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ABSTRACT

The deteriorating unemployment problem, since the Second
World War, in both industrialized and developing countries,
has focused attention on the quantitative and gqualitative
imbalance between the output of the education system and the
occupational opportunities in the labour market. Different
schools of thought and changing theoretical conceptualizations
abcut the symbiotic relationship between education and work
have influenced research on education's link with employment
and development needs. Major shifts in educational strategies
and new directions in educational planning and policy have
placed a new emphasis on increasing productivity and removing
sucio-economic inegualities.

Vocationally-oriented secondary education and/or the
diversification of school curriculum with a vocaticnal bias
were introduced on a worldwide scale and in keeping with the
hroader view of education's role in developing both the
:idividual and the society. It was envisaged that
»=2ationalization would lead to economic growth and national
dézwelopment by providing the relevant skills-tr. ning to meet
the manpower needs of changing economies. It would
simultaneously contribute to a more equitable distribution of
the fruits of development.

Empirical studies based on the experience of both

advanced, industrialized countries and newly independent and



developing countries of the Third World indicate that the
attempt to interface schooling with the highly differentiated
occupational structure of modern society has given rise to
several problems and issues. The case of India, particularly,
demonstrates that vocationalization, as an old and recurring
policy theme, is largely influenced by economic imperatives
and political ideologies. With the global shift in emphasis
bs:tween economic considerations and orientation towards
egalitarian values, "vocationalization" and "vocationalism"
will continue to hold the interest of researchers in the years

to come.
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CHAPTER 1

INTRODUCTION

Vocational education 1is an integral part of
educational systems all over the world. It lays special
emphasis on the preparaticn of people for jobs that do not
require a university degree to qualify for employment. It has
always been shaped by the changing perceptions of people. It
includes two related needs: the needs of individuals to find
personally satisfying positions in the occupational structure
and the needs of society to fill reguired positions so that
the economic system will operate efficiently. One's zzlecticn
of a particular kind of work has important implicaticns botb
for the individual and for the total society. Therefore, it
is imperative that any research on vocational education should
focus on both the occupational needs of individuals and the
labour requirements of society.

Vocational education has developed over the years as a
specialized aspect of education. In the past, the supply of
skilled people from vocational education programs has met the
demands of the economic system in many developed and
developing countries. In response to rapid technological and
economic changes following World War II, vocational education
has become increasingly diversified and formalized. However,
there has heen criticism of vocational education programs, and

1



many new terms, concepts and theories which have evolved in
recent years make it essential to review what can be
accomplished through vocational education programs.

At the very ocutset it is important to delineate the terms
vocational education, vocationalization, and vocationalism for
an understanding of the growth of that aspect of education
which serves the skill-training needs of the individual and
the manpower needs of the nation. The generic term vocational
education has been used historically to mean education
programs which include skill-training and preparation for
occupations and careers. It was added to the school curriculum
to achieve a particular set of purposes to make schools serve
the needs of industry more effectively. Vocational education
is vast in stope and is characterized by a variety of units
and areas for instruction. It is beyond the scope of this
study to comprehend the vastmness of vocational education and
it is to occupational training in schooling that we turn our
attention for an understanding of the nature of
vocationalization.

It is a generally neld view that the manpower needs of
a changing economy as a system of production are of importance
to the individual and to socizty. To facilitate the adjustment
of the skills of school leavers to the changing demands of the
employment market, vocationalization or diversification of
school curriculum was embarked upon at various stages in the

development of vocational education in different countries.



This was based on the assumption that education increases
individual and societal productivity and contributes to
national economic growth and social development. It was also
ostensibly an answer to the quest by national and
international development and educational policies to find a
ready and permanent solution to the increasing problem of
unemployment and underemployment.

Policy responses to pressures to bring the education
system into close alignment with the demands of the labour
market, and to the problems created by high levels of youth
unemployment have revived interest among researchers to
examine the new ideology of vocationalism. The econonmic
imperatives of vocational education as vindicated in the trend
toward vocationalization of education in both advanced
industrialized countries and developing countries have
gradually been superimposed by political and ideological
imperatives which are playing an important role in evolving
and conceptualizing the new vocationalism. It is these
changing perspectives on the restructuring of the relationship
between education and work/economy and their impact on policy
making and educational planning that this study att-mpts to
2xplnre, examine and analyze.

In the 1950s and 1960s, the phenomenal expansion of
education systems in both advanced industrialized countries
and developing countries was rooted in the belief that

national economic growth required an increasing supply of



educated manpower. This could be provided adequately by the
formal education systems existing in most countries.
Therefore, national and international development policies and
programs involved increased expenditures on education as an
investment in economic growth. Educational expansion was
affected 1largely by manpower planning and cost-benefit
approaches in educational planning. These influences on
national peolicies of educational development were joined by
the social demand for education.

By the end of the 1960s, the "world education crisis"
indicated that there was an imbalance between the kinds of
manpower most countries needed and the kinds, quality, and
numbers actually being turned out by education systems. It was
predicted that the problem of educated unemployed would become
A serious one in both advanced industrialized and developing
countries. The need to vocationalize and train students in
employable skills was realized, but critics pointed to the
inefficiencies of the program and the growing spectre of youth
unenmployment.

The economic recession of the mid-1970s brought a
fundamental shift in the relation of educational supply to
employment demands. The rapidly increasing output of educated
persons from the education systems began to exceed the demand
of the labour markets. The high and rising level of youth
unemployment in both industrialized OECD (Organization for

Economic Co-operation and Development) countries and



developing countries of the Third World prompted researchers
and policy-makers to focus attention on the relation between
education and work. Vocational education re-emerged as an
important issue in the international debate on educational

development and planning.

1.1 Scope of the Study and its Limitations:

The growing mismatch between the qualification structure
which the schools produce and the skill structure which the
economy needs is a leitmotiv (a dominant recurring theme) in
current research on the complex and symbiotic relationship
between education and work. In both developed and developing
countries, this relationship is deeply rooted in the evolution
of political, social and economic systems. It plays a pivotal
role in the orientation of education around preparation for
labour markets.

The relationship between education and economic growth -

between the educational qualifications of the labour force
and the changes in the structure of occupations - is a matter
of concern not only among economists but also for
sociologists. While economists emphasize the link between the
educational system and occupational structure and the labour
market, sociologists focus on education as means of social
control and a means of legitimating inequalities in society.
This study is based on the premise that social and economic

relations are equally important in determining the role and



function of vocationally-oriented secondary schools 1in the
training and distribution of the young workforce in the labour
market.

Earlier, in the late 1950s and 1960s, interest among
resexzrchers focused notvonly on the need to widen access to
vocational education and training, but also on its relevance
to socio-economic conditions. The post-industrial revolution
period of the late nineteenth century and early twentieth
century and the post-World War II period in the developed
countries required skilled manpower to maintain and keep pace
with the technological developments. As production came to be
centred around factories, the education system began to play
an increasingly important role in imparting training and
developing skilled manpower. In the developing countries, the
restructuring of national economies based on European models
of industrialization and modernization led to an expansion of
post-primary education and the establishment of public
vocational education in the post-World War II period.

Recent trends - since the 1970s - indicate that
vocationalization is seen as an integral component of
education, the objectives of which include the attainment of
education for all and the development of human resources for
enhancing the capacity of developing societies for social and
economic progress. There has also been an emphasis in the
United Nations on viewing education as an essential right of

the individual. The rapid growth in education in the 1960s and
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of education systems would lead to greater mobility and thus
contribute to greater social equality. But experience in most
countries does not confirm this view and this has posed a
serious challenge to the political authorities who have made
"equality of opportunity" a major target in their educational
development plans. International debate focuses on this wider
purpose of education.

Even though every level of education - primary,
secondary, tertiary - has been permeated with vocationalism,
it is secondary schooling which has become the principal
manifestation of specific skill training and the most
important avenue of entry into the labour market. This thesis
limits the scope of the study to a critical examination and
analysis of the aims, objectives, problems, issues and
prospects of vocationally-oriented education at the secondary
level of formal schooling and does not include nonformal and
informal educational methods.

The purpose of this thesis is twofold: one, to critically
examine the burgeoning body of international literature on the
vocationalization of education and the renewed interest in
vocationalism; and two, to examine the experience of India in
vocationalization in the light of the economic and ideological
imperatives of vocationalism. In other words, the purpose is
to relate international perspectives on vocationalism to the

program of vocationalized secondary education in India.



described as the weakest link in the system of education.
Expanding and improving secondary education has not solved the
problems of unemployment and social and economic inequalities
associated with national development. The major issue is the
criticism that the quality of Indian secondary education is
poor. University education has received more attention in the
past because of its prestige and social demand. Elementary
education has been given sentimental emphasis because of
populist stances. The problem of secondary education is one
of reconciling the claims of general education with those of
nccupational skill in a manner compatible with the needs and
resources of the country. What promise does vocationalization
hold for the future in the present context of expansion of
secondary education, under-expansion of vocational education

and increasing unemployment in India?

1.2 Obijectives of the Study:

As mentioned earlier, to take a comprehensive view of the
program of vocationalization in India in the context of
international perspectives on its relation to general
education and its contribution to economic growth and national
development is the main objective of this thesis. This
necessitates an examination and analytical evaluation of the
concept, philosophy, objectives and implementation strategies

of vocational education. The form that vocationalization takes



Notwithstanding these differences, the common constraints on
implementation of vocationalization and the fundamental issues
of vocationalism ricocheting on the criteria of economic
efficiency and social equity indicate the convergence of
global education systems. Whether the country is capitalist,
socialist, or communist, policy makers regard
vocationalization as the solution to educational problems and
economic ills. In spite of efforts to justify its relevance
on the grounds of egalitarian ideology in most countiies by
introducing comprehensive secondary schooling that combines
academic and vocational tracks, vocational education or
diversification of secondary curriculum has been challenged
by critics who argue that it has not served the purpose for
which it was intended. On the other hand, it has created
problems and issues whicth are the focus of international
debate. The objective of this study is to identify these
issues and to understand them better by adding a global
perspective to them. The prevalence of vocationalism indicates
that it is an educational trend of international importance
and it is hoped that this study wiil contribute to furthering

our understanding of its globalization.

1.3 Sstudy oOuestions:
This thesis is based on a critical literature review of

the theoretical position taken by researchers in the



vocationalization as a response to the need to establish a
meaningful relationship between scheoling and the labour
market. Empirical evidence from the Western industrialized
countries and from the developing countries of the Third World
is used to weave the many threads of diverse vocationalization
programs into a patterned fabric in an attempt to find an
answer to the following questions. Why does vocationalization
emerge consistently as a recurrent theme for educational
planning? What factors and forces of ch:ige have influenced
the emergence of the ideology of the "new vocationalism"? What
is the overall impact of international trerds in vocational
education on developments in India which is embarking on an
ambitious program of diversification of secondary curriculum?
Why is the appeal of vocationalization so powerful in spite
of increasing evidence that it is ineffective as a general

solution to education and economic problems?

1.4 Sources of Information:

As the main objective of this study is to examine and
analyze the role of vocational education and training in the
context of cross-national perspectives, it was not possible
to conduct an in-depth field study in any particular country.
It is therefore based entirely on information and data
gathered from secondary sources. An extensive and intensive

library search revealed secondary data (from several
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material for the analysis.

Publications of scholars and researchers on the
theoretical rationale of vocationalization provided the
framework for a close examination and analysis of the theories
linking education and work. The question of the relationship
between vocationalization and the economics of education was
explored through the theories of human capital and human
resource development; the theories expounding the link between
education and econcmic growth, and education and the labour
market.

In the context of this theoretical background, it was
possible to survey the experience of developed and developing
countries through a study of government documents and papers,
reports of educational commissions and analyses of the same
published by researchers. Detailed accounts based on
ethnographic studies o©of the emergence of the ‘'new
vocationalism"” in England were studied as secondary sources
to describe the challenge it poses to existing policies and
their implementation and the trend of future policy
initiatives. The themes explored were relevant to the issues
and problems of vocationalization in other industrialized
countries and in the light of social and economic changes
taking place in these countries. Case study literature on
countries like the U.S.A. and the OECD countries was examined

for a review of the goals, principles and purposes of
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perspectives on vocationalization and its effectiveness in
relation to general education.

Empirical evidence located in journal articles, books,
seminar and conference reports, and evaluative studies of
programs initiated and funded by international agencies like
the UNESCO and its IIEP, the OECD, and the World Bank and its
affiliated organizations suppiemented scanty information
available from reports of locai agencies on the programs of
diversification of secondary education in developing countries
of the Third World. Case studies were used to examine the
issues of vocationalization which have deep historical roots
and links with development and economic growth.

The detailed study of vocationalization of education in
India, in the broad context of educational development and
ec~nomic growth, was organized through a review of historical
records, reports of educational and planning commissions,
documented government reports and recent/contemporary
publicaticons on the subject. As the purpose was to investigate
the factors influencing the development of vocatiocnal
education and training, it was necessary to trace the
historical antecedents to the British colonial period in order
to study the impact of shifts in economic policy on changes
in education policy. The periods under review are: the period
when the traditional educational system was almost wholly

replaced by the colcnial one (1813-1900): the period when the
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the Indian people (1900-1947); and the post-independence
period (1947 onwards) when India's economic policies and
strategies have largely determined the direction and pace of

change in the educational systemn.

1.5 Mode of Analysis:

The mode of analysis used for this study includes an
examination of:
1. the theories which vindicate the aims, objectives, and
purpose of vocationalization and provide the rationale for the
program on the twin criteria of economic utility and social
control.
2. the case studies of vocationalization programs in Western
industrialized countries and developing countries of the Third
World which indicate the structural pressures for introducing
the program and the constraints on the successful
implementation of the program.
3. the economic and ideological imperatives of vocationalism:;
their changing patterns; their prevalence and diffusion from

the industrialized to the industrializing countries.

1.6 Organization:
The thesis is organized into an introductiiry aapter,

four major chapters, and a concluding chzgter. The
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a theoretical framework encompassing a review of the
literature on theories expounding the relationship between
education and economic growth, education and work, education
and unemployment. These theories provide the rationale for
vocationalization as a response to the articulation of
schooling with the labour market.

Chapter 3 1looks at the nature of vocat.onalization
programs in the advanced, industrialized countries and
examines the issues of the "new vocationalism" in Britain.

Chapter 4 <covers the diversification of secondary
curriculum programs in the developing countries of the Third
Wo."ld and explores the historical roots of the problems
encountered in the development of vocational education.

Chapter 5 examines attempts in India since the colonial
period to interface secondary education and work with greater
efficiency and equity and the corresponding probtlems and
issues.

The concluding chapter serves to bring together and
synthesize the results of the preceding analysis on the limits
and possibilities of vocationalization of secondary education

in India and other similar developing countries.
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THEORETICAL FRAMEWORK

Introduction:

The diversification of secondary school curriculum or
curriculum change in a practical or vocational direction is
an educational strategy that has been introduced, with varying
degrees of success and with different outcomes, in both
developed and developing countries. It has given rise to a
controversial issue which has refused tec stay "buried"
(Bacchus, 1988:33). The main objective of diversified or
vocationalized secondary education, according to policy makers
and planners, is to prepare and equip secondary school
students for the world of work by introducing changes in the
curriculum to make it more relevant to the labour market.

Historically speaking, vocational education has deep
roots. In the general sense, it is as old as mankind itself.
For centuries past, vocational education was organized, in the
form of apprenticeship, for future master-craftsmen or skilled
tradesmen. It grew out of a social need for a skilled
workforce and was shaped by the changing needs of the
workplace. The introduction of mechanical power and the
consequent rise of large-scale industry in the nineteenth
century; increasing automation and technical progress and the
consequent economic and social changes revolutionized the
traditional concept of vocational education. Since the Second

15
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be challenged. In the contemporary world, life has become
predominantly work-oriented and the structural theorists hold
the view that the primary role cf education is to produce a
work force whose requirements may be defined as behavioural
skills needed to fit future work roles (Simmons, 1974:8).
Trained workers have become important to the realization of
national goals and vocational education faces a unique
challenge in the years ahead - a challenge rc. ‘ed in the
social and economic welfare of people.

