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The years after the Second World War, more than any earlier period in
history, wilnessed momentous transformations in Third World countries.  With the
achievement of political independence from their colonial masters in the post-war
years, one 6f the major policy initiatives in these countries was the large scale
expansi_bn of educational provision at all levels under strong central state control.
This uﬁprecede_hl'ed expansionist education policy was spurred largely by the urgent
iés.ues_of: halional unity, economic growth, manpower needs, and the promotion of
greater equality of opportunity. Due lo high rate of population growth and growing
reswrce‘: cb.n's.lraints. this rapid proliferation of new schools did not provide
primary 'a._nd_' _sécb_ndary educalion opportunities for all children of school going age as
in the déVe!oped .coumries. It did, however, dramatically change the system from an
elite 1o a ina'ss base phenomenon and thus enhanced the access to educational
opportunity for large.s_ections of school going populalion, both boys and girls and made
remarkabté strides ai the terliary level. In spile of this, tertiary education remains
highly seleéli\)e and elitist. In terms of numbers in the Asia/Pacific region alone,
enroliments at all levels grew from 263 million in 1960 to 522 million in 1982 - a

. doubling in .22 years. Of this increase 61% was in primary educatlion, 35% at the
secondary level and 4% at the terliary level { Raja Roy Singh, 1986 : 49 ).

This great surge in educalional expansion brought about a number of highly
compiex and conlenlious issues in almost all these less developed market economies'.
The most prbrio’uhced ol them, since the 1960s, has been the chronic and alarming
problem of raﬁidfy' rising ‘educated’ unemployment, in particular among school
leavers and tedliary = institution graduates. The International Labour Organization's
(ILO) employment _ﬁ)issions to Kenya, Sri Lanka, Columbia and the Philippines in the
early 19705 and _the numerous subsequent regional and country studies of the ILO's
World Enipldymeﬁt Programme (WEP) have well documented and highlighted the
unémp'ldyrn.eh! scenério in_' many Third World countries of Africa, Asia and the
Pacific, Latin Ame_fica | and the Carribbean. Persistent and increasing high
unempidymenl fales w_il_h Ii_li!e signs of abaling is one of the main concerns of Third

World Govemmen.t's_.“ A large and growing section of the unemployed in these counlries



are poorly educated, lack appropriate skills and come from rural and urban poor

sections of the communities.

In order to contain, and nf possible reduce to acceptable ievel , th:s_"':_.'-_

persistently increasing high rate of youth unemployment, the rural-urban drift m.:

search of the elusive wage employment opportunities and eradicate the accompanymg'

economic ills and hostile counter-cultures, such as crime, drug addiction, and?._
vagrancy, nalional political decision-makers and planners of Third World counlrieé
have made various attempts to device and implement appropriate policies and
strategies towards accelerating the utilization of "surplus™ labour, one of them beihg"".'-f:é
the attempt to interface education and the world of work. The assumplions being that

an appropriate and workable education-oriented labour market will, hrstfy,.’"
ameliorale the growing problem of unemployment among the 'educated’ youth;
secondly, will justify the conlinuous and increasing heavy burden on pubhc.
expenditure on education lo the taxpayers and parents in these countries; and, Iaslly‘,_- ; {:.'
will abate the growing fear that if appropriate and workable solutions are nol found, :
there is going to be a growing disiliusionment with education’s utililty and social-
returns. This has been the case in a number of countries in the West, where public"
confidence in educalion appears to have declined considerably and consistently smce'
the 1970s ( Weiler, 1983 : 35 ).

~ The main focus of this paper is analytical. It sketches and genér'éli.ze's' within -

a broad framework the underlying reasons for the formulalion of policies and -

praclices lo alleviate the growing problem of the ‘educated’ unemployed through the
initiation of vocationally- oriented educational programmes wilh reference to o

selected Third World countries. The paper then outiines the main reasons why the

dimensions of the vocationally-orienled educationa! initiatives did not converge and .

reinforce wilh other related employment initiatives to achieve their intended goals. .

In particutar, the fit belween training and work remained elusive. The paper will =

discuss why many Third World countries have begun lo question if-the assumplions - . ;
that underlie it are a 'fallacy’, as Fosler (1965) has indicated in his seminal paper.

Finally, the paper altempts to sugges! alternative educational slrategies for these



“Third World countries. This strategy will outline how it may be possible not only to
interface education and work but bring aboul grealer efficiency and equity in this

relationship.

_ - As indicaled earlier, in all Third World countries, since the end of the Second

World War, educalion was viewed as vital for economic growth and the development of
educalion was accelerated at all levels. This gave rise to a revolulion of rising
aspirations and job expectations among students and their parents. In this revolution
of rising aspirations for jobs, the expectalions in Third World countries were far {oo
high and, therefore, nol consistent with the job opportunilies available in many of
these countries, _ _

_ One of the reasons for this was that in almost all Third World countries, the
modern educational systems are a replication of varied forms of Western models of
education (see Carnoy, 1974 and Altbach & Kelley, 1984). This is partfcular!y so at
the formal levels of school and tertiary education. The educational systems based on
Western models that operate in these counlries are eilher a legacy of their colonial
occupalion or adopied by them as a prerequisite 1o their stale-iniliated and
state-direcled process of modernizing themselves in order to "catch-up™ with
Western le\)_ets of development. These models are basically elitist, pyramidically
oriented 'wilh a highly centralized and slandardized curriculum and examination
syslem. In spite of marked social, economic and cullural differences between the Wesl
and these countries, these highly stratified urban-based and cammefcial-induslrial
oriented models have changed very litlle in their basic form and structure and will
probably reinain unchanged for a long, long time {o come. However, in almost all
lhese. countriéé, w.i'i_h the achievemenl of seli-government and independence, some
cosmetic changés were made lo their highly academically-oriented curriculum. These
changes wére made largely to nurture and socialize their young nationals into their
dislinct cultural heritage and nalional ideology. Some Third World countries through
this changes hoped to achieve social, cultural and political integration and forge a
unified society out of whal were lermed internally divided and differentialed groups.

