no one can
 

oppose its decisions. Infew countries isthere such consensus or
 

such a lopsided balance of power that a government can afford to
 

assume that all important groups insociety will support its recom­

mendations for educational action. Planning that does not take into
 

account political conflict variables islikely to result inpaper plans
 

that are never implemented, or that are implemented only by the use
 

of repression and coercion. Planning that cannot take into account
 

the struggle between political actors islimited to consideration of
 

alternatives that require no (perceived) change infundamental
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dimensions of the system. 
Radical alternatives for change cannot be
 
considered without a 
political analysis: 
 the ten proposals reviewed
 
do not suggest the kind of information required for that analysis, and
 
how itcould be used by a planner.
 

The proposals also make assumptions about education and training that
 
may not be justified. 
All the shcemes (with the possible exception
 
of the AID Nine Questions approach) assume 
that educated and trained
 
people are fully utilized by society; that education and training change
 
peoples' knowledge, attitudes and values inknown and measurable ways;
 
that the inputs required to produce desired changes inknowledge,
 
attitudes and value exist and can be identified; and that the process
 
of model-solving isthe most effective method of planning to mobilize
 
and apply those inputs. 
 Each of those assumptions isquestionable in
 
the light of our experiences during the past 15 years.
 

How would the information requirements for a national planner
 
differ from those proposed inthese ten schemes? 
A more appropriate
 
question might be, what information, inaddition to that provided by
 
these schemes,would be helpful to a 
planner ina developing country?
 
That question can be answered by a
study of the role and position of
 
the national planner.9 
Because they are linked into a 
conflictual
 
political system, national (as opposed to expatriate) planners more
 
often seek data useful for planning inthe detection and implementation
 
phases. 
 They are more likely to use informatiin that allows them to
 

9See, inthis series, "Integrating Planning and Implementation: 
 A
Transactional Approach," and "The Evolution of Educational Planning
inEl Salvador: 
A Case Study" for theory and practice of national

planners.
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evaluate the complex forces and interests that wrestle within the
 
Ministry of Education and without. 
They are much more concerned with
 
problems of implementation that necessarily involve issues of power
 
and authority. 
They give more attention to "who wants what" and less
 
to abstractions such as 
the needs of "the system" or "the society".
 
They are more likely to seek information that they then use to justify
 
their position, rather than to define what it should be; to specify
 
boundaries for action rather than to give precise solutions; to use
 
data to mobilize rather than to program. 
There ismore tolerance of
 
imprecision, reliability isnot a
central issue, hunches are more
 
frequently taken seriously. 
Not only are requirements for precision
 
on a 
given variable lower, but there may be fewer variables. The general
 
attitude with respect to research isthat the planner isnot studying
 
a system, but rather helping to create one. 
Their approach iscloser
 
to Quinn's alternative paradigm than to the dominant paradigm of the
 
developed country social scientist.
 

This description isitself paradigmatic, a perspective on the
 
process of educational planning process. 
 Which paradigm works best
 
will depend no doubt on the particular situation inwhich one isworking.
 
Planning begins with the analysis of information about some reality.
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