This chapter first looks at the new rationale of Human
Resource Development as investment in skill development. This
is dJdeeply rooted in the theoretical debate over the
relationship between education and economic development. Is
investment in human capital (expenditure on education) a
profitable investment for the individual and for society? Does
it increase prcductivity and economic growth? An attempt is
made to find an answer to these questions in the abundant
literature on human capital research. In relation to the world
of work, schooling has certain functions to perform. These are
examined in the context of theories of education and work. The
precise relationship between vocational education and the
labour market has been the focus of the Balogh-Foster debate
i 1960s. The major issues underlying this international

de*. :ch continues to hold the interest of researchers,

16



¢ identified and examined. With the emergence of
unemployment as a worldwide probklem, research is once again
focused on the reliationship between education and work in an
attempt to fiird au =znswer to the question of the relevance of
vocational education and training to a changing labour market.
In brief, this chapter attempts to present a broad theoretical
framework as a background to the current international debate
on the objectives, problems and prospects of vocational

education and traininc.

2.1 Education and Human Resource Development:

In the second half of this century, scholars from a
variety of disciplines have extensively documented the role
of education in many facets of development. The rapid
expansion of education in most countries since the Second
World War has been largely motivated by economic or human
resource development. It was repeatedly pointed out by
econonists that the process of economic growth was greatly
influenced by “he quality of human resources. They emphasized
that "human 1esources, not capital or income nor material
resources, constitute the ultimate bkasis for the wealth of
nations" (Harbison, 1973:3).

The ensuing debate on the underlying issues of
"economics and education" stemmed from the works of Schultz
(1961), Becker (1964), Denison (1962), Hanson (1969), Weisbrod

(1969) and Blaug (1968, 1969) and others who argued that
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"people enhance their capabilities as producers and as
consumers by investing in themselves and that schooling is the
I .rgest investment in human capital"™ (Schultz, 1964:x). The
human capital theorists postulated the close connection
between a nation's productivity and its human resources in
terms of the levels of skills, ability and education of its
population (Bowman, 1966). The evidence of the 1960s
demonstrated that the education of large numbers of people
alone did not create or generate employment. A nﬁmber of
international organizations, including the ILO and the Ford
and Rockefeller Foundations, were engaged in intensive
analyses of the education-employment nexus in developing
countries in the early 1976s (Edwards and Todaro, 1974:27).
This led to abundant literature on the relationship between
education and employment in developing nations and the
evolution of policies on Human Resource Development (HRD). We
will concern ourselves with these two aspects in so far as HRD
and employment have influenced and become the 1leading
challenge of economic developnent.

HRD is mainly concerned with the development and
allocation of human resources in occupations (Mehmet, 1988:1).
Its rationale is to facilitate socio-economic development by
improving and enhancing the gquality of the work force.
Knowledge and skills are acquired for ultimate exchange in the
labor market. In the 1960s, HRD was interpreted as public

investment in higher education which was expected to produce
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manpower for accelerated national development. Research on the
economics of higher education (Schultz, 1961; Blaug, 1968)
based on rate-of-return studies of investment in education
(Becker, 1964; Psacharopoulos, 1973; Psacharopoulos and
Woodhall, 1985) and manpower forecasting exercises (OECD,
1962; OECH, 1964) emphasized the need for large-scale publi¢
investment in higher education as a necessary prerequisite for
producing the much required high-level manpower particularly
in developing countries (Harbison, 1973). It was justified on
three grouvnds. First, higher education would promote equality
of educational opportunity by narrowing income differentials
and raising the quality of human resources (Schultz, 1972).
Second, public investment in higher education was justified
on the basis of rates of return studies (Becker, 1964; Blaug,
1968). Third, education was a major source of economic growth
and consequently countries should achieve equilibrium between
the educational system's output and the requirements of
economic growth for national development.

Evidence from many developing countries on the
unprecedented expansion in higher education during the 1970s
and 1980s suggests that the role of public higher education
both as an income equaliser as well as manpower producer is
very much in doubt. It falls short in relation to the twin
criteria cf efficiency and equity (Mehmet, 1988:4). In the
light of these developments, an alternative explanation, like

the "Screening Hypothesis" has been put forth to account for
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tne recent rapid expansion of higher education. Formulated by
Arrow (1973), Taubman and Wales (1974) and others, this
hypothesis argues that higher education is a "filtering
device" which does not infiuence productivity of graduates and
that the university is a "service station" performing the role
of grading, classifying and providing credentials for
prospective employees of future employers. Important social
and environmental factors as well as personality differences
are responsible for differences in choice of educational
careers and income differentials. Although the "diploma
disease" (Dore, 1976) is a world-wide phenomenon,
credentialism with its undue emphasis on "paper
qualifications" continues ac an inefficient and inequitable
dysfunctional practice and as a colonial legacy in a majority
of Third World countries. It creates a distortion in the wage-
productivity relationship resulting in wasted resources and
retarded economic growth (Mehmet, 1988:12).

HRD has acquired a new rationale even though conventional
arguments continue to favour public investment in higher
education on the assumption that it is a public good provided
by the state and there is a social demand for it for climbing
up the socio-economic ladder. HRD policy makers and planners
in the 1980s, particularly in the developing countries, have
realized the importance of the training of "blue-collared!
workers and the need to invest in skill development for the

purpose of increasing the productivity of technical and sub-
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professional manpower. As & result of rapid technological
changes, skill-training is assuming great importance in
promoting rural development and small-scale industrialization.
With the exception of the skill development policies of Japan
and the Far Eastern NICs (Newly Industrialized Countries) or
"Gang of Four" (Singapore, Hongkong, Taiwan and South Korea),
other developing countries, by contrast, tend to over-invest
in university education and under-invest in sub-professional
skill development. In order to correct this imbalance in the
pattern of educational investment, innovative strategies for
diversification of secondary education to expand vocational
and technical education in order to encourage entrepreneurslip
and self-employment are targeting HRD programs to train and

educate not only workers but future workers-cum-managers.

2.2 Education and Economic Growth:

Since the 1950s there has been a tremendous growth of
research and publications in the area of the economics of
education. Some of the topics which have been the focus of
international debate are: the contribution of education to
economic growth , the profitability of investment in education
(social and private returns to education), the role of
educated manpower in economic development, the costs of
education (cost effectiveness and productivity), the financing
of education, and the effects of education on the distribution

of income and wealth.
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iue Yueslion UL 1OW educatlon COontriputes TO eCOonomlc
growth continues tc dominate the vast literature on the
economics of education and has recently been expanded to
include the controversy about the relative importance of
general education versus diversified or vocationalized
education in post-compulsory schooling in developed and
developing countries.

Since World War II, economic growth has been a consistent
goal of most countries. For developed countries like the
U.S.A. it means reducing unemployment as well as increasing
the social welfare of the people. For developing countries
like India, it means trying to raise the standard of living
and to reduce widespread poverty and deprivation. The goal of
attainment of high, steady rates of economic growth, as
measured by the growth rate of gross national product (GNP)
has not been reached by many countries.In attempting to
understand the process of economic growth, economists have
examined, among other factors, changes in the size and quality
of the labour force. The contribution of education to economic
growth is presumed to occur through its ability to increase
the productivity of an existing labour force in various ways,
including both general education and vocationalized or
technical education. However, while a shortage of educated
people might 1limit growth, it is not clear what kinds of
education will assist economic growth - general formal

education, technical or vocational education or informal
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educatilon reljateu Lo SpeClllcec JVUS (NNLICRD, L1707} .

World Bank studies show that in general, countries that
have higher levels of income (like the U.S.A., France, Sweden)
also have high levels of educational attainment (higher adult
literacy rates and higher enrollment rates) but this does not
mean education is a necessary cause of higher levels of output
and income. Economists argue that education 1is both an
investment good and a consumption good. As income grows,
people demand more education as they can afford more education
both for themselves and for their children. Whether this
education contributes to raising productivity and stimulating
economic growth reinains a debatable topic in the literature
on education and economic growth. What is clear in the
literature is the overall agreement among economists that
education has an impact on participation in the labour force
and national economic growth and that human capital, a
critical element in the production function, explains
differences in productivity growth between developed and
developing countries.

The theoretical debate over the relationship between
education and economic development has shifted dramatically
in recent years. Arguments rooted in the human capital
perspectives, which dominated research in the 1960s and early
1970s, have been criticized and partially supplanted by
Marxist and neo-Marxist conceptualizations founded in the

dependency and world-system perspectives. Earlier, theorists
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were the mechanization of agriculture, rural-urban migration,
the expansion of a national market, a mass communications
network, a decline in mortality and fertility rates, and an
increase in political participation (Benavot, 1989:15). As
such, human capital theorists regarded the provision of
education as a social and productive investment in human
capital, as profitable as investment in physical capital.
Regarding education's purported role in the process of
economic development, early human capital theorists (Schultz,
1961; Denison, 1964; Inkeles, 1974) argued that the main
contribution of education to economic growth was to increase
the level of cognitive skills possessed by the work force and
consequently tc improve their marginal productivity. The
greater the provision of schooling, the greater the stock of
human capital in society and the greater the increases in
national productivity and economic growth. Recent researchers
argue that the "linefficiencies" associated with educational
expansion in the Third World (high drop-out rates, poor-
quality schools, repetition of grades) point out that it is
not the scale of educational provision (enrollment rates) that
is critical to economic growth but the actual amount of
education attainment embodied in the paid 1labor force
(Psacharopoulos and Arriagada, 1986).

Recent theorists focus on the dynamics of the world

system that cause economic transformations in both the core
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foreign investment capital and the dependence on imported
technologies constrain long-term economic development, others
hold the view that integration in the world system may have
contributed to economic growth in the Third World (Benavot,
1989:15). Thus while human capital theorists argue that
education increases productivity, according to modernization
theorists educational expansion, through its effects on
individual values, beliefs and attitudes, accelerates the
buildiny of a more productive work force and sustained
economic growth (Halsey, Floud and Anderson, 1961).

During the 1970s, the human capital and modernization
perspectives hecame the focus of international debate,
especially in the context of Third World
development/underdevelopmant. Researciiers stressed that
educational expansion led to credentialism. According to themn,
learning relevant skills became secondary in importance to
acquiring credentials (Collins, 1979). The unsatiated demand
for education increased the preponderance of credentialism,
educational inflation and vocationalism, thereby placing
severe constraints on the limited resources of developing
economies (Dore, 1976). The neo-Marxist theories of
underdevelopment propounded by Amin (1973) and Frank (1967,
1978) and of education's role in reproducing existing social
and economic inequalities (Carnoy, 1974) gquestioned the view

that education was an important precondition for economic
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of education on economic development were far more probismatia

and contradictory than earlier theories had assumned.

2.3 The Concept of Human Capital:

Human beings invest in themselves, by mezns of educatio=,
training, or other activities, which raises their future
income by increasing their lifetime earnings. This concept was
developed in the 1960s by the American economisis Theodore
Schultz and Cary Becker. Earlier, a number of classical
economists like Adam Smith had pointed out th:i education
helped to increase the productive capacity of workers
(investment in human capital) in the same way as investment
in physical capital increased the productive capacity of a
factory or other enterprise. Schultz (1961) and Becker (1964)
analyzed educational expenditure as a form of investment and
developed a theory of human capital formation and further
analyzed the rate of return to investment in education and
training.

Since that time :the concept of human capital has
dominated the economics of education and it has had a powerful
influence on the analysis of labour markets. The human capital
model of labour markets considers the schooling process to be
intimately related to labour market behaviour. According to
this theory, all productivity-relevant differences between

individuals can be scaled along a single dimension - the
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individual "acquires" human capital through investment in
education and post-school investments in on-the-job training
(Becker, 1967; Mincer, 1970). Workers supply what employers
demand - human capital. Economists who use human capital
models believe that among major components of productivity
under modern technological conditions are cognitive skills.
Years of schooling completed and years of experience are
indices of an individual's productive ability, her/his
intellectual and technical skills. These are easily observable
by employers who have little problem relating human capital
to productive capacity. However, investment in human capital
remains a controversial issue. Critics argue that education
does not increase the productive capacity but simply acts as
a "screening device" which enables employers to identify
individuals with higher innate ability or personal
characteristics which make them more productive (Woodhall,
1987:21). Schooling is correlated with productivity but
contributes 1little to productivity. According to this
hypothesis, the investment in schooling benefits the
individual by allowing her/him access to high-paying jobs, but
contributes little to her/his job performance and nor does it
add to society's stock of productive resources (Carnoy,
1980:24). This has been refuted by others who argue that
investment in education and training can produce different

results for different groups in the society.
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a significant part of the differences in wages paid to
different groups in society is a function of the social
organization of production; that is, who controls the means
of production and for what purposes production is used. Out
of the inherent antagonism of labour and capital, members of
the working class are pitted against each other through
"segmenting" themselves into different groups. They are paid
different wages and perform different kinds of work. According
to Carnoy (1980), under "segmented labour market" theory, an
individual can improve his chances of being employed by
increasing his level of schooling. But giving more education
to disadvantaged and minority groups will not raise their
employability. This is because it is the nature of the labour
market and the capitalist control of that market which
determine the level of unemployment ar’' wages and those who
are more susceptible to being unemployed (Carnoy, 1980:112).
While education and training will increase certain kinds of
labour skills and may contribute to economic growth,
"segmentation" theory suggests that structural changes in the
econony are necessary to achieve equity, economic development
and full utilization of human resources.

The results of studies conducted and reviewed by
Psacharopoulos (1973, 1981) confirm that expenditure on
education (investment in human capital) is a profitable

investment both for the individual and for society. However,
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adequate measure of the economic benefits of education and it
is difficult to decide which of the two - human or physical
capital - represents the more profitable form of investment.
As mentioned earlier, critics have also argued, in accordance
with the "screening" or "filtering" hypothesis (also known as
the ‘"certification" or '“sheepskin" argument in the
literature), that education simply confers a credential which
enables the holder to obtain a job without directly affecting
his or her productivity (Blaug, 1987:119). Some writers call
the view that employers value the certificate or diploma
provided by the educational system, rather than the knowledge
and skills that are taught in schools, "credentialism". Some
critics even argue that in developing countries
"credentialism™ has become a "diploma disease" (Dore, 1976).

This hypothesis generated considerable controversy in the
1970s. A number of ecorumists argued that while a "weak"
version of the hypothesis is acceptable since educational
qualifications are used in selection processes (Blaug, 1972,
1987; Chiswick, 1973; Layard and Psacharopoulos, 1974), there
is no evidence to support the "strong" version of the
hypothesis that education has no direct effect on
productivity. Psacharopoulos (1979) argued that the fact that
employers continue to pay educated workers more than
uneducated workers throughout their working 1lives refutes

this.
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influenced by the idea of education as a "screen" or "filter".
Blaug (1987:100) who describes research on investment in human
capital as "a slightly jaundiced survey" of *+he empirical
status of human capital theory, argues that the "screening"
hypothesis serves as a reminder tl.at education does far more
than impart knowledge and skills. The possession of an
educational qualification indicates that an individual has
certain abilities, aptitudes, and attitudes, but it is the
educational process that contributes to shaping and developing
those attributes. Tnus the concept of investment in human
capital must be extended to include activities which affect
personal attributes as well as skills, and it must recognize
that such activities increase workers' productivity in a
number of ways (Woodhall, 1987:31). There is now a widespread
view that education affects productivity both directly, by
imparting vocationally useful knowledge and skills, and also
indirectly, through its effect on attitudes.
As Mincer sums up the debate:-
The productivity and screening functions of
schooling are not mutually exclusive in a
world of imperfect information .... The
controversy, if any, concerns the relative
importance of the productivity and screening
functions of schooling in affecting earnings.
(Mincer, 1980:125)
The human capital research has influenced many programs
that have developed in recent years in response to increasing

unemployment among young people and these programs are
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increasingly concerned with forging closer 1links between
general and vocational education, training, and work
experience, all of which represent investment in human

capital.

2.4 The Functions of Schooling in Relation to_Employment:
The issue of vocational education is complex and the
whole concept 1is treated as problematic. Researchers -
historians, sociologists, economists and educators - have
attempted to unravel the many threads that make up the
complex web of the relationship between education, training
and work. Education has always had a close link with the
world of work. Since the end of the Second World War, in
particular, schools have increasingly been expected to
develop in young people the knowledge, attitudes and skills
which will enable them to contribute to the economy. It is
generally believed that educational institutions perform the
functions of selection, socialization, orientation, and
preparation in relation to employment (Watts, 1985).
Educational qualifications or credentials are necessary
prerequisites for selection to many occupations. Even though
the case for credentialism is built on the principles of
efficiency and competence (the most able people get the most
demanding jobs) and equity (talents and efforts rather than
the accident of birth determine the social status of

individuals) it is also argued that educational
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qualifications are wused as «criteria for entry into
occupations because they ars convenient to administer and
defensible in public.