In a nutshell, as lbrahim Saad (1976) points out in the Third World, ‘most of the



curriculum changes have been emelioralive, thus the core of the curriculum is still -

based con former colonial models’.

More importantly, these Western models have continuously proved 1o be
resistant to any form of radical structural change. This is largely because Wes!ern_' .,
models of education are potent and pervasive, culture carriers. With their .

implantation and development came the pervasive internalization of deep-robted

Western cullural and value orientations, one of them being the notion of the -

supremacy of the elitist form of academic oriented education. This is largely because ] E

the vehicle for success for both the colonial rulers and the indigenous elite who

politically advanced and succeeded them in these countries had done so through a Lo

Weslern academically-biased general and non-lechnical education.  Thus

Weslern-biased academic educalion became a “"slatus-effect” . In particular, their L

products became the powerful reference groups for the vast majority of aspiring
students  and their parenls. Any inclusion of vocationally-oriented subject into the
academic mainstream was resisted as it was considered 1o be inconsistent with ihe

elitist occupational ideology.

 The economic, political and social consequences of this deep rooted bias
towards academic education was accompanied by growing unemployment among the

burgeoning schoo! leavers and graduates for tertiary institulions.  Another

contributory factor was the preference of school leavers and graduates, both boys ahd_ . '

girls, 1o be employed on a wage or salary basis depending on their qualifications, in
the formal sector, as opposed 1o the informal sector or self-employment. This
dramatic rise in the number of the 'educated’ unemployed has now become submerged
under the overall and chronic problem of generalized unemplioyment in almost all
these Third World countries. This has raised serious problems for policy makers,

planners and educalionists in these countries. An ‘over-educated' unemployed

population is considered 1o be a wastage of scarce human resources and a potent

threat to political, social and economic orders in all these countries.

The most plausible explanalion given to this pervasive and critical




phenomenon was that there was a wide spread mismaich between jobs in the labour
market i m Third Worid countries and the expectations generated by a preponderance of
the h;gh!y strahhed and academically oriented and characterized but less costly
humanmes blased educanon syslem in all these countries . As Raja Roy Singh (1986 :
'14) pomts out.

-."ﬁ“'s’c’:hddlin'g' has tended to make educational process abstract and

" 'bookish’, divorcing it from the needs, interests and problems of real
life, and ... a hiatus is crealed between the world of work and the

world of learning, which are otherwise essential parts of a seamless
web...

N _ Accordmg to seasoned' Western and domesisc pundtts (see Harbnson 1967 :

| 17-21) who studied the |!Is of formal education and ecenomic growth in some of these
countnes, the 'only ratuona! and pragmatic way to solve this dts;uncuon between
educahon and work ‘was to relate educatlon more closely to the economy. This
requ:red siudenls to be tramed with appropnate skills and aftitudes lo be more
relevant__f_er _the ;obs_ihat are supposedly being offered in the rapidly developing
modern and agri'c'uuurai' sector of the economy in these countries. In short. the
pervasive phii_osephy of educalional systems in these countries was lo produce school
leavers and graduales whe. are easily employable in the supposedly growing and job
creating organiied' _seclor,. which in aciuallity never grew fast enough to creale the

rising demand for jobs in the first place.

__ The conlenhon among polscy makers. manpower p!anners human capital
theorists and and agenc:es was that an invesiment in academically blased education,
1hough presltglous, was mappropnate to the real worid of agraculture commerce and
mdustry in these counlnes as we!t as to the targe number of schooi leavers and
graduales m terms of 1he;r emp!oyablmy This growing double-edged problem was
thought to be a wastage of talents and a hidden cost to the resource poor economies of
the Third World,

To ameliorate this g_rowing problem, the solulion was to emulate and introduce



alternative forms of investment in education that have been demonstrated to be more
‘practical and relevant' to the world of work. Therefore, it was anficipated that
investment in work related education would have several benefils. Firstly, it would

produce the skilled manpower o man the nascent industrial establishments. Secondly,

it would enable school leavers and tertiary graduates 1o be easily employable and thus :

create greater equity within the population. Thirdly, it would contribute to greater
industrial development and productivily and thus economic growth. For example, the

Kenyan Education Commission Report of 1964 emphasized that the training of :

technicians and skilled craftsmen was a sure way lo industrial development in Kenyé'
{(Commonwealth Secretariat, 1987 b : Box 2). This was in line with the human
capital theorisls, who postulated the close conneclion between a nation's productivity
and its human resources in terms of the levels of skills, ability and education of its
: 'pbp'ulalion (see Bowen, 1966). It was assumed by the proponents of this theory that
nations that failed 1o pursue an active 'improvement in the quality of human
resources’ will be doomed to low productivity and economic stagnation (Bowen, 1966
and Berg, 1970). However, empirically, very little evidence exist to show how

investment in education facilitates economic growth in Third World countries.

_ In some capilal abundant Western industrial countries, with the inception of
" the industrial revolution in the mid-19th century and the development of 'scientific’
technology, a fair proportion of education was vocationally and professionally
orienled. Since then and with the conlinuous growth and expansion of varied forms of
industry, commerce, navigation and the service industry, there has been a legilimate '
" shift towards work-related education at all levels (see Sum, 1985 : 112-3}. The
proliferation of this type of formal vocationally-oriented education was both generél
and occupalional and it gradually edged out the institution of apprenticeships. By'ahd
large, though this form of education did not bear any direct refationship to particular
occupations even in industrialized countries, the employability of the products of this
type ol educalion was not a major issue in these countries lill the 1970s. This was -
largely because, with the rapid creation of viable jobs in the ever expanding Weslern
industrial market economies, there was conlinucus demand for skilled and

semi-skilled workers. Therelore, employers were willing and able to subslitute




workers with less preferred qualifications (Williams, 1985 : 183)-.