A second function of educational institutions in
reiation to employment is one of influencing the attitudes
of students to the world of work. The structure and social
relations of education reflect and reproduce the structure
and social relations of the work-place (Bowles and Gintis,
1976) . The process of socialization into employment remains
a strong feature of the educational system as the schools
nurture, within young people, attitudes and behaviour in
keeping with their likely future levels of participation in
the labour force.

The third function is to use the curriculum to help
students understand the choices they will have to make on
entering the world of work. This function includes career-
education program: and learning about work as part of the
preparation of their role of citizen.

The fourth function, according to Watts, is that of
promoting the acquisition of specific skills and knowledge
which students can apply directly after entering employment.
It is these skills which draw attention towards the need to
vocationalize education. Yet the general view has come to be
that introducing vocational education in schools requires
resources, equipment and expertise which schiiels rarely

possess. Furthermore, it runs the risk of limiting pupils®
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occupational horizons prematurely and developing sSKills which

would rapidly become outdated in a changing labour market.

2.5 Theories of Education and Work:

Education and work are connected in most societies.
Theories of the relation between education and work can be
either normative or positive (Levin, 1987). The two normative
theories are as follows. One theory holds the view that a
major function of schools should be the preparation of
workers to serve the system of production. Schools should be
designed for "social efficiency" by preparing workers for the
existing economic order. The criterion of success is the
degree to which the schools provide trained manpower to
fulfil the needs of firms.

The second normative theory holds the contrasting view
that schools should serve the ideals of providing a moral
education dedicated to human development and democratic
ideals without reference to the needs of the workplace.
(Dewey, 1916 and participants in the Progressive Education
Movement in the U.S.A.) John Dewey's philosophy of
pragmatism, instrumentalism or experimentalism emphasized the
concrete over the more abstract problems of life and showed
the significance of schools as social institutions. It
fostered progressive education in which experimental methods

would develop student initiative. Dewey was a strong
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proponent OI Vvocatlional education whicn, 1n nl1s view, woula
bridge the gulf between knowledge and action. Further, it
would provide the skills and attitudes necessary for living
in an age of science. Vocational education was needed as a
form of practical education for the masses to counterbalance
the emphasis on liberal education for the elite.

Thus there are two dominant views based on normative
theories about the relationship between education and work.
The first view, the social efficiency view, focuses on the
value of education in preparing the young for existing adult
roles. In this framework, schools exist as part of a broad
system of socialization for competence. The emphasis is on
the "output" of the school rather than the process itself;
competent workers must have specific skills and attitudes
which the schools must provide in order to create a properly
socialized adult workforce. The second derives from the
philosophic view that education creates social growth, a view
closely associated with Dewey who saw in education the
potential for transforming the young so as to create a more
desirable future society. Education is to be justified, not
by its external returns, but rather it is to be measured
against the intrinsic value of the process itself 1in
developing the talents of the young. In this context, the
preparation of the young for the workplace is denigrated in
favour of preparing them for creating a system of work in the

future based upon the values that will arise from their
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Most capitalist societies seem to have been influenced
by the logic and values underlying the "social efficiency"
approach and the notion of "correspondence" between the
structure of the schooling experience and that of the
workplace. In this view, the schooling process contiibutes to
the formation of workers, and in doing so, to the
reproduction and expansion of the production process.
Educators and social thinkers are opposed te the concept of
separating vocational and general education on the ground
that such segration leads to undesirable status distinctions
between individuals because of their occupational choices and
to false superiority-inferiority attitudes towards equally
essential aspects of education.

While normative theories emphasize an ethical or moral
approach to what should be the relation between education and
work, positive theories attempt to explain the observed
connections between education and work. The human capital
theory offers an explanation of the relation between the
educational system and the system of work. It 1links
specifically labour markets and returns to investment via
labour market participation. Although it does not address the
issue of "correspondence" between schooling and the workplace
directly, it does propose investment returns as the ultimate
guide for educational decisions, and expects that families

and societies will attempt to make certain that education is
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Sociologists have put forward different explanations to
the close correspondence between the organization of schools
and that of the worknplace. Functionalists view schools as the
single most important agency of socialization for creating
competent adult workers for modern work institutions
(Parsons, 1959; Inkeles, 1966; Dreeben, 1968). This approach
argues that schools can be understood as a response to the
need to prepare workers for the technical requirements and
social organization of modern work enterprise. Since workers
have little or no control over the product or nature of their
work, it is necessary to motivate them through rewards that
are external to the work itself, such as money and prestige.
Similarly in schools, there are external rewards such as
grades, class ranks, and diplomas (Dreeben, 1968).

However, the functionalist approach has been criticized
on two grounds. First, although both schools and workplace
have changed over time, the forces of change that dominate
both the school and the workplace are not evident in the
functionalist explanation of the correspondence between
education and work. What forces and processes have shaped and
continue to shape the schools? What are the connections
between changes in the workplace and the education of the
young? Second, the functionalist approach does not take into
account the differences in the treatment by schools and

workplace of race, sex, and persons from different social-
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Schools are seen by Marxist theorists as instrumental
in preparing wage labor that will be properly inculcated with
the skills, wvalues, and attitudes to accept the capitalist
order and to contribute to capital accumulation (Apple, 1979:;
Althusser, 1971; Bowles and Gintis, 1976). These theorists
focu: on a dominant capitalist class moulding the structure
and agenda of the schools either directly or indirectly to
reproduc:e exploitable labour power for the needs of capital
expansion and to mediate the contradictions of capitalist
production. Their explanation, however, does not take into
account the fact that schools tend to be more equitable and
democratic than the workplace and that there are greater
opportunities for upward educational mobility than upward

occupational mobility (Apple, 1979).

2.6 The International Debate on Education and Work: Major

Issues:

In the development of education, a long standing issue
has been the controversy over diversified secondary education
or vocationally-oriented education. This issue is 1linked
inextricably to the issues of productivity or efficiency and
social equity of education and job training and to the more
fundamental question of how these can be substantially
improved in rapidly changing economies. These issues have

become increasingly important in the light of the widening
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in the variant demographic trends, patterns and tendencies in
developed and developing countries. Worker productivity has
become a central concern worldwide since the mid-seventies
and especially so in those countries where schools are
turning out masses of educated youth who cannot all match the
skill requirements for available jobs, the supply of which is
severely limited in the labour market in any case (Ishumi,
1988). The current debate focuses on new perspectives on the
"school/work/society" dimension, that is, the costs and
benefits of a greate. emphasis on vocationalization.

While the recent interest in vocationalization of
education in the West is related to the changing
international economy, the debate over the pressing need to
vocationalize schooling in the Third World dates back to the
1960s (Foster, 1965b; Hanson and Brembeck, 1966; Lillis and
Hogan, 1983). In his proposal, to relate education more
directly to production, Balogh argued for using the schools
as the training agents for the production process, gearing
their curricula and teaching to produce skilled people who
could step directly into jobs, having been fully and expertly
prepared by the schools. Balogh's arguments were mainly
concerned with considering a balanced educational program for
the newly independent countries of Africa where, he argued,
agricultural backwardness was the gravest cause of poverty,

hunger, misery and even 1illness (cited in Hanson and
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reform in African countries, therefore, was the reorientation
of schooling towards agricultural progress.

In his rebuttal, Foster pointed out the questionable
nature of Balogh's view of the role of vocational education
in economic development. For Balogh, school was an extremely
flexible institution that could accomplish almost anything as
an agent of social change and adapt its operations to
problems not included in its historic tasks. The school
possessed independent power that enabled it to invoke social
change by direct intervention.

Foster's major disagreement with Balogh was twofold.
First, unlike Balogh, he did not place much reliance upon the
schocol or formal educational institutions in carrying out
social change and was skeptical about the power of the school
to solve problems that were created outside the school.
Second, Foster did not view vocational and general education
as substitutes for each other; rather he saw them as
essentially complementary. He argued that academic education
was pre-eminently a vocational education which provided
access to the highest paid occupations in Ghana. It was
fallacious to reason that vocational aspirations of children
would be altered by massive changes in curriculum; that by
changing the curricula and introducing agricultural and
technical subjects the aspirations of young people would be

directed towards agricultural activities and consequently the
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the growing volume of unemployment would be checked.
Vocational aspirations are determined by factors which lie
outside the schools - "the structure of incentives within the
economic system and the degree to which the institutional
framework provides a milieu which 1is supportive of
entrepreneurial activity" (Hanson and Brembeck, 1966:173).
Since the Balogh-Foster debate, issues connected with
vocational education have assumed increased importance as
varied solutions to unemployment and strategies to improve
education have been proposed. One view is that vocational
education and training should be delinked from public and
formal schooling. Studies (based on World Bank and UNESCO
data) show that the benefits generated by vocational
education do not exceed those of dgeneral education
(Psacharopoulos and Loxley, 1985). Consequently, the most
socially efficient way of providing specialized skills in a
given economy is the function of specialized vocational and
technical insti“utions rather than the formal school system.
The second contrasting view holds that, notwithstanding the
many dilemmas and questions, vocational education has
presented itself as one of the solutions of the future. For
most countries across the continents, four major patterns of
vocational education have been identified. These serve the
purpose of providing specific skills for employment or

employability in a range of job categories. They also
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Further, by calling a halt to the movement of youth from
rural to urban areas they thereby check the transfer of
manpower and skill resources from the needy traditional
sectors to the modern sectors. According to Ishumi (1988),
these four principal approaches to vocationalization of
education are: (1) parallel vocationalized systems, (2)
diversification of the total system, (3) vocationalizing a
component of the core curriculum and (4) establishment of
specific non-formal training-cum-production centres.

In the first pattern, parallel, practical, vocationally-
oriented programs like the agricultural school and the trade
schools or polytechnic centres serve the purpose of creating
manpower for economic growth in situations where lower-level
school graduates cannot be absorbed at higher levels in the
formal system. But they are often relegated to a second
position as second-chance institutions for 1less capable
individuals.

The second pattern which argues for whole-systen
vocationalization aims to integrate education with work, to
de-emphasize elitist bookish knowledge and to orientate
students' attitudes towards society, the community
surrounding them and the world of work. But the problem is of
striking and maintaining a right balance between education
and production as a twin-package for all schools (Ishumi,

1988).
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vocational subject or group of subjects as a compulsory
component of the curriculum takes care of the students'
academic and intellectual development and at the same time
sensitizes them to alternate vocational avenues possible in
the world of work upon leaving school. But such an approach
does not claim to be steeply vocational as such for the
stress is placed on influencing attitudes and interests at a
pre-vocational stage.

The fourth pattern consists of low-cost, out~of-school,
pre-employment-entry institutions designed to offer post-
primary vocational training, trade training and/or work
experience to primary school leavers. But notwithstanding
tangible results such as addressing the mounting problem of
school~leaver youth unemployment and lowering training costs
by engaging in the production of goods and services, these
nonformal institutions are only seen as second~ or third-
alternative institutions after "failure" with the originally
targeted conventional academic school.

Since most newly independent Third World countries in
the post-World War II period did not have an industrial
tradition and base, they were encouraged to adopt and emulate
Western patterns of vocationally-oriented education with very
little attempt to examine their appropriateness, relevance
and cost-effectiveness. The inappropriateness of the Western

models of vocaticnal education to Third world countries
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the Third World with the exception of the NICs.

The world economic crisis of the mid-1970s and 1980s was
accompanied by a big fall in the ©prices of primary
commodities. With the onrush c¢f industrial development
strategies and in order to facilitate the multi-national
companies' manpower needs of skilled and semi-skilled
workers, many Third World countries accelerated their
vocational education and training programs even though the
assumptions underlying the Western model of vocational
education whose underlying "fallacy" was pointed out by
Foster (1965) had begun to be dquestioned. A policy of
investment in labour-saving equipment and machinery and a
policy of continuous displacement of workers in order to make
the manufacturing process cost-efiective and therefore
competitive created 1in the 1970s and 1980s not only
unemployment but a wastage of skilled manpower in Third World
countries (Selvaratnam, 1988:137).

A matter of continuous debate is the precise
relationship between vocational education and the world of
work. In times af rapid technological change, societies face
the problems of the knowledge base of occupational training,
the vocationally-oriented educational system, and the
industrial structure itself (Musson, 1982; Zymelman, 1985).
Consequently the realities of the changing labour markets

must be taken into consideration before a country decides to
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education at the school level continue to be the focus of
international studies of vocational education conducted in
both developed and developing countries. This evaluation of
vocational educaticn programs has led to a radical rethinking
of the structure, content and process of both formal and

nonformal education systems in Third World countries.

2.7 Education and the Labour Market - the Issue of

Jdnewployment:

Research in the past few decades has also attempted to
understand the massive problems of widespread and increasing
unemployment and underemployment in both developed and
developing countries. One of the issues of educational
planning in the 1970s, following the Balogh-Foster debate on
vocationalism in the 1960s, was the issue of educational
reform when it is unaccompanied by reform of the labour
market. Economists argued that the problematic phenomena of
unemployment and overeducation, especially in Third Wworld
countries, are brought on mainly by imperfections in the
labour markets, besides other factors 1like demographic
trends, misguided public policies on education and employment
and institutional deficiencies of the educational system
(Irizarry, 1980:342).

Young people (15-24 age group) are usually more affected
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by unemployment than adults. The causes are many. However,
the most frequently suggested explanation is that young
people are uremployed because they are unskilled and they are
unskilled | "+ .e they are untrained and poorly educated.
Thus, it has become commonplace to assign a central role to
education in solving the "youth unemployment problem"
(Jallade, 1987).

Economists and sociologists argue that youth
unemployment is mainly caused by a number of economic,
demographic, educational and attitudinal factors. Lagging
economic growth and increasing population growth dramatically
affect the supply of labour. Many argue that large numbers of
young people are unemployed because they are uneducated and
lack marketable skills for Jjobs available and consequently
the solution lies in more and better education. Critics of
this view remind us that today's young people are, on
average, far better educated than their elders at least in
terms of number of years' completed schooling. Second, a good
level of general education no longer guarantees ready
employment. Moreover, a substantial proportion of jobs do not
require education beyond the level of compulsory schooling.
Yet those who argue that youth employment is due largely to
lack of education and training, call for more education, to
assess the nature and content of the learning that goes on
within schools and to complement formal education with

vocational training in order to increase "employability".
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Rather than blaming the lack of general education or its
poor quality, many believe that a number of young people are
unemployed because the education system has failed to provide
them with the specific marketable skills that employers want.
In spite of their general education, school 1leavers are
referred to as "unqualified" because they lack professional
training. Such a situation provides a rationale for
estakiishing vocational education and training as a
transitional area between formal education and employment. In
recent years, a number of employment-related training schemes
and strategies have been introduced in a number of developed
and developing countries. But as critics of vocationalization
point out, evaluation studies on the effectiveness of
vocational education and training on the "employability" of
workers have failed to produce conclusive evidence to answer
the question of whether or not vocational training is the

right remedy for unemployment.

Conclusion:

In summary, both as a consequence and as a cause of the
development of the human capital theory, education has been
accepted as an aid to the achievement of individuals'
economic ambitions and/or national economic and social
objectives. In both developed and developing countries, where
large numbers of young people are unemployed, the focus of

educational debates has been the relationship between
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school-leaver unemployment have tended to be sharp and many
put the blame on the schools themselves and on the antimanual
work aspirations which they are said to produce through
inappropriate curricula and teaching methods. 1In most
countries, schooling is planned and assessed according to its
contribution to manpower needs and creation of a productive
labour force. General education provides the basic skills
which will increase an individual's productivity in all jobs,
whilst vocational education, on the other hand, will increase
an individual's productivity in a narrower range of jobs by
providing more specific skills. But in practice, linking
education and work is fraught with difficulties. Each country
will have to find its own solution according to its socio-
economic milieu - a solution to the problem of growing
numbers of the young unemployed who are in desperate need of
help at a crucial stage of their lives.

In the following chapters an attempt will be made to
examine evidence available from the industrialized world and
the developing countries of the Third World where a solution
to the problems outlined in the theoretical debate has been
sought in vocationalization programs and the ideology of "new

vocationalism".
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INTERNATIONAL CASE STUDIES - THE DEVELOPED WORLD

THE "NEW VOCATIONALISM"

Introduction:

Technology, as organized knowledge, is a prime and
growing force for social and economic change throughout the
world. The momentum of change has accelerated since the Second
World War. Recent eccnomic changes affecting most countries,
coupled with a number of political, demographic, and social
factors, are modifying attitudes regarding the value, status
and role of general and vocational education. The slow-down
of global economic growth, the contraction of the job market,
and widespread youth unemployment in both developed and
developing countries have led to a questicning of the nature
of the link between schooling and work and the contribution
of formal education to economic growth. As a result, a new
approach to the acquisition of skills which, it is arqued,
would make it possible to absorb new knowledge and learn new
tasks throughout life - both of vital importance in a period
of rapidly advancing technology and changing society - has
emerged.

Efforts have been made in a number of countries, both
developed and developing, to integrate work into the school

curriculum, and to break the long-estaklished dominance of
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mismatching between requirements and output suggests that
these attempts have not been successful. Vocational education
and training is too often kesing done for a rapidly receding
mechanical age, not for the new technological era. Since the
range ~ skills required in future jobs is not perceivable,
there . n1eed for a new understanding of the relationship
between educatiorni and work, and between the school and the
workplace.

When the problem of educated unempioyment began to emerge
in the 1960s, the vocational school solution became the
recommended cure for the "academic bias" of traditional
education. The o0il and inflation crises of the early 1970s
and the extended economic recession of the 1970s and 1980s
together with the accompanying high levels of unemployment
and growing disenchantment with educatien brought major
changes in the relationship between education, training and
employment.

This chapter first looks at the changing perspectives of
general education and vocational education in Western
industrialized countries. While the former includes the
academic, pragmafist and polytechnic paradigms of general
education, the latter raises the issue of whether technical
training/job training should be part of general education or
imparted outside schooling and in industry. To resolve the

issue one needs to understand the relationship between
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Vocational education and training systems in the U.S.A.,
Norway and West Germany are examined with a view to establish
4 1ink between standardization (provision of equal educational
standards) and stratification (selection procedure) and their
impact on educational attainment, occupational status and job
changes. Can this typology be used for evaluating vocational
education in developed and developing countries? Recent trends
in vocational education and training in the U.S. and Canada
are reviewed because they address the current international
debate on the crisis affecting vocational education in the
high school. In Britain, the "new vocationalism" is a bid to
tighten the bond between schooling and the labour market. The
factors influencing its introduction and development are
discussed. The schemes launched under the new program and the
debate on the objectives, goals and problems of the "new

vocationalism® are reviewed.

3.1 General Education and Vocational Education: cChangin
Perspectives

This section looks at a burgeoning case study literature
in which the role of vocational education in changing
economies has re-emerged as an issue of intense debate. 1In
Western industrialized countries, there are differences in the
functions that "post-compulsory" education is expected to

perform but on the whole, post-compulsory education includes
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higher education, and for direct entry into the world of work
(Lauglo, 1983:286).

According to Lauglo (1983), perspectives on general
education (academic, yp-agmatist and polytechnic peispectives)
are rooted in elabor:tely formulated theories. These theories
are concerned with questions regarding the aims and objectives
of education and include many curriculum models. The academic
perspective is based on the theory that general education has
both an instrumental function and an intrinsic value. It
identifies general education with formal education (liberal
education) or preparation for university. Modern Western
secondary schools reflect the tradition of "liberal education"
in which cognitive knowledge is of superior importance because
it frees the mind from error and illusion. The "forms of
knowledge" theory (Hirst, 1974) favours a secondary school
curriculum which gives pride of place to academic disciplines.
Critics of the academic curriculum paradigm argue that
schooling, exclusively based on the academic curricula,
extinguishes natural intellectual curiosity. Further,
extrinsic motivators for learning such as the quest for
qualification and the importance of examinations and grades
come to the fore in the post-compulsory school. Yet the
learning theory associated with academic curricula has paid
little attention to such extrinsic factors and how they might

inhibit the development of intrinsic interest in what is
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The pragmatist perspective arque: that the key to
education is "learning to learn" and that this requires
greater relevance both in terms of students' motivation and
the prospect of applying school learning to “real problems"
than that believed to be given by academic disciplines. In
the U.S. the pragmatist perspective has encouraged variety
and choice in secondary school curricula (critics call it
'‘cafeteria style curricula'). But in contrast to this trend
in the late 60s, and in keeping with the economic changes in
the 70s and 80s, there has developed emphasis once again on
educational values such as habits of hard work, concentration
and perseverance and measurable and useful skills and
competencies in post-compulsory education. The pragmatist
perspective has helped to reduce the dualism between theory
and practice (pure and applied knowledge) by de-emphasizing
the importance of intellectual systems that have an existence
and justification apart from their practical application.

The polytechnic perspective also repudiates the dualism
between theory and practice, but it goes further in that it
is mainly concerned with the educational value of productive
work, especially manual work. In the 1950s, the U.S.S.R.
implemented the integration of school 1learning with
participation in production as the major organizing principle
of general secondary education. This feature of participation

in production for general education purposes has interested
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populist notion that productive work is in itself a maturing
experience that can compete with schooling in its value as
general education. In recent years, work experierice has become
part of general curricula in many countries on the grounds of
#"career orientation". Thus the academic, pragmatist and
polytechnical perspectives are internationally influential
paradigms of general education (Lauglo, 1983:294).

In contradistinction to general education perspectives,
vocational education perspectives shift attention away from
general education and focus on either workplace-based and/or
school-based 3job training. The former emphasizes the
importance of the workplace as the best locus for vocational
training. It is wider than apprenticeship as suggested by the
model in use in the U.S.A. and OECD (Organizat: -1 for Economic
Cooperation and Development) countries, where the problems of
youth unemployment are severe. According to this model,
school-based education is being linked with training on the
job in the form of "cooperative education", "jnternships",
veducation-work programs" and apprenticeships during the last
two years of high school. Special schemes provide either
rsubsidized employment or training for young unemployed schoo.
leavers. The Youth Opportunities Program and the TVEI
(Technical and Vocational Education Initiative), two such
schemes in Britain will be discussed in a subsequent section

of this chapter.
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curriculum diversification is more popular in Third world
countries than OECD countries. But the issue remains focused
on the two themes: first, that such curriculum reform in
itself does not solve the unemployment problem and second,
that the cost of schocl-based vecational sducation is much
higher than that of general education. Yu CI ¢ .ountries in
the 1960s, comprehensive education was advocated on the
grounds of "equity and efficiency" (Husen, 1964:298), and it
was argued that the development of school-based vocational
education in comprehensive institutions would contribute to
a higher level of general education. Since then, the growing
problem of youth unemployment has encouraged the promotion of
"pre—-vocational" <courses in school. But school-based
vocational education has been increasingly criticized in the
U.S.A. and OECD countries on the twin criteria of economic
efficiency and social equity. The general tendency now is to
look to employers to wundertake greater responsibility.
Alternatively, it has been suggested that school-based
vocational education can be done more effectively in
specialized institutions than in comprehensive ones. Those in
favour of employment-based vocational education argue that the
young need to be trained for adaptability and to see the work
of their chcice in a wider perspective. Both arguments may be
valid in societies where work is available although the crux

of the problem is the demands of the changing labour market.

54



3.2 Vocational Education Structures Based on Standardization
and Stratification - Typologies

Empirical sociological research on how individual and
environmental factors interact to influence educational
attainment and mobility patterns indicates that the
organization of education influences work mobility.
Allmendinger (1989) attempts to show that educational systems
define occupational opportunities for individuals at entry
into the labour market. The amount of schooling a person
attains and the occupational career this person experiences
are dependent on the educational environment. According to a
typology which classifies educational systems on the criteria
of "standardization" and "stratification", and using empirical
evidence from the U.S.A., West Germany and Norway,
Allmendinger (1989) <concludes that characteristics of
educational systems affect occupational outcomes and rewards.

Toc develop his arguments, Allmendinger (1989) first
presents a typology for the classification of educational
systems. According to his typology, educational systems can
be distinguished along the criteria of "standardization" (the
provision of equal educational standards nationwide) and
"stratification"” (the selection procedures within the
educational systems). Thus the typology has two dimensions -

standardization of educational provisions and stratification

of educational opportunities.
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national comparisons of educational systems and structures
indicate that differences persist in spite of similar levels
of industrialization, development and modernization. At the
same time, the structure of educational systems is not
entirely determined by demands of the industrial system. In
each of the three nations studied by Allmendinger,
characteristics of standardized and stratified educational
systems and structures co-exist. At the level of primary and
secondary schooling, the U.S.A. has an unstandardized and
unstratified system. This is because a range of options is
open to all students, but these options are restricted by the
unequal quality of educational provision throughout the
country. Keeping in mind the same criteria, West Germany has
a standardized and stratified primary and secondary school
system. Norway has a stratified and unstandardized primary
school system and a stratified and standardized secondary
school systenm.

So far as higher education is concerned, the Norwegian
and West German systems are unstratified, while in the
American system which stratifies students, the admission of
students is highly selective. Again, while the American higher
education system reflects unstandardized educational
provision, West German and Norwegian universities are state

institutions and adhere to the same standards throughout the
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of general schooling but vocational school tracks avre
considered a stage of career preparation rather than as actual
career training. Besides training in general schools, other
types of vocational education and training are given in
vecational schools, as apprenticeships in firms, and as on-
the-job training. Vocational schools are closely linked to the

! labour market and in the U.S.A. community colleges
la.gely engage in vocational training. On-the-job training,
common in the U.S.A., 1is unregulated by State laws, and
workers are not protected against lay-offs or dismissal.
Training in general and vocational schools does not stratify
people because everyone is eligible for and has the option to
participate; on-the-job training stratifies people because
employers decide who to hire and who to dismiss. Thus the
U.S.A. provides a stratified system and unstandardized
structures so far as vocational education and training is
concerned. It is a stratified system because in the U.S.A.
vocational training is mainly on-the-job training. Vocational
school tracks in general and vocational schools are more in
the way of career preparation rather than as actual career
training. It has unstandardized structures of on-the-job
training as the latter is firm-specific and depends on the
characteristics of the firm which will differ from firm to

firm and from region to region.
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apprenticeships) and standardized structures of vocational
training. This is because the most common form of vocational
education and training is apprenticeship. In Norway, the
apprenticeships are regulated by State laws and in West
Germany, under the "dual system", apprentices attend public
schools while under contract wit'i employers.

The above observations have an important bearing on how
characteristics of vocational education and training systems
shape labour market outcomes. Within a stratified educational
system, occupational status is closely determined by
individual educational attainments. With a standardized
system, job changes occur 1less frequently than with an
unstandardized system. In West Germany, where the
apprenticeship system is standardized, occupational training
and skills are more important than is seniority and the
stratification is between skilled and unskilled workers. On
the other hand, in the U.S.A. where on-the-job training is
common, organizations and enterprises follow an
"organizationai® and "seniority" labour market system rather
than a "qualificacion" labour market system as in West Germany
(Allmendinger, 198%:242).

In his study, Allmendinger (1989) also examines the
effects of stratification and standardization of educational

systems on occupational status attainment and cemes to the
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following conclusions which are pertinent to future research
on vocational education and training in the context of cross-
national comparisons. First, in stratified educational
systems, the more people who attain the highest formal
education, the less their average occupational prestige. In
the American system of higher education, there is considerable
variation in the content and quality of education provided by
colleges and universities (unstandardized educational
provision). Besides heterogeneity in curricula, American
zolleges and universities are stratified ir terms of the
status and prestige they confer on students. The hierarchy of
colleges and universities reproduces and perpetuates social
hierarchy. Each level continues to recruit disproportionately
from different social levels. Further, it is not enough to
know the number of years of college education or the degree
attained. Differences among universities produce students with
heterogeneous knowledge and abilities. Thus workers with the
same amount of formal education are rewarded differently in
stratified versus unstratified systems. In the U.S.A. the
stratified higher educational system curbs opportunities
(available at primary and secondary stages) because it aims
to secure status barriers. On the other hand, in West Germany
and Norway, where highly selective mechanisms prevail at the
lower levels, opportunities are more equally distributed among
those who have reached the upper level.

Second, the more education people acquire (the more the
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of their first job. Thus individual educational attainment and
the organizational structure in which educational credentials
have been awarded determine occupational status at the
beginning of the career trajectory. Third, in stratified
educational systems, formal qualifications attained in
education are more significant. Thus in stratified educational
systems, the level or type of educational qualification is
more important than the length of education (the sum of years
of formal schooling and years spent in vocational training).
Fourth, the difference between workers who are trained in
standardized vocational systems and those +trained in
unstandardized systems (in the former there are fewer job
shifts at the beginning of the career trajectory) is likely
to diminish over time. In apprenticeships, screening
mechanisms are provided by standardized examinations; in on-
the-job training, screening strategies and selection
procedures other than standardized examinations are used. Thus
in the latter, more job shifts are likely to occur at the
beginning of the career trajectory. However, after the initial
stage of 5 years, firm-specific training (on-the-job training)
ties workers to their firms and jobs just as much as
occupation-specific training (apprenticeships) ties workers
to their occupations.

India, like the U.S.A., offers an unstratified primary

and secondary school system, but unlike the U.S.A., one that
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to all students, but the options are, at the same time,
restricted by the unequal quality of educational provisior
throughout the country. So far as higher education is
concerned, colleges and universities in India are
substantially stratified in that the admission requirements
vary considerably in selectivity across the institutional
spectrum. There are basic differences among universities in
the prestige and status they confer and college curricula are
generally heterogeneous, broad and not orientated toward
career training or career preparation. This unstandardized
higher education provision reproduces and perpetuates the
social stratification.

So far as vocational education and training is concerned,
India presents a picture of a mixture of the four types of
vocational training - training in general schools, training
in vocational schools, apprenticeships in firms, and on-the-
job training. The crux of the current debate is whether
vocational education and training should be part of general
schooling or imparted in vocational schools or provided in
apprenticeships and on-the-job training. The 1986 National
Policy on Education has expressed India‘'s commitment to
vocationalizing her secondary education system even though
evidence from other countries does not support vocational
education on the grounds of economic efficiency. This has

given rise to a controversy among researchers on the future
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will be discussed in a subsequent chapter.

In summary, in Allmendinger's analysis, when a person is
educated in a stratified system, his or her occupational
status is strongly determined by educational «°.©: :;iment and
a person educated in an unstandardized system changes jobs
more frequently than does someone educated in a standardized
system. How far can the above conclusions be applied as a
guide in analyzing the effects of standardization and
stratification of educational systems on educational
attainment and occupational status in developing countries
like India? Do these conclusions have a bearing on the

emergence of the ideology of the "new vocationalism"?

3.3 Vocational Education and Training in the U.S.A. and

Canada

Besides philosophical and sociological factors, the
rationale of vocational education has been largely influenced
by economic considerations. In democratic countries like the
U.S.A. and India, where there is a strong commitment in
principle to equality of educational opportunity, vocational
education is grounded in the belief that it contributes to the
optimal development of every citizen in accordance with his
or her needs and interests. There is increasing realization

that vocational education is inseparable from sound general
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all students as well as the demand of a technological society.
While performing its basic function of preparation for useful
employment, vocational education is deemed to have the
potential also to contribute indirsctly to many other aspects
of personal and cognitive deveiopment.

Two major aspects of the economics of vocational
education are:- vocational education as a contributor to
society's economic welfare and the economics of vocational
education itself (performance standards and cost
effectiveness) (Calhoun and Finch, 1982:68). The availability
of vocational education, as a source of labour supply, atfects
the economic welfare of a nation. In this way, vocational
education is seen to be responsive to the needs of a fast-
changing society. In particular, the effects of automation and
the impact of computerized technologies have increased the
importance of the field as an intermediary between prcduction
technologies and labour. To substantially reduce unemployment,
it has been argued, a country must accelerate the pace of
improving vocational education (Calhouvn and Finch, 1982:68).
As technology has advanced, it has left in its wake a high
level of unemployment ai.ong unskilled workers. The view that
automation, in the 1long run, creates more jobs than it
displaces is beinyg challenged today as the immediate effects
of technological unemployment fall heaviest orn the untrained

and undereducated youth (16-20 year old group). Economists
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will increasingly depend on the rate of technological
development - which, in turn, will depend on the availability
of a technically trained labour force.

Even as the development and availability of vocational
education as a source of labous supply has paralleled economic
growth, the demand for vocational education seems to outweigh
the available resources. Escalating costs in implementing
vocational education programs and increasing tax burdens make
the public question if the desired goals of vocational
education are economically affordable. The economic
effectiveness of vocational education programs is difficult
to evaluate in terms of cost-effectiveness if concrete
information is not available. Not surprisingly, an increasing
number of evaluative studies of its contribution to economic
welfare has been undertaken in recent years.

For instance, in well-~-studied countries like the U.S.A.,
new perspectives on vocational education have emerged as a
result of the re-examination of the relationship between
training and working. Vocational education, which is broadly
defined as "a combination of programs designed to equip
students with work and life skills" (Cantor, 1989:125), is
offered in a number of American secondary and post-secondary
institutions, both public and private. A large proportion of
the vocational education taken by American high school

students is delivered in comprehensive high schools (the
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including academic as well as some or all of vocational
education courses that are available.