_ Since academically-orienled education has increasingly shown to be
counlér~productive in terms of its inability io prepare school dropouts and leavers
with ‘job-related' skills {see Chapman and Windham, 1985 : 279), Third World
couniry policy makers, planners and educators were persuaded to pursue a
pra_c_:tica!-méteria[ist approach as an alternative educatlion system. The contention
be.ing:___ o '

- .Dévero;.)i'.ng countries need mofé of t'h.éir .yéung 'p'ec').pl.'e td' go in for:
vocalional education of all types, agricullure as well as technical, and
overcome the traditional aversion toward manual iabour. (Hug,
1965 : 100)

This was in the form of gender-appropriate vocationally-oriented edhca{ioﬁ, which
was introduced in a number of the Western industrial countries to prepare and supply
a more highly structured labour force (Law, 1986,32-33; Sum, 1958 : 112-3 and
Carnoy, 1974 : 328). A similar altempt was made 1o solve black educalion and

employment in the United States of America (Carnoy, 1874 : 328},

In spite of the paucity of data on actual manpower needs, and the absence of
visible signs that a demand for vocationally-relaled skilled and semi-skilled jobs was
being created on a viable scale within the Third World countries, this form of
education was replicated and implemented in isolation. It was anticipated that
vocationally-oriented education would not only produce the growing skilled manpower
needs of industry but also ameliorale the unemployment problem of school leavers
and act as a calalyst for industrial development. This was largely because in the
planner's eyes the needs of industry were not only trained and skilled workers but
workers who could carry out their task with greal dexterity. = This need, the planners
believed, had™ now beeri foreseen by them through the promotion of a
vocationally-oriented educational system. Through an expansion of this system, they
hoped to meet the appropriate trained manpower needs of their anticipated industrial

expansion in both scale and quality. Thus, Third World policy makers too, like




" Tegema Seiichi, the foremost promoter of Japanese vocational education in the Mea'ji.
period (1868-1912), argued that economic and technological development flourished
in countries like Britain due to the facilitation of vocational education (Toyoda,
1987-12). In other words, vocationally-oriented education was considered as an

adjunct of the industrial sector.. -

Therefore. one of the chref educational priorilies in many Third World
countries from the 1960s onwards was the diversification of their educational
provisions as ‘'an attemp! lo adapt the content of secondary education to the expected
job needs of those leaving school’ {World Bank 1980 : 44). This policy was pursued
through lhe lnlroductton of varying forrns of practrcal or occupational subjects to the
requirements of the labour market :nto an otherwise completely ‘academic programme’
(World Bank, 1980 : 44). It resulled in the development of two distinct educational
routes at ihe schooI level - namely academic/general and technical/vocational
' treams ln most of the coun!.nes vocalionaliy-oriented education. was relegated fo
full-time vocalrona! and practical subjects in order to provide introductory skills
and thus produce semi-skilled graduaies for the employment market. This form of -
1ormaI school- based vocational education whose value was somewhat uneven was |
further sponsored and supplememed in various fragmenied forms in a number of
countnes by other Govemmenl Ministries and agencies, non-government
orgamzatrons, vquntary sectanon and non- seclarron and charitable bodies, private
profit- seekang lrarnmg msmuhons and commercial/industrial organizations. - In
other words, this dual modei in effect divorced academic/general curriculum from

work ex perrence.

_ As {he leniery greduate job.markel loo was fast deteriorating in the 60s and
70s, partrcularly for arls and humanilies graduates in many of these countries,
:ertrary mstrtutrons too were encouraged 1o lake the initialive to orient their various
courses of studies more narrowly towards the world of work with emphasis on
engineering, business, commerce and agricullure. The conlention was that graduates
‘with different tertiary qualilications cannot be easily substituled for one another,

particularly in the supposedly expanding vocationally-oriented occupalions in




industry, commerce and agriculture of these fast developing countries.

The Conference of Ministers of Education and Ministers responsible fu.r
Economic Planning of Member States in Asia and the Pacific in the early 1960s stated

The need for - diversificalion of education by enlarging and
strengthening vocational and {echnical education at the second and
third level in line with the developing capacity of the economy to
ulilize trained skills (Unesco, 1966 : 21)

However. !he form of vocatuonal educahon lhal was mlroduced ll'l many
countnas pamcularly at the school level was essenha!ly to teach schoal leavers
useful skills and attitudes as well as prevent them from developing negative allitudes
towards manual labour. In other words, to equip and give an opporunily to school
leavers to meet the minimum requirements of work in their 'sbciety at the expense of
the three R's. Aftempis 1o introduce this form of \;iocatioha!!y-oriented education are
not something new. Hislorical evidence shows lhél without e'xcep!.ion the aim of
producing ‘a good type of slurdy literate peasaniry’ (Wyndham, 1933 : 62) has been a
subject of major reports and recomméndaiions related to educational development in
almost all Third World counlries during the colonial and post-colonial era (see
Foster, 1965). |

' The earliest and best known of ihese.aﬂém'pt's to introduce vocational education

was made in the report of Sir James Kay-Shultleworth in the last century. Sir .
James in the 1840s recommended the establishment of "Schools of Industry ... as Part
of the System of Education for the Coloured Races in the British Colonies™ (see
Bacchus, 1987 : 2}. . His two major objeclives according to Bacchus (1987 : 2)
were {o ensure that the: :

.(a) in_siruclion was ‘interwoven' with labour so that education would

not only provide useful skills but would also prevent the youngsters

from developing a distaste for praclical work, In parlicular manual
Iabour :
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"{b) schools ﬁrbdld ihrough prachcal ira:mng which |hey prowded
become economically seli- -Supporting.

Throughout the present cen!ury various shori Isved 'successful' attempts

were made {o introduce vocat:ona!ly~onenled education in Third World countries (see'-‘..-'

Bude, 1983) The better known of them were the two Memoranda of 1925 and 1935
of The Adwsory Commmee of Educational Policy in Brilish Tropical Africa (see..j
Bude, 1983 : 342) in Colonial Malaya, for example the aim of this form o!.
education, apart from mstilhng a little literacy and simple skills in arithmetic, was
to impart skills that were “sufficient for the ordmary requurements of Malay boys

who will become’ bullock-wagon drivers, padi growers and fisherman” (quoled in
Roff, 1967 : 26). However, as Bacchus (1887 : 3) points out, "desplte this lack of '_: E

success, the argumenls for vocationalizing the curnculum of schools were repeatediy _ o

rewved parhcularly in the 1960s".