In the U.S. vocational education is a logical extension
of the American dream and has received much public support.
It was created in 1917 by the Smith-Hughes Act, the first of
a series of federal 1legislation to provide vocational
education at the secondary level. It provided rfunds for three
areas of vocational education at the secondary level -
agriculture, trade and industry, and home economics. The
development of vocational education was largely based on the
conviction that self-determination and hard work bring
success. Linked with this was the belief that manual training
and work help develop the intellect and character. Thus the
key tenets of the American belief in material success =~
attainable through equalizing opportunities, promoting
individual effort and emphasizing the morality of hard work
and success - formed the basis of a national program of
vocational education in the early years.

Further, an emerging conception of individual freedom
recognized the responsibility of the more fortunate to help
the less fortunate and thus added a new dimension to public
schools providing the avenue of skill training to work and
material success. Vocational education would promote equality
of opportunity by providing all students with the chance of

industrial training. This was all the more important in the
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occupational status and education. Students could increase
national productivity just as vocational education could
indicate to them the way to economic self-sufficiency through
individual effort, determination and self-reliance.

Faced with a labour shortage, industry and agriculture
called for vocational education and training programs in the
public high schools. The idea that vocational education should
be designed to supply the labour needs of the economy became
embedded in the law =-a series of legislation from the Smith-
Hughes Act, 1917 to the Vocational Education Act, 1963. In the
late 1960s, the emphasis changed from the needs of the economy
to the needs of the people and with it vocational education
underwent reorientation to sociological and humanitarian goals
(Leighbody, 1972:7;.

Till the mid-1970s, little research was done to evaluate
the programs of vocational education on the criterion of
serving its social purpose. At this point, its political
appeal gained ground when the issue of youth unemployment
aroused national interest. As well, researchers began to
examine the ramifications of vocational training for
employment. Most studies, however, failed to show any
substantial gains in employment or earnings for graduates of
high school vocational courses (Rumberger and Daymont, 1982;
Meyer, 1981; Mertens and Gardner, 1983). Employers showed a

preference to giving on-the-job training and expected schools
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1984:89). Evidence also indicated that there was an obvious
split between academic and vocational programs in high schools
and within vocational programs there was inequality with
respect to students enrolled in programs leading to high-
level and lower-level jobs coming from different socio-
economic and ethnic backgrounds (Goodlad, 1984).

Recent evidence indicates the paradox that while funding
in the U.S. for vocational education has increased from $10
millien to $9 billion since 1917, and 65% of all high school
students enrol in vocational programs, vocational education
continues to be stigmatized with a low status as it is
disproportionately targeted on low-income, minority students
(Wilms, 1988:90). Its practical social function of giving non-
achievers and disadvantaged groups an "equal" chance at
success and its political appeal as an educational response
to increase economic productivity make it popular in spite of
the empirical evidence that it has serious shortcomings and
does not adapt to contemporary needs. In an increasing number
of studies, critics argue that vocational education
contributes to occupatichal and class stratification by
substituting job training for education and tracking students
into dead-end jobs. In spite of its failure to make any
measurable impact on students' success in the labour market,
its social rationale which has deep roots in the American

dream of material success helps it to find continued support
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The current debate on the crisis affecting vocational
education in the high school has provided extensive literature
on the subject. Vocational education in the American high
school is in a state of flux. It faces many problems including
its 1low, second-class status, a lack of sufficient high
quality teachers (underpaid, underprepared and asked to work
miracles), inadequate and outdated resources (at a time of
rapidly changing technology), declining enrolments (in the
post baby-boom era) and sex stereotyping (Cantor, 1989:127).

In a reappraisal of its functions and purposes,
researchers argue that vocational education may not enhance
productivity generally or improve the quality of the labour
force. Yet it persists partly because of its "practical social
function" in that it provides a means whereby students who are
academically non-achievers may succeed in obtaining good jobs
and in that it also inculcates good work habits (Wilms,
1988:91-92).

In the light of major trends in America's economy and
the nature of its workforce, it has been argued that the
vocational education curriculum should place high priority on
preparing young people to adjust to change. To this end, it
should teach them how to master basic skills (including
computer literacy), how to develop skills in problem-solving
and reasoning and how to gain an overall perspective on the

environment in which they will work (Wirth, 1986:43-45). Thus
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capacity to learn, tc think critically, to adjust to rapid
changes in technolagy, and to gain some understanding of their
later working environmsnt.

In Canada, over ti = last six decades, investment in
vocational education has <¢ontributed directly to economic
growth. Financial incentives to organize and implement
programs at regional levels have been given by the federal
government to ensure that an adequate workforce is sustained
in the interest of broad social and econonic goals. Vocational
education refers to a certain range of educational experiences
at the secondary level and beyond.

Regan, for instance, defines vocational education as:-

The educational experiences offered at
the secondary and post-secondary school
levels that provide individuals with
skills and talents to develop capacities
for: (a) entry level employment, or (b)
upgrading in an occupation, or (c)
retraining in a new occupation, leading
to qualifications for employament
requiring less than a university degree
upon completion of the program.

(Ross H.Regan, 1980:1)

But over the years, expectations have increased in order to
meet manpower demands and a wide range of social needs in the
society. Unemployment is now a major issue in Canada as in
other countries across the world. There is growing concern
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economically disadvantaged and handicapped persons, and
evolving gender balance in traditional as well as new jobs.
This poses a challenge to educators to provide effective
vocational education programs. General vocational trainir -
takes place in post-secondary institutions and is heavil

subsidized by government. It has been criti: ized as beir

"inadequate and inequitable" (Labour Canada Report,
1979:131) .

This has led to a review of the goals, principles and
purposes of vocatic¢nal education and a comprehensive study of
the need for vocational education. The critics of
vocationalism argue that in the twentieth century the
econ. nic purposes of schooling came to dominate the political
and ¢oral ones, compromising both "equity" and "excellence"
(Laz- rson, et al. 1985). Vocationalization led to a decline
in cc.cern for the quality of schooling; the instrumental
value of education, and not its intrinsic worth, becamne
primary (Gaskell, 1984:259). Economic advantages (both
individual and societal returns) from schooling have provided
the basis for educational expansion and diversification. It
has been accepted that schooling in Canada is designed to
keep students in school and get them a high school
credential, as well as prepare them to continue their further

schooling in order to get further labour market credentials
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issue therefore, as Gaskell argues, is not one of belittling
the importance of vocationalism but revolves around the
polytechnic approach of integrating the vocational logic of
schooling with a broader approach to learning ~ integrating
meaningful preparation for work with general and critical
learning. Thus instead of dismissing vocational education as
education for somebody else's children, efforts are being
made to develop long-range planning for collecting research
information on vocational education and coordinating research
studies with economic projections, manpower planning, welfare
agencies and all levels of the educational system.

In summary, the current debate in the U.S.A. and Canada
about the future role of vocational education in the high
school focuses on the declining enrolments in vocational
courses, insufficient resources and teaching expertise,
obsolescence and inadequacy of equipment, the stigma attached
to vocational education, sex stereotyping and the national
movement towards academic "excellence" and competency in high
schools. The questions raised by the debate are relevant
because they are 1linked to internationally urgent and
researched topics like recent tren-ds in vocational education,
its link with general education, the economic efficiency of
vocationalization and the future of vocationalism 1in

educational planning.
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The work of schools, the work of teachers and the work
available to young people have become closely linked themes
in educational development and policies in Britain. The 1988
Education Reform Act has raised a range of issues related to
the involvement of the state in education - education is
expensive, the curriculum and assessment must be determined
nationally and teachers must be carefully controlled,
monitored and appraised (Deem, 1988:250). Critics of current
educational policy in Britain arque that economic
restructuring, alterations in the market for young 1labour,
and unemployment, together with changes in educational
process and curriculum are changes, the effects of which are
being acutely felt by the individual youth struggling to make
sense of the situation in which he finds himself.

The problem of youth unemployment is an important public
issue and the state has sought solutions to the problem in
vocationalization of education. The "new vocationalism" is
basically an attempt to tighten the bond between schooling
and the changing labour market. As a response to the so-
called "collapse of the transition from school to work", many
young people are delaying entry into the labour market by
opting to stay on in full-time education; many are being
compelled to join government schemes for unemployed youth in

order to bridge the gap between school and work; and many are
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experiencing long periods of unemployment (Phillip Brown,
1987:7) .

The educational crisis in Britain in the 1980s has been
linked by researchers to social and economic changes taking
place outside the school over the last decade. International
competition (among manufacturing industries), world economic
recession, mass redundancies and unemployment have all
contributed to the virtual collapse of job opportunities for
school-leavers in England and Wales. Thatcherism and the New
Right have sought to define the present educational crisis as
a consequence of ill-conceived egalitarian liberal democratic
reforms in the post-World War II period. A major program of
educational reform has been launched to ensure that the
educational system meets the needs of industry. Recent
programs, such as the TVEI (Technical and Vocational
Education Initiative), the CPVE (Certificate o©f Pre-
vocational Education), and CTCs (City Technology Colleges)
have accompanied the emergence and gradual development of a
broad ideoclogy about education and training known as tlie "new
vocationalism" (Bates et al., 1984; Dale, 1985; Ranson et
al., 1986).

Three major developments - increasing youth unemployment
(brought on by a deepening economic recession in the 1970s),
loss of confidence and direction in the educational systen
and consequent redirection of government policy - have had an

important impact on the emergence and growth of the "new
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vocationalism”. The stark reality of high youth unemployment
influences school-leavers who decide to continue with their
education in the hope of gaining higher qualifications and
increasing their chances of entering desired jobs. It is also
affecting the nature and content of the school curriculum
(Watts, 1983; Ashton, 1965). As Wellington aiso points out,
education, training and pre-vocational education are
increasingly seen as an instrument to respond to youth
unemployment because the traditional function and direction
of schooling and education are being questioned. But within
the school and classroom context, growing unemployment have
led to greater emphasis on qualifications and credentials
(Wellington, 1987).

Research studies in the 1970s showed a growing loss of
confidence in progressive education and comprehensive
schooling. The "new vocationalism" provided a renewed purpose
and an attempt to restore faith in post-war educational
reforms. The formation of the MSC (Manpower Services
Commission) in 1973 by the Labour Government and schemes such
as the Job Creation Scheme (1975) and the Work Experience
Scheme (1976) were attempts to generate new forms of
vocational education and *training because the ideology behind
the schemes was based on the belief that young people were
unemployed because they lacked the necessary skills and
attitudes for work. The YOP (Youth Opportunities Program)

launched in 1978 to "provide unemployed youth with full-time
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training and work experience" did not abate the problem of
growing unemployment. In the early 1980s the YTS (Youth
Training Scheme), which offered a one year and then (from
198€) a two-year traineeship toc all unemployed 1l6-year-old
school-leavers, was part of the effort of the Conservative
Government (elected in 1979) to introduce new programs of
vocational education and training. The TVEI for 14-18 year
0ld youth, a scheme announced in 1982 by the Thatcher
Government {funded by MSC and involving practically all Local
Educational Authorities), the CPVE (Certificate of Pre-~
vocational Education), the LAPP (Lower Attaining Pupils
Program), the CGLI (City and Guilds of London Institute) and
the BTEC (Business and Technical Education Council) indicate
a major orientation of education and training in Britain
towards the "new vocationalism'. But critics feel that the
"new vocationalism" is a "band-aid solution" to a problem
which needs a major and systemic change (Holt and Reid,
1988).

The current debate on the nature of the ‘'new
vocationalism" stems from the controversy concerning the
central purpose of education. Does the "new vocationalism"
constitute a major <challenge to the principles of
comprehensive education? Is the "new vocationalism"
concerned primarily with individual self-development or does
it also serve the needs of society by preparing pupils for

future positions in the occupational structure? Critics of
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the "new vocationalism" argue that it represents an attempt
to subordinate concern about the provision of equal
educational opportunities for the working class to making the
preparation for a place in the occupational structure the
raison d'etre of public education (Grubb and Lazerson, 1982).
The '"new vocationalism" attempts to maintain rather than
break down educational and social inequalities (Brown,
1987:4). It largely retains the role that education and
training has had in the generation and 1legitimation of
inequalities according to gender and ethnic groups (Pollard
et al., 1988:5).

According toc Brown (1987), who has researched the
political and classroom context of the "new vocationalisum" in
detail, the Thatcher Government has increased the vocational
emphasis and technical content of the curriculum in an effort
to tighten the bond between school and local industry. But
evidence supports his argument that the rationale for the
"new vocacionalism" does not solve the contradictions in the
educational experiences of the ordinary working class kids or
the professional troubles of teachers. On the other hand, it
ig a recipe for inequality (Brown, 1987:107). It is an
attempt to preserve the privileged education of the middle
class at the expense of a broad comprehensive education for
all pupils. Discussing the political context of the "new
vocationalism", Brown refers tc the 19698 and the 19708 when

the pursuit of the dual objectives of increasing social
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justice and economic efficiency culminated in the transition
to comprehensive education and various compensatory
educational programs were introduced in the hope that
talented children from socially disadvantaged groups would be
able to respond to new educational opportunities and revive
the economy. But educational reform not only failed to
produce a more equitable society, it also failed to prevent
economic recession and abate the growing problem of
unemployment. The "great debate" on education {(launched by
James Callaghan in October, 1976 at Ruskin College, Oxford)
raised an important issue regarding the relationship between
the school and local industry. The consensus of opinion was
that the schools were producing too many consumers and not
enough producers ¢ eaith.

The Conse “:2tiVe o, itique of comprehensive schooling
claimed that there was no relationship between economic
efficiency and investment in education and blamed the
educational system for contributing to youth unemployment and
other economic ills because the occupational aspirations are
hopelessly out of tune with economic circumstances, and if
left intact may lead to social unrest (Brown, 1987:109). A
senior official of the Department of Science and Educaticn
put it tersely:

People must be educated once more to know their place.

(Rarison, 1984)

To remedy the apparent mismatch between the needs of
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industry and the products of schooling, the Thatcher
Government has attempted to restructure the secondary school
curriculum. The TVEI began in September, 1983 in 14 areas in
England and Wales. According to the MSC, which has been given
funds to initiate technical and vocational education
programs, the TVEI, one such program, is intended to make the
school curriculum more relevant to the world of work. But
critics point out that the "new vocationalism", which is
intended for the 14-18 age group is aimed at the lower
ability range rather than those who take the more traditional
academic curriculum. Thus the ideology behind the "new
vocationalism" implies a major downward adjustment of
attitudes, aspirations and expectations among the unemployed
youth.

Brown's study further indicates that the ordinary
working class youth have become increasinyly frustrated when
they discover that there are insufficient places in the world
of work to accommodate them. This view 1s contrary tc the
traditional view tha*' school-leavers are unprepared for the
world of work and must be <ducated once again to know their
place in the occupational structure. Thus, in spite of
government eff>rrts to tighten the bond between school and
employment, youth unemployment is not an education problem,
but as Watts (1983) has described 1it, "a problem for
education." This is because youth unemployment is a problem

which cuts the connection between the reward structures of
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to see that it was worthwhile to make an effort. The ordinary
working class kids want to get on in the working class and
although the labour market has changed they are optimistic
and realistic about finding the kind of jobs they want. They
are likely to be critical of the relevance of education to
their future lives but are ready to make an effort. Thus
evidence collectec in his study makes Brown conclude that the
"new v .cationalism" intensifies divisions within the working
clas’ ‘~::uding those of gender, and adds much less to the
future =) school-leavers' lives than a broader more general
education would do. The structure and organization of
schooling influences the way ord.nary ki~: . »23pond to school.
The current crisis in schools results 'rom the fact that
thare hac been a widespread collapse of the kind of jobs that
enabled the ordinary kids to "get on" in the working-class
terms. The "new vocationalism" nsads to break down social and
economic inegualities if the educational challenge to
contemporary social znd ecocnomic change is to be met.
Blackman (1987) also comes to the conclusicn that the
" .w vocationalism" may lead to increasing class and gender
inequalities. In his study, he investigates the attempt by
Thatcher's Conservative Government to introduce radical
reform in the educational system and the labour market - the
radical case for TVEI which amounts to the '"velvet glove"

over an "iron hand" (Blackman, 1987). The TVEI will mean that
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curricr.lum and as such it is a new approach to curriculum
development. The radical case for TVEI rests on three
proposals:- first, an integrated curriculum against a
collection of separate subjects, second, pupil assessment and
evaluation such as profiling against formal external
erxamination, and third, the new pedagogy of experiential
learning and problem solving against traditional or academic
learning (Blackman, 1987). But the consensus among TVEI
evaluators interviewed by Blackman was that the initiative
may lead to bifurcation rather than integration - traditional
academic curriculum for able pupils with limited vocational
guidance, and a separate "new curriculum" vocationally led
for the less able non-academic pupils.

The TVEI is based on the same implicit assumptions of
the Newsom Report (DES, 1963) which recommended an increase
in vocational education in secondary schools - young people
do neot possess the right attitude to the value of work and
therefore cannot reach the required standards of ability and
competence. But unlike the Newsom Report, the TVEI is based
on an unrealistic assessment of labour market possibilities
for young people and has evoked criticism not only from
sociologists but also from economists of education. It raises
two related issues regarding vocational education. First,
does it limit pupils' access within education and ths labour

market, and second, does it become the exclusive area for the

80



pupil? Besides dernying the working class pupii access within
education and access to an increasec range of sites within
the occupational structure, the TVEI does not train for
employment but for unemployment (Reynolds, 1986). How far do
courses on vocational education predetermine a pupil's job
selection, at an age toco early to permit evaluation of the
pupil's ability and skill? The flexible learner is capable of
being employed in a variety of jobs. But there is no evidence
cn the ways in which “"transferable skills" can be taught.

Thus working class pupils in secondary schools have
limited access to educational opportunities because of
selective processes and structures and the TVEI Curriculum
developments have brought socially ascribed discrimination in
the form of the values and barriers of the labour market into
the secondary school. Within the 'new vocationalism" lies a
fundamental danger to the principles of eguality. Education
becomes training to enable pupils to acquire skills which
direct them to employment relevant to their social class,
gender or ethnic origin as the world of work is not neutral;
the labour market is strictly segmented and segregated by
class, gender and race.

In summary, government policy in Britain in recent years
has been one of giving vocational direction to the secondary
school curriculum by introducing initiatives such as the TVEI

and by including a compulscory technological component in the
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one or the other. Will secondary vocational programs and
initiatives increase the earnings or employment prospects of

all students?

Conclusion:

A series of evaluations of vocationalism in
industrialized countries has shown that there are diversified
vocational curricula which prepare young people for the
highly differentiated occupational structure of corporate
society. In industrialized countries, youti. unemployment has
emerged as a major proplem as a result of the increasing rate
of technological change. Special schemes have been introduced
to tackle the problem. In Sweden, Norway, West Germ .7, the
U.S.A. and Japan, a large percentage of youth con: =ne in
full-time schooling, apprenticeships or other i~ of
employment-based vocational education during the early post-
compulsory years. In Britain's depressed labour market,
Government intervention has introduced schemes for providing
full-time training and work experience to the unemployed
youth. However, there las been considerable criticism of
these schemes. In general, the economic and political
dynamics of an economy in a state of recession and
restructuring do not favour institutional integration between
general and vocational post-compulsory education. In some

countries there are signs of further divergence (Lauglo,
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The American experience indicates that "because of the
assumptions and structure of vocationalism, it cannot avoid
becoming economically useless and sorting students by class
and race" (Grubb and Lazerson, 1981). The stratification of
the West German system provides excellent vocational
education for the majority but cuts them from the academic
few and labels them from the start as second best. In France,
many pupils choose the wrong courses because of complex
procedures and lack of advice at vital stages. Japanese
companies prefer to provide their own training and the
content of education is viewed as being of secondary
importance to industry (Holt and Reid, 1988:25).

There is no evidence to suggest that a vocationalized
curriculum promotes economic success and critics point out
repeatedly that the rhetoric of vocationalism has harmed both
education and industry. Recent evaluations of
vocationalization emphasize that vocational education is
twice as expensive as non-vocational education; the social
benefits of vocationalization do not outweigh the costs of
vocationalization; and therefore vocational education is more
efficient and equitable if it is given as on-the-job training
or in vocatiocnal schools where it is privately financed
(Psacharopoulos, 1988:145).

Do the same issues exist in the developing countries of

the Third World where a "new educational vision" is emerging
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diversification of curriculum and vocationally-oriented
secondary education improve employment prospects? Are
developing countries and the World Bank programs and projects
moving away from vocationalization in formal education to
vocationalization in non-formal education? Wwhat are the
implications of these changing patterns and perspectives cof
vocationalism for a country like India? The next chapter will
attempt to examine tnese questions in the light of reviews,
appraisals, evaluations and comprehensive analyses of

vocational education and training in developing countries.
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INTERNATIONAL CASE STUDIES - THE DEVELOPING WORLD

THE "NEW EDUCATION VISION"

Introduction:

In the developing world, a major thrust in education is
to relate it to development. Vocational education as a means
of human resource development has, in the past, played an
important role in the innovations in the educational systems
to influence the pace and direction of economic progress.
Apart from the development of human resocurces, there is urgent
concern today to provide adequate and increasing opportunities
to all people for a better 1life. If the objective of
development is to ensure that the increase in national income
leads to improvement in the standard of living of masses of
people at the bhottom of the income distribution pyramid, then
qualitative changes are needed to make vocational education
relevant to national development objectives. The developing
countries have institutionalized various types of vocational
education and training at the secondary stage and are
increasingly diversifying curricular offerings. In other
words, it is highly valued and accorded special support as
part of national social and political development policies in
developing countries. Furtheimore, the UNESCO, ILO and other
international agencies, over recent years, have also organized

programs in important areas 1like curriculum innovation,
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teacher training, instructional resources and material
development, and planning methodologies with a view to make
vocational education and training relevant to the needs of
agrarian economies where a large majority of people are still
dependent on agriculture.

This chapter first looks at the crisis in education in
developing countries - especially the growing problem of youth
unemployment. It then traces ‘the h..corical roots of
vocational policies during the colonial and post-colonial
periods in order to analyze the major problems and issues of
vocationalization with reference to the criteria of efficiency
and equity. The "new education vision" with its focus on
curriculum diversification at the secondary school level
promises to make the school system in developing countries of
the Third World more relevant to the world of work. This is
critically examined in the light of recent empirical evidence
and changing patterns in World Bank jnvestments in vocational

education and training.

4.1 Issues of Education and Development in the Developinga

countries of the Third World:

To understand the problems and issues of vocationalism
in the developing countries, it is necessary to first review
the dilemma in education and development in the developing
countries (focusing on formerly colonized societies) where

the social demand for education remains largely unfulfilled
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and where education is still clearly in a flux. The crisis in
education in the 1970s Wwas matched by a srate of reform
measures covering the entire gamut of educational aims,
contents, methods, administration and management and
supervision. This crisis was multifaceted (Hug, 1975): the
targets set in national plans for economic and social
development did not reflect the national aspirations and
needs, and hence attempted educational changes lacked clear
direction and support. Second, the "inherited" educational
systems did not evolve out of indigenous systems since the
latter had been supplanted by highly elitist systems during
the colonial period - systems in which only a few were given
access to Western education. In the post-colonial period, the
new educational systems became symbols of power and prestige
of the ruling elite and this caused a widening chasm between
educational aims and national needs. Third, investment in
education was not commerisurate with the goals set for it with
the result that educational achievements fell short of
objectives, both quantitatively and qualitatively. Fourth,
many of the reforms, pasticularly in technical and vocational
education have not been relevant to the realities of the
situation and therefore ineffective. Fifth, the forces of
resistance seem to have gct +he better of the forces of
change, reform and meducational revolution". Elitism, although
denounced by many as a colenial heritage, has continued to

characterize the educational systems in a number of developing
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countries. Thus in the 1970s it was evident from the
experiences of the previous two decades that the distortions
in tbe education growth patterns in developing countries were
caused not by a lack of reforms but despite them.

The current complex educational problens facing
developing countries are quantitative expansion with minimal
qualitative change, financing educational development projects
with limited resources, the myth of equality of educational
opportunities, wastage (in the form of dropping out of school
or repeating grades) and unemployment among the educated. To
these may be added the problems of internal inefficiency, the
widening gap between the developed and the developing world
in the "knowledge explosion”™ and youth activism which is
regarded as an inevitable and endemic social malaise. These
problems are interwoven with social and economic problems in
the developing world (Hug, 1975).

Among these problems, the growing number of educated
unemployed and of under-utilized educational manpower are
defying all solution. Numerous studies of the ILO's World
Employment program have emphasized that in many Third World
countries of Africa, Asia and the Pacific, Latin America and
the Caribbean, continuing high rates of such unemployment is
one of the main concerns of Third World governments
(Seilvaratnam, 1988:129). There is a body of research which
analyzes the major causes of unemployment, underemployment

and overeducation. It indicates that unemployment shows no
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sign of diminishing (Todaro 1977, Irizarry 1980, Blaug 1980,
Carnoy 1980, Bacchus 1981, Leonor 1985, Blaug 1987,
psacharopoulos 1987). Some of the underlying factors which
contribute to a growing number of educated unemployed and of
under-utilized educated manpower in the Third World are as
follows. The mismatches of educational and training programs
in relation to the occupational skills requirements for
industrialization, the jrrelevance of curriculum orientations
to the processes of development, and the traditional
preferences of the people for humanistic education over
manual, technical, and scientific training are largely the
effect of institutional deficiencies and labour market
imperfections (Trizarry, 1980:338) . Added to these factirs are
the government's discriminatory fiscal support in favour of
secondary and higher education and the corresponding neglect
of elementary education and the state bureaucracy's excessive
employment of university graduates, a factor whic!. encourages
weredentialism" and the "diploma disease". Thus unemployment
and overeducation in the Third World must bz seen within the
context of the existing socio-economic structures and the
industrialization efforts and the historical evolution of the
relations of dependence of the underdeveloped countries to the
economies of the developed and industrialized countries.
Further, the average level of education has increased
not only of the employed but also among the unemployed

(Carnoy, 1980:153). Some of the arguments put forward stress
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the need to provide an education which will help those at the
secondary level of education not only to increase their
knowledge, understanding and awareness of their role as future
workers and citizens in the society but also to acquire
skills required to do a technically competent job (Bacchus,
1981:225) . They also emphasize the urgent need for a concerted
effort and pelicy action by both the LDCs and MDCs - the less
developed countries need to make employment creation a major
social and economic objective and the more developed countries
need to readjust their economic policies vis-a-vis the Third
World in the areas of trade, aid and technological transfer
(Todaro, 1977:225). Others support the need for education and
development policies to adopt more broad and encompassing
strategies directed to alter the internal structure of
dependence of the underdeveloped countries (Irizarry,
1980:350). If¥ large-scale unemployment is inherent to
capitalist development in dependent eccnomies, or results from
inefficiencies in capitaiist development, then, it is argued,
education can have effect on unemployment. On the contrary,
high rate of unemployment may significantly increase the
demand for more education (Carnoy, 1980:154:160). As long as
population growth continues unabated, educating and employing
an ever-increasing number of people will strain the capacities
of most countries (Carnoy, 1980:159). Again, as long as
credentialism and income differentials in the occupational

hierarchy remain, the phenomena of educated unemployment and
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underemployment in Asia, Africa and Latin America are unlikely
to be more than marginally affected by major changes in the
qualitative aspects of education like vocationalization of the
curricula and the integration of production and education
(Blaug, 1987:81) .

A study investigating "mis-education” as the major
supposed cause of widespread unemployment among school-
jeavers in developing countries (Leonor, 1985) focuses on
schooling and training rather than on macro-economic variables
such as inappropriate economic structures and low overall
demand for labour. Taking evidence from empirical studies
carried out in Tanzania, Egypt, the Philippines and Indonesia,
the study concludes that three measures need to be
simultaneously substituted to address the problem of educated
ungmployment. The first measure is that wage differentials
petween workers at different levels of schooling should be
sarrowed. Second, school and training systems should be
appropriately designed to cope with dynamic labour markets.
¢pird, school and training systems should be redesigned so as
«+ be both flexible (increasing vocational content of
«;rricula) and produce school-leavers who are flexible in
terms of trainability and occupational mobilit, at the sane
rime. Leonor stresses that schools fail to develop among
school-leavers the flexibility to adjust to changing labour
markets and thus fail to equip them with employable skills for

which there is a foreseeable demand.
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Is there a remedy in sight for unemployment among the
young (15-20 year old) or the educated in the foreseeable
future in the developing countries? Does it lie 1in the
implementation of vocational curricula and/or out-of-school
training programs, or the slow and patient reform of primary
education from within by curricular reform, examination reform

and the improvement of teacher training (Blaug, 1980:150-

152)?
4.2 Historical Roots of Vocationalism in Developing
Countries:

During the last two decades, the World Bank and other
international agencies have funded a large number of
educational projects with vocational education components in
developing countries. This continued effort of Third World
countries to diversify their secondary school curricula by
adding practical , pre-vocational or vocational subjects to
them has deep historical roots (Bacchus, 1988:33).

Vocationalizing the curriculum as a policy in developing
countries was pursued both by the colonial rulers in the
colonial period and national leaders in the post-independence
period. Colonial rulers argued for the introduction of two
streams of education - academic and technical (occupational
education in polytechnic schools). These were seen as measures
"to stabilize traditional agricultural life and to curb

educational ‘over-production' - the tendency of individuals
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from rural areas to continue in school past the capacity of
1abour markets to absorb them" (Grubb, 1985) . This policy of
providing vocational skills to increase the pupils'
contribution to their societies was continued in the post-
independence period. National leaders like Gandhi in India,
Mao Tse Tung in Communist china and Nyerere in Tanzania
supported educational reforms which argued for vocationalizing
the curriculum. Even though there was a strong political
motivation at the roots of the policy to use vocationalization
as "a means of lowering the occupational aspirations of the
youngsters in these societies to a more 'realistic' level"
(Bacchus, 1988:35), there was much more to it than an attempt
by elite groups to maintain social control over the masses and
reproduce the social hierarchy. Influenced Dby the human
capital theory, policy makers believed (and still believe)
that schooling can make a substantial contribution to economic
development and growth by imparting vocational skills to
students and preparing them to meet the existing manpower
requirements in their societies.

In the context of the global education crisis in the
1960s (Coombs, 1968 and 1985), vocational education came to
be regarded as the panacea to the complex educational problens
in the developing economies of the Third World. Diversifying
the secondary curriculum would, it was widely believed, slow
down the increasing demand for higher education, divert meagre

funds to primary and seconG:iry education and reduce
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unemployment among the educated. Fducational diversification
would establish a link between school and work - educational
attainment and occupational differentiation. It was also seen
as a measure for promoting equity with a rural bias and
serving the needs of poor people (Tilak, 1988:24F).

Several arguments put forward by those in favour of
vocational education were that vocational education seemed to
be the solution to the problem of students dropping out of
school without occupational skills (Grubb, 1985:527) and an
answer to rural problems. It would help

.... to alleviate unemployment; to reorient student

attitudes towards rural society; to halt urban migration;
to transmit skills and attitudes useful in employment

(Lillis and Hogan, 1983:89)

The "vocational myth" was exploded by critics like Foster
(1965a and 1965b), Blaug (1973), Bacchus (1979 and 1988),
Lillis and Hogan (1983) among others and this led to an
international debate on the causes of unemployment among the
educated and the proposal of vocational education as the
solution to the problem. The evaluation of the program on the
criteria of external efficiency and equity generated much heat
in spite of relatively few empirical studies.

The debate continues as there is little empirical
evidence to either confirm or reject the hypothesis that
vocationalization is a viable venture in the less developed
countries. Critics point out that recent research projects
carried out in Colombia and Tanzania by Psacharopoulos
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(sponsored by the Wworld Bank) and in Kenya by Lauglo and his
colleagues (sponsored Dby SIDA) indicate that vocational
education does not change attitudes towards manual work, nor
does it solve the unemployment problem amond school-leavers.
on the other hand, a necessary, if not sufficient, condition
for raising the status of vocational education must be to
integrate it into the structure of general secondary schooling
(Foster, 1987:137).