' Since most Third 'wo'r'l'd countries did not have an industrial tradition and base
and a formally established vocalional lra:mng expereince, they were encouraged and
enliced to emulate various Western patterns of vocahonally-onented educatlon thal
were deep rooted and praclised in the different industrial countries with very !m!e
altempt to examine their appropriateness, relevance and particularly  the
cost-eflectiveness in :he context of the Third World country's economic and
'orgamzahonaf conslramts This uncritical adoptlon of Western models was largely
because of lha fact Ihal adaptauon to local situations required considerable extra
resources in lerms of md|genous :nte!iectual and skill expertise and resources. These
were not readily available in many Third World countries. Even i they had the
indigenous intellectual capacily and the resources, the whole process of irying to hilch
Western models of education ellectively to the needs and cullural environment of a
Third World country needed a great deal of effort, resources and ingenuity in terms of
training and assembling locally relevant matenal equipment and teaching manpower. |

Also the political urgency of the problem ca!led for qu:ck policy implementation
which invariably resulled in hasly and cosliy solutions. For example, in Malaysia,

the approximate cost per student in the academic slream is about M$720/=, while in
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" tFe vo'oatior"\.ail'y-or.ien'!ad stream it is 'i'\'e.'l$2,800'/= (Commenwealth Secrstariat,
1987 ¢ : Volll, MLY 15). This indicates that the cost of providing a
vocationally-oriented education for a student is about four times that of the

- predominantly traditional ‘chalk and talk' method of academic/general education.
Therefore, Western models of vocationally-oriented education - in many cases with
externally devised and linked qualifications - were readily adopted in most inslances
" without recognizing their relevance, efficiency and feasibility within the recipient
country's socio-cultural and economic environment, level of development, resource
endowment and demographic siructure. For example, a member of the Indian
Education C'or'nmi.ss.ion poihted out:.

We [in India) have developed a kind of education which is not related
te the needs of a nation that is trying lo transform a traditional
society into a modern society, to make use of science and technology,

. and of all the techniques that are available for national development
~ {Quoted in Coombs, 1968 : 76}

: ThlS was funher compounded by lhe fact that due to humamtanan political
and econom:c cons;derahons almost ail development planning in Third World
countnes was debt or ald financed. This included the planning and deveiopmem of
vocahonally onented educahon Under this form of bilateral, mullilateral and
non- governmentai hed aid, Western aid donor countries and agencies because of their
powerful financial !ever were politicized. Through this relations of dominance, they
only sanci:oned ihear loans or aid on the basis of lechnical advice of a Western
prol:e's'siona!. ‘exp_ed";_ The 'expert’ afler spending a few weeks or months in the
oountry. would inva'riab'ly recommend a model that was based on his or her own
educataonal background or experience as well as the intentions of the donor country.
'Thus Thsrd World countries adopted vocalionally-oriented educauon pohcy which by
and Iarge had a dommant Western educational componenl and thus mvanably more
suited to a Weslern industrial-cum-manufacturing and service economy, In other
words, in this implantation of a Western model of vocationally-oriented education, the
so-called beneficiaries from within the indigenous societies of this important and
cosliy dlmens:on of development were invariably alienated from the final

decision- rnaklng process Moreover, in almost all instances the whole orientation of
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voc.al.ionaf education courses that. were oﬂe?ed in these'countries !hfough external aid )
programmes were closely designed and linked in such a way as o create a market for
the new "technologies of educalion” that a particular aid giving country's or a group of
aid giving countries’ Mullinational Corporations (MNC's) were developing. In other
words, it further locked the domestic economies and education sysiem of lhesé"
coun!nes into lhe World cap:tahsl system, It invariably :mposed conditions and
constramts on Third Worid countrles which had lastmg effects. For example. Coombs o
(1968 154) po:nts out; |

.. to the deg'r.eé that the educational crisis of :devel'obingz'ébdhfﬁés"

stems from the unsuitability of their educalional systems to their

circumstance, the problem is not entirely their own making. They
have pleniy of exped' help from the outside.

' ln-. the long ‘run, many Third Wor!d-coUnlries .have found lheée models
accompanied by their educational hardware and software costly to sustain and upgrade
in the light of the rapidly changing technology. For example, a Brazilian case study
points out that one of the major problems that Brazil faced is the maintenance and
operation on a continuing basis the vocatinally-oriented schools that were established
with  aid from institutions such as the World Bank and Interamerican Bank of
Deﬁelopm'ent (Tavares, 1986:142), They were also detrimental o the development of
"an indigenously oriented vocational educalion system that would enable the graduales
of vocational courses to effectively participate in the country's organized and__.'
unorganized developmental process. In other words, vocationally-crientd education
can only be effective if it is promoted within the context of the devélbpmeht_ |
background of a cdbntry. For example, even the European Economic Community (EEC)
recognizing the vast cultural differences among its member nations has abandoned _
attempts to create a common vocational education and training patlern among member
states (Twining, 1987 : 14).