The debate notwithstanding, international agencies such
as the UNESCO and the Wworld Bank have continued to further
the cause of vocationalized/diversified secondary education
in the developing countries. Several developing countries like
Tndia have diversified their secondary education system but
research indicates that nynlike general education, there has
not yet evolved a rational organizational structure for
technical and vocational education" (UNESCO, 1983:17). And as
Psacharopoulos concludes,

pecause of the inherently logical and
simplistic appeal, vocationalization will be
with us for years to come, and more countries
will attempt, in vain, to tune their formal
education systems toc the world of work.
(Psacharopoulos, 1987:203)

It is not enough to dismiss vocationalization of
curriculum as a failure and as an educational program that
does not work because evidence shows that the outcomes are

not those expected. Rather, the problems and issues facing

vocational education must be traced to the development
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strategies used by the developing countries and the need for

otructuring their socio-economic systems. Issues of
vocational education cannot be properly understood cor
explained without taking into account the overall historical
constraints of colonial dependency. Vocational education Tuns
the risk of being seen as "an illegitimate extension of the
concept of education" (Lillis and Hogan, 1983:93). For
understanding this, it was necessary to examine, in this
section, the historical roots of vocationalism in the
developing countries »f the Third World before analyzing the

problems ar- ‘ssues.

4.3 Issues £ Vocationalism in Developing Countries:

The degree of vocationalization of the curriculum at the
secondary level and/or the role of vocational education
within the schooling system has raised contentious and
complex issues which have become the focus of international
debate. While educational economists mainly argue that
vocational education is not cost-effective, educators,
pelicy-makers and administrators continue to support
vocational education as a fundamental element in national
educational policies. The argument of economists involves
basic issues of whether vocational secondary schools are more
cost-effective than general academic schools and whether
vocational training in schools is more cost-effective than

other forms of vocational training outside the school system.
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The dilemma before policy makers revolves not only around
efficiency 1ssues, and economic considerations keing
incorporated into pelicy deisions on curriculum
diversification/enrichment, but on jssues of equity as well.
This section will attempt to analyze these issues of
efficiency and eguity and review the available evidence in
the light of recent trends in Third World countries.

The issues of economic efficiency and social equity are
inextricably interlinked with each other and with the
objectives of vocational education for the purpose of
determining the type of planning of vocational education in
developing countries. The case for vocational education has
received much support from those who see it contributing to
the goal of economic progress. This support is based on the
assumptions that vocaticnal education can reduce unemployment
and meet the economic demands of the labour market by
providing practical and relevant skills; vocational education
can develop in school leavers a positive attitude g iabour
force participation; vocational education can increase
productivity and offset the schools' recurrent costs; and
vocational education can increase individual earnings (Tilak,
1988:245, Heyneman, 1987:64) .

Critics, on the other hand, argue that vocationalization
policies are largely a political response to economic
recession. Vocationalization has political appeal as an

educational response to economic problems (Lauglo and Lillis,
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1988) . They also argue that the greater cost per student *hat
vocationalization requires does not justify the investment in
vocational programs. A number of studies conducted in
Colombia, Tanzania, Kenya, India, Somalia, Swaziland, Nigeria
and Sri Lanka, to name only a few, have shown that vocational
schools are not cost-effective when compared with the
traditional academic secondary school (Heyneman, 1987:73).
Similarly, when compared to other modes of training like on-
the-job training and apprenticeships, vocaticnal training is
a high-cost form of training. One of the few exceptions to
this trend is the Israeli experience where over half of all
secondary school pupils (and over 40% of all youth of
secondary school age) attend vocational secondary schools
(Neuman and Ziderman, 1989:151).

Empirical evaluation studies are similar in their
finding that it is a costly policy to vocationalize the
curriculum of general secondary schools. Heyneman (1987)
gives the following major sources from which evidence can be
drawn to asséss the impact of vocationalization (adding
practical subjects to the curriculum). The first source is
public demand. Parents are a good barometer of curricular
choice and when an economy is in recession, they want to
enforce curricular priorities of their own. If the vocational
emphasis in the curriculum does not contribute to parental
aspirations of upward occupational mobility, then the

csurriculum is considered inefficient and ineffective. The
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second source is cost - both monetary and cognitive. The
firsc depends on the additional cost of curricular
diversification -~ the number of additional subjects besides
the core subjects, how often they are taught, the equipment
and facilities required, the number of specialized teachers
required, the cost of teacher training and teachers'
salaries. Cognitive cost is calculated by estimating the
advantages and disadvantages of spending time on vocational
(practical) subjects as related to the time spent on core
subjects. Is there a significant sacrifice of core subjects?
The third source is the potential economic benefits or
returns. Cost/benefit studies will indicate whether the rate
of return is higher for core subjects like general science,
mathematics and language or for practical/vocational subjects
like agriculture, industry or commercial subjects.

Although data on these sources of evidence is difficult
to obtain and often unreliable, Heyneman uses the empirical
evidence provided by Psacharopoulos (1985a, 1985b and 1987)
tc conclude that

it can no longer be safely assumed that
additional subjects, specific to a manual
occupation, will be an advantageous investment
on the part of society, or the individual.
(Heyneman, 1987:68)

In another study vCurriculum costs: vocational
subjects", Cumming {1988) summarizes the various findings
from the literature on costs and benefits of vocational
subjects in educational institutions in the U.S.A., Tanzania,
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Kenya and Thailand. He concludes that where costs of
vocational/practical subjects can be compared to other
subjects in the curriculum they are 1likely, other things
being equal, to be more expensive in terms of costs per
student-hour (Cumming, 1988:149).

In the Indian subcontinent, countries like Afghanistan,
Bangladesh, Bhutan, Burma, India, Maldives, Nepal, Pakistan
and Sri ILanka have diversified their secondary education
systems. Studies conducted by Tilak (1988) on the basis of
UNESCO Statistical Yearbook data indicate that vocational
education is costlier than general secondary education and
allocations for vocational education, as a proportion of
expenditure on total secondary education, as well as per
student, have declined. Even though no estimates of rates of
return are available for the countries in the 1Indian
subcontinent, Tilak argues that

given (a) no sizeable reduction in
unemployment, (b) very high costs associated
with vocational education, and (c) the
existing wage structures in the labour market,
rates of return to vocational education may
not be as attractive as general secondary
education, as has been found in many

developing countries.

(Tilak, 1988:251)
In their study of industrial education subjects (wood

work, metal work, power, electricity) within the academic
curriculum of junior secondary schools in Kenya, Lauglo and
Narman (1988) conclude that such educational programs with

practical subjects have high unit costs and have been largely
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possible because of foreign aid (given in this program by
SIDA - Swedish International Development Agency). Moreover,
they demand more managerial expertise and initiative for
their establishment and maintenance.

Further, from the data on occupational acpirations and
expectations of students exposed to industrial education,
Lauglo and Narman infer that industrial education has the
effect of interesting them in practical/technical work as a
future career. The problem is not one of changing their
occupational aspirations but one of realization of their
ambitions under current labour market conditions. Thus such
vocationally-oriented programs should not be 1launched as
large-scale programs for speedy implementation throughout a
national system of education unless the general education
benefits of these vocational/practical subjects merit the
expense and development effort which they require (Lauglo and
Narman, 1988:255).

In his review article, Foster (1987) refers to the
Kenyan experiment and points out that such programs do not
meet the criteria of external efficiency: "their relatively
high costs are not justified in terms of major cognitive or
affective curricular effects nor is there any compelling
evidence with respect to positive labour market outcomes,
whether these are measured in terms of occupational
destinations or income" (Foster, 1987:143). Further, Foster

finds it difficult to understand why a vast volume of aid has
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been concentrated in 35 government-maintained schools which
constitute the elite sector of Kenyan secondary education.

This brings us to the 1issue of equity. Do less
privileged groups in the population have increased access to
jevels and types of vocational education that will be
eventually rewarding? Are those who are privately benefitting
from vocational education bearing the cast of their
education? Are wage differentials in society reduced as a
result of vocationally-oriented education?

According to Psacharopoulos (1987) there is 1little
evidence in the empirical studies regarding these three
dimensions. The data for Colombia shows that academic
graduates earn more, relative to the rest (Psacharopoulos,
1985a:516) . Studies of vocational school programs in Mexico,
sri Lanka, India, Barbados and Swaziland, together with the
data from the Colombian and Tanzanian case studies, indicate
that even though vocational education attracts lower social
groups and classes, the students do not always follow the
field of their specialization in further education and
training or take jobs in the field for which they were
trained. Given the choice, students prefer to attend an
academic school because vocational graduates do not receive
the salaries they expect from industry. Employers use
educational credentials or qualifications as a starting point
and prefer to give on-the-job training and schools find it

difficult and costly to equip and maintain training units.
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Negative results have also been obtained from similar
vocational education prograns aimed at improving
employability of secondary school leavers in El1 Ssalvador,
Brazil, Nigeria, Kenya, and Somalia (Psacharopoulos,
1987:197).

"Equality of educational cpportunity" has historically
been a major rationale for vocationalization but it has also
led to issues regarding its merits. Some argue that
vecationalization reduces the distinction between
"theoretical"™ and "practical" knowledge and the gap between
non-manual and manual work. Also, vocational education in
secondary schools provides opportunities to more students
than other forms of vocational training 1like on-the-job
training or apprenticeships. critics, on the other hand,
argue that vocationalization creates, within the same school,
curricula of different status. Invariably, the vocational
curriculum becomes a second class alternative. and prevents
those in the vocational track from climbing the academic
ladder.

The experience of vocationalization of secondary
education in Brazil and secondarization of technical
education in Argentina indicates important issues regarding
implementation of vocationalization of academic secondary
education (Gallart, 1988). These are common to most developed
countries and include "strong social demand for secondary

education linked to mobility aspirations, competition among

104



social sectors for access to the upper levels of the
educational ladder with the consequent segmentation between
tracks, schools, and/or optional courses; the influence of
the characteristics of the labour market on the social demand
for the different tracks; and in the positions open to school
leavers, given the labour market's segmentation, the
devaluation of credentials, and changes in salary
differentials" (Gallart, 1988:204). Given the strong
tradition of social mobility through education,
vocationalization should take into account the demands of
parents and students if it has to succeed.

In summary, vocational education in developing countries
is not viable from the angle of economic efficiency but its
appeal remains because

it promises equality of opportunity within

unequal societies where the pressures to

reproduce inequality are even greater.
(Grubb, 1985:547)

In the current international debate about education and
social inequality, the question remains - do
vocationalization policies reinforce rather than question the
legitimacy of hierarchical relations between social classes,

genders or ethnic groups in terms of economic power?

4.4 The "New Educational Vision vision" for Secondary Education -
World Bank Studijes:

An important innovation in the development of secondary
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education in developing countries has been the
diversification of curriculum. It is based on the assumption
that students can develop vocational skills in the field of
their choice together with traditional cognitive skills. The
rationale behind it is that students are given a wide choice
of options in what are called pre-vocational courses before
they can decide on which technical or academic curricula to
pursue for further education. A diversified curriculun
strikes a balance between an academically-oriented and a
vocationally-oriented curriculum and has therefore Dbeen
encouraged as arn innovative strategy.

The belief that diversification can contribute to
secondary schooling meeting labour market needs with more
equal access to education has led to heavy investment in this
innovative strategy. This effort to re-orientate, and in some
cases as in Tanzania and Cuba to restructure, the national
education system +o a vocational direction has been described
as a '"new educational vision" emerging for secondary
education (Middleton, 1988:213).

Those in favour of diversification argue that it
provides to disadvantaged socio-economic groups a wider
access to secondary schooling. Second, it ensures ccgnitive
attainment in both pre-vocational and academic subjects and
thus gives students more realistic attitudes and aspirations
towards the world of work. Third, it gives students the

opportunity to choose their occupation according to their
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interests. Thus motivated, they earn more than they would
after either an academically-oriented or vocationally-
oriented schooling and consequently, investment in
diversification promises a higher social and private rate of

return than in either academic or vocational education alone.

These assumptions have been there from the time
economic, social and political pressures in developing
countries have shaped schooling policies and educational
reform. The World Bank and its affiliated organizations have
been giving assistance to vocational education and training
in developing countries for the past three decades. The
Discus (The Study of Diversified Secoundary Education
curricula) sponsored by the World Bank has contributed to the
research in a field which 1lacks empirical evaluations
(Psacharopoulos and Loxley, 1985b). Developing countries have
started the diversification of the secondary school
curriculum on a large scale by introducing pre-vocational
subjects. In Africa, in countries like Lesotho, Botswana,
Ethiopia, Somalia, Uganda, Cameroon, Gabon, Nigeria,
Swaziland, Tunisia, Morocco and Tanzania pre-vocational
courses have been added to secondary school curricula in an
effort to instill in students the concept of self-reliance.
In Latin American and Caribbean countries like Colombia, the
Dominican Republic, El Salvador, Jamaica, Guyana, Trinidad

and Tobago, Brazil, and Peru, multi-track or comprehensive
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schools offer both vocational and academic programs. These
diversification programs differ from apprenticeship programs
which 1lie outside the mainstream cf formal secondary
schooling. In Asia and the Pacific, countries like Papua New
Guinea, Thailand, Sri Lanka, Indonesia and South Korea have
reorganized their secondary education systems towards the
objectives of a flexible diversified curriculum. In all these
countries, assisted by World Bank education projects,
diversified education programs are offered either in multi-
track comprehensive schools (several vocational options with
academic courses) or double-stream (one major vocational
course with an academic curriculum) and are different from
single-track academic or vocational schools.

Psacharopoulos and Loxley (1985) have reviewed the World
Bank's experience in encouraging diversification in
developing countries. Most Third World countries continue to
diversify as part of the "new educational vision" for
improving secondary education. But as Middleton indicates,
the "new educational vision" has manifested itself in the
form of diversified secondary schools and has receded
(Middleton, 1988:213). As of 1979 the World Bank had invested
in 79 projects in more than 25 countries (Haddad and Conly,
1987). Since 1977, educational authorities in developing
countries have moved away from investment in diversified
secondary schools to nonformal training systems and

university level training. It was found that diversified
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secondary schools were not cost-effective. They sufiered from
high costs, implementation difficulties and 1low returns
(Psacharopoulos and Loxley 1985b, Psacharopoulos 1987,
Psacharopoulos 1988, Lauglo and Narman 1988} . Those in favour
of diversification argue that these schools were evaluated on
the wrong criteria - labour market outcomes - employment
rates, earnings and social rates of return. They expose
students to pre-vocational subjects and as such are intended
to contribute to social objectives like favourable attitudes
towards manual labour. The experiential content of a
diversified curriculum is intended to prepare them for adult
life.

Economic recession in the period 1977-1986 led to
constraints on employment opportunities and on education
budgets. Tight labour markets and reduced resources made it
difficult for diversified secondary schools to develop the
flexibility and efficiency taey needed. The "new educational
vision" envisaged in diversified secondary school curricula
pecame clouded with two major issues. First, there is little
evidence in the reviews of World Bank investments in
diversified schools to show that diversified schools can
achieve the non-employment objectives like imparting a better
knowledge of crafts and changing social attitudes towards
work. Second, that these objectives can be achieved by
diversified schools in a cost-effective manner and by using

effective training modes grounded in the labour market
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realities they face.

The experience of Brazil, Jordon and Korea demonstrate
that "a new educational vision" is possible if developing
countries invest in training systems which are characterized
py an ability to adjust to changing economies (Middleton,
1988) . Diversified secondary schools need to have linkages
with industry, incentives to attract and retain qualified
teachers and students and good feed-back systems instead of
continuing as stereo-typical public vocational secondary
schools. The three countries, in terms of World Bank
vocational education and training investment, are among 22
middle-income countries reviewed for the effectiveness of
their industrial training systems, both formal and nonformal.
In his study, Middleton  has analyzed the common
characteristics that have contributed to the success of their
industrial training systems and appear to be good examples
for other developing and industrializing countries.

In all these countries, investments were made over a
long period of time (15-18 years), in all modes of training
(formal and nonformal) in order to provide a broad context in
which the training system could evolve and mature. There was
a strong demand for skilled workers in the industrial sectorv
during the periocd and training institutions could rely on a
feed-back from employers seeking workers. Beginning with
relatively small investments in formal institutions; the

three countries gradually invested in larger numw: s and
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different modes of training and the development of policy and
management capacity. Instead of using formalized manpower
forecasting techniques, these countries planned their
industrial training systems in response to employment demand.
Industry played as active role in curriculum and enrolment
development and in the design and provision of on-the job
training and apprenticeships. Alternative financing sources
(payroll taxes, tuition fees, user fees) helped stabilize
resources available from the government. Salary and
scholarship incentives were given to attract and retain good
teachers and students. Curriculum development was integrated
with teacher training. These characteristics enabled the
countries to respond with flexibility to their changing
economies and develop a variety of training modes, including
secondary vocational schools, that are comparatively
s ccessful.