The oplimistic proponenis of vocationa'llymriehléd 'e'ducaliIOn'. in hahy “Third

‘World countries in the past decade have come to realize that ils oulcome did not maich
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its expectations. This form of "anticipalory investment” in vocational education also
was not as markelabie a skill as it had been expected in Third World countries,
ex_c':'ept"'ih the expanding economies of the Newly industrialized Countries (NIC) - the
*Four Little Dragons™ - Hong Kong, South Korea, Singapore and Taiwan. Again with
the 'eiéeplidn of the NIC's, this form of intensive capital and recurrent cosl education
did not act as a cure for unemployment. At the same time it did not help to increase the
relevant skills that were necessary for the working of a viable indigenous economy.
The world economic crisis of the mid-1970s and 1980s accompanied by a big fall in
the prices of primary commodilies, has further exacerbated the growing ‘educated’

unemployed in most of the Third World. -~

" Various "lessons from the past' go to show that an important contributing
factor for the failure of the development and employment objectives of vocational
education, particularly at the lower level, was the inappropriatene's's of ihe'Weslem
models of 'voéationat-edvcalion to Third Worid countries. These models were developed
and 'addpled for a totally different cultural, economic and technological milieu and in
Third World® context it had been conceived and implémented' with unrealistic
development and employment objectives. There.lore, many Third World countries
have bégan to question whether the assumplions that undériie the Western model of

vocationally-oriented education is a 'fallacy’, as Foster (1965) had poslulated.

It is not surprising therefore in voéationat!y-ofﬁehtéd schools that were
established ‘some of the implements, materials and machines introduced were highly
sophisticaled and thus only suited to European conditions' (Blackmore and Cooksay,
1980 : 52). = For example, in Pakistan these very well equiped vocational inslitutions
were found {o be underutilized largely because the curricula was not suited to the
local market requirements and there was a lack of the right type of local instructors
to handle the preséribed cur_ricula (Popalzai and Hashmi, 1986 : 207). There was
also a shodage of Idéaf 'pr'o!essional and expérienced stalf to handle these highly
sophisticated resources. Unlike traditional apprenticeship which met the specific
needs of the produclive process, this form of formal Western model of vocational

education, though narrow, was relatively non-specific to jobs in Third World country
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* giluations. In particular, Fiathgeber’ (1986) in a summary of se’véfal siﬁdies’ :sh'ows
few workers use vocational skills taught to them in schools, instead vocational skills E
are generally acquired on-the-job. 'Even if these countnes wanted to make their
vocational training suit specific jobs, they are not equipped with the resources to .
pursue - this type of individual training (Puntasen, n.d : 14). For example. in a
country like Brazil approximately haif of the vocahonally-onenied schools are

~ private and they are not willing to invest in costly vocationally-oriented programmes.
{Tavares, 1986 : 113). In addition, most Third World countries, are dominated by' L
an unorganized agrarian sector. Therefore they do not have a viable . -
industrial - productive base 1o absorb the products of a vocationally-oriented )

* education based on a Western industrial and occupational milieu.

" In “their ‘naivety, Third World educational planners developed
vocationally-oriented education more narrowly in terms of its content and purpose.-' :
Firstly to meet the immediate needs of the labour market and secondly, to rehabilitate .

pupils whose cultural or individual handicaps limit their opporiunities for job -

success with 'useful skills'. In other words, assumed utilitarian objectives over-rode - :
educational ones. in doing so, within the schools a dichotomy was crealed between .
vocational education and the prevailing highly academic and selective educahonali
system. For example, in Bangladesh it was explicitly made known thal the couniry's.'
Vocational Training Institutes catered for school dropouts, unemployed youths and:
rural untrained adults {Commonwealth Secretariat, 1987 ¢ : Volll BAN 3). In
Mexico too',' a new form of technical education was established that was terminal
(Litile, 1986 : 19). Therefore, vocational education was marginalized and

stigmatized as an inferior and 'low-status' form of education tied up with a track

record of being at the bottom of the elitist education system accompanied with low pay. i

and poor working condilions.

N However, in most of the Third World countries the selection for the coveted:
jobs and higher status positions within the bureaucratic, professional and "
technocratic siructures is heavily weighted and legitimized only through a course of

academically- oriented education and its credentials. An education and its credentials
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Wh%ch are also invariably tied to academic and professional standards s.e'l by
prestigious Western universilies and their professional examination boards. In the
past several decades, it has been demonsirated in several of these essentially
credentialially oriented Third World countries, that numerous members of their
ruling class and the bureaucratic, professional, technocratic and business elites
: originally from very humble origins have achieved their current status, power and
weaith through this form of education. Therefore, there was naturally a disdain on the
part of the vast majority of pupils and their parents across all social strata in Third
Wo_rld'counlrias to embrace o vocational educalion, particularly at the school level.
Since the strategic and dominant link to higher education in aimost ail Third World
counlries continues to be through the publically acciaimed passage of an academic
education;. _‘ this naturally led parenis and puplis with high levels of aspirations and
-expectations. to opt for an academic curriculum and its credentials - the primary
and most viable mechanism for upward mobility. By and large, individuals who did
not pursue this form of education and were unemployed tended more to blame
themselves than the economic system for their unfortunate predictcament. Not
surprisingly, in a resource scarce couniry like Maurilius due to a preference for
academically-oriented education and a lack of support for vocationally-oriented
education from pupils and their parents, the authorities have reveried to the original
single stream of academic/general education at primary and secondary level

(Commonwealth Secretariat, 1987 b : 8).

: In addition, in recent years economic recession ahd a fall in the number of
jobs available has brought a ‘lightening bond’ between years of education and jobs.
Therefore, employers who are often inundated with a large number of applicants, use
education as a 'screening device' and employ only those candidale_s who have not only
the right type of training but who possess such effective skills of communication and
~ other qualities as are relevant to them. However, in some countries it is claimed that
in periods of economic recession and growing scarcity of jobs, prospective employers
- may tend lo pay less aitention to academic and vocalional qualifications and employ
applicants on personal recommendations or polilical patronage or pressure

(Commonw'aaith Secretariat, 1987 b : 6-7). This form of recruitment has also
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'perm'ea.ted the job markets of countries like Mexico, Sri Lanka and Ghana and in-~
practice this form of recruitment is operaled to foster and cement political, class,

caste or tribal alliances as the case may be (see Oxenham, 1980 : 8-9)..

The need for vacational training in many of these countries was felt with the.

- onrush of industrial development strategies. In particular, to ameliorale the skill -

shortages that prevailed in these countries in order to attract MNC's 1o invest in their- =

nascent indusltrial sector that their national economic plans prioritized. This was: i

because MNC's were basically inlerested in minimum labour costs and high profits and
any form of training within their plants meant extra cost to them. However, for the _
smaller foreign and  domestic companies training within their plant was not
economically viable. In addition, the growing technological sophistication in the -
productive process ushered in an uncertainty about future requirements for skilled
labour.. Therefore MNC's preferred' to recruit their skilled labour from the market -
place instead of embarking on a costly ‘in-house’ training programme. All this shifled
the business of skill training on the shoulders of resource scarce Third World

countries.

Thus, in order to facilitate the MNC's immediate manpower needs of skilled
and semi-skilled workers, many Third World counlries accelerated their vocational
training programmes. A Philippines study points out that the philosophy behind this
was that if the Philippines must have industrialization, then she must invile foreign
investors; and in order for the MNC's to "put up shop in the country, they will need
cheap manpower supply” (Research Center, 1982 : 3). Therefore, to meet the MNC's
trained manpower demands, ‘the schools must be inlegrated with economic planning
attuned and sensitive to the needs of foreign interest in the country and those who are
still coming" (Research Center, 1982 : 3). The training that was given in these
institutions because of resource constrainis was limited in its range of courses -
more attuned to meel the job requirements of the MNC's than 1o the development of the
innate potentialilies, general skills and self-reliance of the students. This narrow
utilitarian objective 1o meet the needs of the MNC's gave the surplus graduates very
littie flexibility for them to be fitted into the traditional economy, as the labour needs |
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are very different between the modern industrial and traditional seclors.

In Latin America, for example the introduction of heavy industries and the
internationalization of trade, has ushered fragments of the Brazililan and Mexican
economies to move into a specialized global system of manufacturing (Harris, 1987 :
76-8). This was accompanied by the constant emergence and adophon of high
technology oriented equipment in order to sustain and keep their competitive
‘advantage in a highly pervasive and competitive 'free world capitalist market'
“economy.” This technological change is going to be ihreversibie Iand' continuous . In
addition, the share of foreign invesiment o create new mdustrles appears 1o be
declining in many Third World countries in the 70s and 8os (Harr:s 1987 45)
has resulted in the investment of !abour—savmg equnpment and machmery to
“economize the further use of labour. This is a polscy of contlnuous dlsplacement of
workers in order to make the manufacturing process cost-effective and therefore
more compemnve Thts has fudher created not only unemployment but a waslage of
skllled manpower in Th:rd World countries. It is largely because the new technologies
that are m!roduced re!y rnuch Iess on skllled workers bul lnslead on 'mulli-skilled’
technical posmons As Musson (1982 250) states:

'!'-f'uhia_n:'laboijf is not homogeneous and easily transferable fa'ct.or:of_
production : men and women cannot easily be redeployed, retrained,

removed and rehcused when their skills are made redundant by
technoiogncai change.

.In ..other words,; what seems {o be a cardinal point to embhasize is that
societies which constantly adopt new technology face the prospect of their knowledge
industry and vocationally-oriented education system getling out of date rapidly. In
such a rapidly changing situation individuals have to constantly keep learning and
unlearning in order to keep themselves employed. As Zymelman (1984 : 35-6) puts
it :

Where a ‘high degree of skill' once meant rﬁaeuai dexlerily. it now
often means a formal higher education and technical training coupled
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with the abihly to control and repair lhe machine and a capac;ty to -
perform both manual and mental tasks. The complexity of the
equipment and its high cost imposes greater responsibility and calls
for a belter understanding of the production process and the ability to
communicate writing to assure continuity of operauons and to
evaiuate resuits.

" The pfb.pon'e'nts'of. tha '\.r.c.x':.a'iionél.ly-drienled s'chooi of .th“ou'ght did not have the: '. |

foresight to percewe the fact that lhe creahon of vocahonally—onen!ed ‘education in.
itself will not be an open sesame to jObS for those who graduate wilh a
vocahonaily—onented qual:fscahon The demand fur {he speciailzed skulls of these

graduales had to manifest itself by the growth of a viable and emp!oymen! generating N

‘economy. In other words, the reahl:es of the socnetys job market system have to be
taken into consideration before a country decides to move mto vocahonally-onenled'

'educahon As Alhar Hussaln (1976 419) emphas:zes

- Educationial qualifications serve as bases of selection for occupations
but it is not the educalional. system which actually channels into
occupations. The volume, categories and the terms of employment are.
determined not inside but outside the educational system.

The inability on the part of many Third World policy makers and planners to perceive
this cardmal po;nt has resuited in as Coombs (1968 76) pomts out in :

. many sad stories whose common plot tells of technical {raining
schemes, embraced by all parties with good intentions, yet rendered
irrelevant in their application. One African country, for example,
with outside help, has been training cabinetmakers in compliance

‘with established European standards. Right now, however, that _
country does not need cabinetmakers.

This explicitly points out that if the goods of a particular skill 'training produces is
not marketable then such a skill is_irrelevant to the society.

Therelore, it is imperative for Third World countries to asceriain the

relevance, feasibilily and cost-effecliveness of vocationally-oriented education in
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" terms of .én'iployabili'ty.wn.hin a changihg' world 'ecbnoﬁy before Ihég} 'embark'{jﬁbn.ilt.
This will help them to use their scarce as well as dwindling resources more
effectively particularly in a world of ever-increasing inflation and expanding and
thus competing social services. As we have seen earlier the cost of
vocalionally-orienled education is 'éonsiderably higher than thal of academic/general
education, and therefore education policy-makers have to justify the cost of

vocalionally-oriented education.

Many Third World ﬁé!iéy makers, planners and educationists find it difficult
' "td'éntlicip'ate the type of rapid and immense changes that their economic, social and
" industrial environment is subjected to within a world capitalist system. World
Commodity and oil prices might slump, as they have. Foreign industries in order to
be cost effective in a highly compelitive capitalist system might 1oia-up and relocate
themselves in countries which are more cost- effective in terms of wages and

overheads. As Musson (1982 : 25) cogently puts it :. -

Mullinational companies simply adjust to the facts of international
economic life, with the aim of maximizing production and distribution
at the lowest cosls; if manpower in one couniry is obstinately
obstructive lo new technolegy, workers and governmenis elsewhere
may be more receptive in the nalional interest of maintaining or
increasing their competitive industrial power and employments,

On the other hand, if conditions are favourable for them to stay on, they may wanl to
go for greater automation of their planis, thus changing the content of their labour

requiremenis, as we have seen earlier was the case in Brazil and Mexico.

In such fluid situations many vocational skills become obsolete OVérhighl and
new ones emerge. As mentioned earlier, in this type of situalion of occupational
‘redundancy, skills are not readily transferable. The link between education and work
is rather loose particularly in a world of rapid technological change, except in the
established vocationally-oriented tradilional professions such as medicine, pharmacy,
accounlancy and law, where acquired training and its inténsity are important.

Therefore, the precise relalionship belween vocationally-orlented education and the
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world of work is a matter of continuous debate. in othér words, the mérkelability of
graduates of vocationally-oriented courses is vulnerable as it is at the mercy of the
employers demand. Who is to be employed and who is not to be employed in the
productive process is an employer's prerogalive and .not that of a
vocationally—or'iented education system. In the last decade, issues and questions -
concerning the interface betv&een education and work have been subject to tensions

bétween equily concerns and efficency within Third World countries.

Therefore, various studies conducted on vocational education in Thifd World
énd developed countries have shown considerable am'ou'nt of skepticism on the
relevance, effectiveness and'feasibiiily of this form of education at the school level
(see Chapman & Windham, 1985; Forster, 1965; Psacharopoulos, 1987 :
Commonwealth Secretariat, 1987¢). Different countries have experienced different
. forms of felt dissatisfaction with vocationally-criented education. However, broadly
there seems to be agreement that vocationally-oriented educahon is cost-ineffective,
it has a curriculum thal is foo narrow, loo out-of-date and irrelevant to the
present-day needs of Third World countries. In particular, on economic grounds it
has not given the exira benefits that were to be accrued from it. As Psacharapoulos
(1987 : 194) puts it : '

The ‘extra cost of vocational or pre-vocational subjecls at the .
secondary level could be justified if sociely derived correspondingly
exitra benefils from such investment. Yet the existing evidence does
not substantiate this hope. Several evaluations of this programme

both in the advanced and developing countries, have typlca!ly-
concluded that the extra benefils are not there.' :

Sosial-Political P ion

For a number o{ Third Wor!d and Wes!ern scholars educahomsts and critics,
the ideals of education and the compeihng demands of practical interests were of
constant debale and crilicism. These crilics have viewed the shift towards a narrowly
focussed work-oriented education with concern (see Bacchus, 1987; Coombs, 1968
& 1985; Forster, 1965). For them education has much more loftier ideals lthan
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preparing pupils for work and thus Iocking them into the economic and political
motives of the dominant class. According to Camoy (1974 : 1) :
Eduéat‘o'r's; 'soho'ol'admiriislr'ators”,' and teachers stress the elightening
~ function of the school; they claim that formal schooling Is an
important component of a life-long process of education, teaching

“youth not only an understanding of Importanl phenomena bul also the
process of learning itsell. : _ :

Therefore, thelr fear is that vocationally-oriented educaton is bound fo defeat these
lony ideals and instead produce people with uncritical 1hlnkingw and who are thus not
self- delermmmg people. 1t is thus for them a bétréyal of educational values. In
particular, vocational education in order to fit indwnduals into particular job
requxrements narrows the development of the cognmve and other skills of pupils from
an early age. “This type of education does not glve them the opportunity for an all
round personat developmen! and ennchment which is necessary for life-long
ac!wmes. Instead, it stunts all round vision and the potentialities of the human mind.
The development of the human resources along these_lines will lead to thelr
under—utiiizaﬂo.n,' partioularly in a rapidly changing technological society in which

occupalional structures change conslantly.

However, the far‘gés! and ‘most .irnportant'res'ource Third World countries are
endowed wilth are human beings who have been tied inlo a culture of work. Therefore,
the vast majority of them aspire for a life-long vocational destiny. They should be
able to maximise their vocational coniribution to the development and modernization
of their economies. Education for people in these countries should not therefore, be
s0 narrowa focussed that It forecloses further education or training optlions. Instead,
education should be orlented In such a way that it will enable them to acquire written
and oral commumcation skills and numeracy all of which have a broad range of
applscahons in both the orgamzed and unorgamzed sec!ors of the economy ‘Even in
the rural sectors of Third World ccmnlnes. as agriculture moves inlo greater use of
mechanizalion, tubewells and lirrigation, feriilizers and high ylelding varielies,
farmers need a sound ganoral educalion wulh baslc sclences to cope wilh the
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- sophistication that goes along with this form of production and management techniques
(see Psacharopoulos, 1987 : 182). Education should aiso be able to cope with the
unforeseen and with the unforeseeable change. In other words, with the not yel *
invented techniques and the fast developing new information technologies. In our fast
developing socielies, all types of occupations both in the present and future would need
greater mental and physical ability. This will make the preparation for the present
and future world of work more practically effective. This is very aplly illustrated by
the following concern of Brazalian educators :

" 'The advanced - nations, with their elevated leve! of -
socio-political development, large investment potential, efficient
infra-structure and extensive Industrial capacity, absorb the
"information revolution® into their operational context,
understanding that the mastery of this new technology is decisive for
maintaining their leadership and status. :

" In"the case of developing countries, where the political and
“cultural dimensions are under-developed in comparison 1o economic
growth, the incorporation of new technology tends to increase the
"gap”, transforming the nation into a production sub-system of the "
developed world. '
_ Our capacity fo govern the direction of this revolution will
depend on the familiarity we have with the techniques involved and

the control we have over the resultant social efiects (quoted in
Romiszowki, 1987 : 81). -

I . r|

I the light of the foregoing discussion, there seems to be an urgent necessity
- for resource-scarce Third World countries to orient their educalion and training
policies in order to achieve greater social and economic effectiveness. This may be
necessary in the light of the fact that the Western oriented academic/general and
vocational/technical educational models in Third World countries have been slow to
respond to the world of work in general and the labour market signals in particular.
- Therefore, we need a radical rethink of the structure, conlent and process of both
formal and non-formal educational systems in Third World countries. In other words,

what is needed is a shift away from the present emphasis in the nature of education




and of its link with the acquisition of specific skills for particular occupations (see
Dore, 1980 : 60). This shift in the approach to education is towards an iniegrated
double-edged strategy. When implemented, it will hopefully enable individuals to
haifé a soﬁnd general education which will help to develop their all round mental and
physical skills and creativily and thus prepare them 1o participale more effeclively
in the.deslgn and operation of cultural, political and economic activilles of their

societies at the national, regional and local levels.

. In addiiion. the rapid and'peﬁasive !ech'nological advances, that affect not
" o'n!}'the world of work but every spectrum of human life, call for a constant
cullivation and upgrading of an individual's full range of mental and critical skills,
aplitudes and talents. This form of educational perspeclive has to be conceived and
implemented under one overall formal and non-formal éduc’:alionai policy and not in a
fragmented and hierarchically stratified and dichotomized way as we saw earlier. In
other words, we need a comprehensive general educational policy which aims to
integrate and inter-link in a coherent fashion both formal and informal institutions
and agencies that provide educalion and fraining within a country interfaced with the
country’s world of work. In order lo achieve this each country should underiake a
comprehensive invenlory of all the formal and informal vocational programmes
offered wilhin the couniry by the various government agencies, privale institulions,
industries and the various non-government organizations. In the light of .this
inventory, each couniry should try to integrate and interlink the various vocational
training facililies that may exist within the country. In doing so, each counlry' must
mould its educational system to Its own economic environment as well as its own
social, cultural and related social organizations. In this pursuit, excellence should be
the guiding principle' for all. In parlicular every effort should be made to help all
schools and every pupll in their pursuit towards life-long education. In such a
siluéfio’n evefy ‘parent knows thal his or her son or daughter has an equal chance lo
move up the social fadder. As Fantini (1986 : 50} points odl :

True equalily, however, means inclusion. All are expected to learn.

We now know that every person can learn under the right conditions,

which may mean finding the best learning sequence or best learning
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environment for each person ... when quality and equality are merged, h
elitism is replaced by inclusivity. Quality is not measured by how
few students, but by how many succeed. :

In order to achieve the above mentioned aims, at the formal school level,

- there should be a tolal integration between a sound general education and the world of

work. For every individual, the interface between education and the world of work =

should start from the primary level and systematically progress fowards the =

secondary and even tertiary levels. in this interface between education and work, the = -

major thrust of the school curriculum should not bé to raise the overall level of
vocational skills at the expense of a sound general education. In other words, the
relationship between a sound general education and vocational skills should be -
asymmelrical. In an integrated educational system of this nature pupils when they :;
ieave school can have the option of sither seeking employment or continuung their
academic or vocational education. As Bacchus (1987 : 4) suggests ' ' '
While ‘praClicaI aélivities" can be very usefully included in the
educational programmes offered at these levels, they should be an -
intrinsic part of general education, primarily focused on improving -

the overall quality of instruction rather than be seen as an attempt at -
providing skills. ‘

Since this form of integrated ' education” unlike ‘diversified' curriculum and
technical/vocational schooling initiales all students from young, irrespective of the
socio-economic background to a variety of work related programmes, it may help to

reduce the deep rooled social and economic inequalities within Third World countries.

In particular, in Third World countries ‘at the primary level, it will be
educationally more beneficial and economically more rewarding, if pupils are given or
"have instilled into them" a sound general education which ensures that they undertake | _
a broad, balariced range of subjects. However, their complusory core curriculum
should emphasize the 3Rs and basic sciences and relevant concepts of technology. This
form of educalion should be linked 1o appropriate practical oriented knowledge and
skills in the wider world of work environment in the community. In other words, in

this model of education there is a continuous and growing interdependence between the
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pupil, the school and the wider world of work environment in which the___'schc.ml is RE

situated. The intensity of this inlerdependence should accelerate as the pupil
progresses through his or her first level educational cycle. This type of education
will provide prevocational skills and thus avoid the harmiul effects of early vocational
specialization. For example, it has been pointed out that early vocational
specialization for young children has its limitations as these children "are as a ruie
too physically, mentally and socially immature to manipuiate heavy tools, to
understand the economic context in which skills have to be practised, or to be able to
take reponsibility for work projects’ (Commonwealth Secrelariat, 1987 a : 8).

At the level of the second cycle too the broad general education should be
continued with a greater emphasis on core curriculum which pertains 1o literacy,
numeracy, basic science and technology should be continued. Like in the first cycle,
the. second cycle too should integrate within its core curriculum work related praclice
with greater intensity.  Australia's recent policy on secondary education may be
relevant for the Third World as well. According to this policy :

Secondary education should provide young people with a sound general
education on which further, more specific education and training can
build. Secondary education can best meel the needs of employers and
the vocalional needs of young people by imparting a higher order of
knowledge and skills which are generally useful and widely applicable
and which create the cultural pre-conditions favourable to economic
and technological change (Commonwealth Secretariat, 1987 ¢ :
Vol.ll, Aus I).

The above discussion recommends a broad general educalion with a
combination of a cluster of practical skills, rather than in an early specialization in a
specific vocation in the Third World. This form of integrated education could give an
individual an ali-round training, minimise the long established dichotomy between
academic/general and technical/vocalional education, check the growing educational
slralificalion, be cost-efiective and prepare individuals to come to terms with their
essentially agricultural base as well as the rapidly changing technological and
industrial scene. In parlicular, in a changing lechnological scenario, a workforce

wilh a sound broad general educalion can easily upgrade their skills and equip



 themselves for jobs in the new Industries as old ones are phased out.
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