These conclusions drawn from World Bank experiences of
investment in vocational education and training (1963-1986)
raise important issues regarding the role of diversified
secondary schools and the '"new educational vision" in
developing countries. Given that no evaluation has been made
(previous to the study of diversification in Colombia and
Tanzania by Psacharopoulos and Loxley, 1985) of the overall
efficiency of diversified curricula relative tc traditional
academic or vocational schooling, important questions being

asked by researchers are: How far have projects of
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diversification achieved TNELYr ORJECLLVED, NULL SuUsdaus -
economic? Is there any assessment of diversification as an
effective educational model? These issues are important, even
as the majority of develcping countries, industrializing
their economies, are facing the policy dilemma of how to
match education and training to changing economic needs in a
way that would expand secondary educational opportunities on
an egalitarian basis. Many underdeveloped countries are
entirely dependent on agrarian economies and they face the
additional problems of curbing rural to urban migration and
evolving education and training systems which serve the needs
of rural populations

Evidence indicates that Colombia's 19 diversified
secondary schools called INEM (Institutos Nacionales de
Educacion Media) have contributed positively to educational
equality in terms of improved life chances (as measured in
terms of scholastic attainment, cognitive achievement,
chances for post-secondary study, employment opportunities
and income attainment) of students from lower income families
(Psacharopoulos and Loxley 1985, Patrinos 1988). But critics
(Selvaratnam 1988, Tilak 1988, Heyneman 1987) question
whether INEMs make secondary education more accessible to
students from poorer socio-economic backgrounds. The study
shows that INEMS were built in the poor urban areas; the
majority of students are from the blue-collar worker

families; more affluent families prefer to send their
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graduates of the INEMs can find employment upon graduation at
a level of earnings that is equal with the graduates of non-
INEM schools indicates that the INEMs are not of poor
educational qualiiy (as measured by student-teacher ratios
and costs per students) and they do not lock people into
ndead-end”" jobs. They may not be cost-effective, as the
critics point out, but they do improve educational and income
equality and provide a place for working class students in
the secondary schcol system. Thus the INEMs are an example of
a diversified secondary education program which has
contributed to equity of educational opportunity. Their
relative high cost can be reduced if the program is expanded
to generate increasing socio-economic ben. its in a
differentiated society. Further research is required before
castigating diversification as an educaticnal innovation that
r23 not brought any change to the development of secondary
education in developing countries.

The case study of Tanzania presents different issues as
its political ideology has dictated the role of education in
social change and national development. In keeping with the
concept of "education for self-reliance", primary schools
teach crafts and skills useful in the rural community, where
80% would eventually live. In the public secondary school
education system, diversified education is to prepare

students for work and for advanced training in broad economic
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sectors - commnerce, égriculture and industry. The rationale
for diversificauion is that restructuring the entire primary
and secondary education system is a means of implementing the
political ideology of socialism and self-reliance. Making
secondary school ¢urvicula more practical will instill
positive attitudes towards work and provide students with
training for their individual development and for the
development of the community and nation at large. Its value
can be Jjudged By the extent to which diversification
contributes to individuals penefitting from their education
and to the achievement of the national goals of socialism and
self-reliance. The study of the jssues of internal efficiency
(achievement scores and course hours, influence of home and
school, unit costs by curriculum, cost-effectiveness of
cognitive achievement) and external efficiency (demand for
post-secondary schooling, employment prospects and earnings
differentials) in Tanzania indicate that all pre-vocational
curriculum tracks are more costly than academic ones and for
all students (technical, commerce and ag.riculture) there is
a trade-off between gains in the vocational subjects and
losses in the academic ones. Further, rates of return are
poor indicators of the social profitability eof educational
investment and the first indications in the Tanzanian case
study do not support the hypothesis that the introduction of
pre-vocational studies into secondary schooling can be judged

on the grounds that the economic pay-off is greater for an
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academic curriculum.

In summary, the movement towarxrds curriculum
diversification in developing countries, in keeping with the
"new educational vision", has focused on the hope that pre-
vocational studies will ease students' transition from school
to work by changing their attitudes and by teaching them
employable skills. Thus the responsibility of schools for
determining the labour market outcomes of graduates has been
emphasized more in developing countries than in developed
industrialized countries. In view of the poverty of in-depth
evaluations based on case studies of both success and failure
of diversification, it is difficult to come to any conclusion
regarding the dilemmas of diversification in developing
countries, but it is clear that vocationalization and/or
diversification can be made effective if it is an integral
part of an overall development strategy - a new vision of a

better future.

Conclusion:

The issues of vocationalization/diversification in the
developing countries of the Third World seem to hold in
balance the key concerns of economic efficiency and social
equity. Recent studies on the effectiveness of vocational
education versus general education and documented World Bank
evidence on the evaluation of vocational education programs

with the help of cost-benefit analyses or rate of return
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estimates clearly show that investment in general education
carries a higher rate of return than investment in vocational
education. Further, the assumptions on which vocationalism is
based, have been disproved by experience in many developing
countries. It does not solve the increasing unemployment
problem; it does not create employment; it does not
contribute to self-employment; it does not change attitudes
towards manual work; it does not reduce the demand for post-
secondary education; it does not ensure higher earnings. In
short, "the power of vocationalism needs to be explained on
grounds other than its effectiveness" (Grubb, 1985:530).

Oon the equity issue, there is consensus of opinion that
secondary education should be expanded to contribute to
equality of opportunity. It is not <clear whether
vocationalization and/or diversification helps to reduce or
increase inequities - educational, social and/or economic.

In understanding these issues, it must be remembered
that Western models of vocationally-oriented education were
readily adopted in most developing countries without
recognizing their relevance, efficiency and feasibility
within the recipient country's socio-economic environment,
level of development, resource endowment, and demographic
structure (Selvaratnam, 1988:134). Vocationally-oriented
education can only be effective if it is developed within the
socio-economic background of a country. "Lessons from the

past" indicate that the failure of the objectives of
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vocaticnal education was largely due to the inappropriate
nature of the Western mcdels of vocational education to Third
World countries. Vocational education has been marginalized
and stigmatized as an inferjor form of education to
academically-oriented education. In a changing technological
scenario, Third World countries find it difficult to
anticipate and adjust to the rapid changes their socio-
economic environment is subjected to within a world
capitalist system. Diversification of secondary school
curriculum promises a '"new educational vision" in the
development of educatior .'n Third World countries. The crux
of the problem is that vocational education is not just an
educational issue or a curriculum gquestion. The problems and

issues of vocationalism are

paradoxically not primarily educational but
ultimately bound up with intricate economic,
technological and social variables.

(Lillis and Hogan, 1983:98)
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CHAPTER 5

VOCATIONALIZATION OF SECONDARY EDUCATION IN INDIA

Introduction:

Tn India, as in other advanced and developing countries,
the drive for vocationalization of secondary education is
linked with national economic problems. A critical analysis
of the relationship between economic growth and educational
development in India is presented in this chapter to
illustrate the wvalidity of international perspectives on
vocationalization and to understand the rationale underlying
vocationalism. The National Policy on Education, 1986, not
only recognizes the need to vocationalize the secondary
education system in order to reduce the mismatch between the
demand and supply of skilled manpower at the secondary level,
but also indicates the country's commitment to it by
stipulating quantitative targets for the next decade. It
envisages attempts to enhance its quality and relevance to
employment and the labour market by continuing it in the
secondary stream in order to improve the employability of
school-leavers.

"The Challenge of Education" document, issued by the
Government of India in August, 1986, initiated a national
debate as a first step in the formulation and implementation
of a new policy ¥Yor educational development and economic

progress. It was in response to the urgent demand to reorient

119



education to give it greater relevance to the needs of a
society facing the challenges of a new technological age in
the coming decades of the twenty first century. In its
strategy to improve access to school education, the New
Educational Policy, 1986, has endorsed diversified
vocationalization. It seeks to establish a national systenm of
education which lays down a curricular framework of core and
vocational subjects at the secondary stage to establish a
system necessary for achieving the goals of an egalitarian,
democratic and secular society.

There is not much in the way of conclusive empirical
studies and/or evaluative research on the success or failure
of the implementation of vocational programs in the different
states of India even though vocationalization is not a new
issue. Since independence in 1947, several Education
commiszions have advocated and supported vocationalization of
secondary education, but vattempts made in the past have not
borne fruit" (Ministry of Education, 1985) . The purpose of
this chapter is to study the relationship between economic
development and educational development in India in the
colonial and post-independence periods and to critically
analyze the shifts in policy and planning from
nyocationalization for economic growth" to the political and
ideological imperatives of vocationalism. The inability to
absorb educated graduates and secondary school leavers into

the modern wage economy and the need to pursue the egalitarian
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gqals enshrined in the national constitution accounts for the
government policy of vocationalism - a program influenced by
ideological rather than economic imperatives.

This chapter first looks at the British period in the
history of education in India which witnessed the development
of modern, western-style formal education. In this system of
education, vocational education was developed essentially as
an offshoot of the system of formal education ostensibly in
response to the needs of British administration in India. Why
vocational and technical education in British India prior to
the First World War was limited in scope, in quality, and in
effectiveness is discussed in the first part of Section 1.
This is explained in the context of the underdeveloped and
undiversified economy and the British educational policy of
English-language education for the elite, vernacular-language
education for the masses and the corresponding neglect of
primary education. The post-World War I to 1947 period saw
changes not only in the economic scene (modernization and
industrialization of the economy) but also developments in
technical and vocational education. In the second part of
Section I, these changes are reviewed in the context of the
1ink between economic growth/retardation on the one hand, and
the development/underdevelopment of vocational, technical and
industrial education on the other hand.

A much more philosophical Indian response and reaction

to the situation brought about, among many experiments, the
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movement for Basic Education and Gandhi's attempts to
restructure the educational system and make primary and
secondary education craft- and work-centred. The Basic
Education movement is also reviewed in Section 1. Attempts to
vocationalize secondary education were made in the post-
independence years in the three periods 1947-1965, 1966-1985
and 1985 onwar-s. These are examined in the context of changes
in the educational system and are linked to the development
process set in motion after independence.

As in other developing countries, in 1India too,
vocationalization of secondary education has re-emerged
because policy makers and educational planners see it as a
strategy to make secondary education more relevant to the
world of work in the face of rapid industrial growth and as
a means to promote equal opportunity in the face of a class
system based on occupational status and educational
attainment. The problems and issues of vocationalization of
secondary education in India in the context of international
studies of how well vocational education has fulfilled its
economic purpose and social goal in the post-independence
period are examined in the third section of the chapter.

As mentioned earlier, the lack of substantial evaluative
research on vocational education in India has not prevented
the resurgence of interest in vocationalism. In fact, Rajiv
Gandhi's government's renewed commitment to it in the National

Policy of 1986 has raised important questions among
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researchers. Are the arguments in favour of vocationalisztion
sound in the light of the experience of other countries - nota
developed and developing - concerning investment ir veonaticnal
education or diversification of secondary education?

In most countries, vocationalism has not solved the
economic and educational problems it wes designed to sddress
Does it hold promise and power to establish & close
relationship between schooling and work, to reduce
unenployment, to improve individual and societal productivity,
to promote equity and to serve the needs of disadvantaged
groups? The final section of this chapter atrempis to answer
these questions and presents a review of rece:t perspectives
on the envisaged role of vocational education in 2mployment
creation and economic growth. It concludes that substantial
research needs to be done before vocationalization can be
dismissed as an uneconomic venture. A review of cross-national
evidence on the effectiveness of vocationalized secondary
education, available in the literature, indicates that the
scanty evidence that is available on the issue is at best
inconclusive. Researchers agree that vocationalism is not just
an educational issue or a curriculum question. The political,
social and economic dimensions of the dilemma need to be taken
into account before assessing the future prospects of

vocationalization of secondary education in India.

5.1 Historical Background = Vocational Education in India in
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the British Colonial Period (1813-1947)

According to Carnoy, the primary purpose of schooling in
British India was control, not change. In such a systemn,
preparing a skilled labour force was unnecessary and
undesirable and vocational and technical education therefore
received 1little attention. Educating an English-speaking
Europeanized elite who could serve as middlemen between the
British administrative system and the Indian masses remained
the backbone of British educational policy in India (Carnoy,
1974:61) .

Any modifications in the policy were in keeping with the
pbasic policy of maintaining a small system of primary
education and expanding secondary and higher education to
serve the elitist system. Changes in the character of British
imperialism and the system of production were reflected in the
type of education. The classes served by the system of
production were the classes needed to maintain the British
imperial system. The British were willing to make a change in
their educational provisions for India only when they felt
they had to, when it would pay for itself, and when they could
control it (Koehl, 1975:281).

carnoy also argues that British educational policies were
designed to control politically the Indian subcontinent and
to keep its people economically dependent on Britain (Carnoy,
1974:62). During the era of mercantile or early colonialism

(1757-1813) India ceased to be a leading manufacturing country
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of the pre-capitalist era and was reduced to the position of
supplier of agricultural goods and raw materials to the
industrializing economies of the West, particularly Britain
(Bagchi, 1982:82). Further, as Bagchi points out, the long
process of de-industrialization of India began with the
catastrophic disappearance of cotton manufactures from the
1ist of exports of India and the sudden rise and the steep
ascent of cotton manufactures in the list of her imports -
almost exclusively from Britain. Other rural or urban
manufactures were ruined partly by the rise of alternative
sources of supply (as in the case of Chilean nitrate for
Indian saltpetre) and by government restrictions (as in the
case of the gun-making industry of Monghyr). This policy of
de-industrialization of India together with land revenu
policies led to a nsemi-feudal" structure of society (Bagchi,
1982:82-83).

The ruination of the cotton textile industry and the
discriminatory free-trade policy characterized the periocd of
free-trade industrial colonialism "etween 1814 and 1858. The
development of structural underdevelopment initiated in the
period of mercantile colonialism was accelerated and
reinforced throughout this period and the remaining half of
the nineteenth century. The exposure of Indian handicrafts
and manufactures to the competition from Britain's industrial
exports resulted in extensive disruption of India's pre-

capitalist artisan economy and was unaccompanied by
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compensating development of modern capitalist industries (Das
Gupta, 1975:19).

Given this background, let us analyze the educational
policy and provisions made in this period. The beginning of
the system of formal education in India can be traced back to
the year 1813. In that year, the Charter Act abolished the
East India Company's trading monopoly and gave British
manufacturers free access to markets in India. The Charter
Act made an annual provision for a sum of one lakh (100,000)
of rupees for the promotion of learning in India. This was
for

the revival and improvement of literature and

the encouragement of the learned natives of

Tndia and for the introduction and promotion

of a knowledge of the sciences among the

inhabitants of the British territories in

India.

Clause 43, Charter Act, 1813

At this time, the concern of the East India Company in India
was not to interfere with the indigenous institutions of
culture.

In 1835, Lord Macaulay's famous minute advocated
education of the upper classes and the spread of western
learning through the medium of English -

We have to educate a people who cannot at
present be educated by means of their mother-
tongue. We must teach them some foreign
language .... Oour own language .... stands
pre-eminent even among the languages of the
West .... We must at present do our best to
form a class who may be interpreters between
us and the millions whom we govern .... to

render them by degrees fit vehicles for
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conveying knowledge to the great mass of the
population.
(cited by Aggarwal, 1984:5)

As a result of the new policy of providing State id and
supervision to schools teaching English, the establishment of
schools helped in the dissemination of Western learning.
According to Carnoy, Macaulay's Minute clearly indicated that
the primary concern of the British educational policy was to
uild a cultural dependency among the educated classes SO
that revolutionary overthrow was not possible in the
jmmediate future as a likely alternative. This kind of
education instilled in them an awe for the English language
and culture, and a corresponding disdain for their own
background (Carnoy, 1974:67).

Further, Macaulay's "downward filtration theory" argued
that the Indian elite would share their Western values and
concepts imbibed from English-language education with their
own people and eventually this type of education would
nfilter" down to the masses. This was a justification for the
fact that in the early half of the nineteenth century the
British government in India did not take direct
responsibility for the education of the masses. The education
was confined exclusively to the instruction of a small elite
group of future civil servants. The whole systenm,
particularly in BenJai, became geared toward training for

government service (Carxrnoy, 1974:67).

The responsibility of the government in establishing and

127



maintaining educational institutions came to an end with
Wood's Despatch (1854) in which the policy was laid down that
the government would withdraw from the #i=zld of secondary
education. But in fact it did not do so an? a dual system of
secondary education developed, one group of high schools
under government control and management and the other under
local private management. Further, Wood's Despatch of 1854
(also known as the Magna carta of English Education in India)
declared that "the diffusion of the improved arts, science,
philosophy and 1iterature of Europe" was the object of the
extension of education in British India (Aggarwal, 1984:17).
This Despatch formed the theoretical basis for British
educational policy in India over the next seventy years -
English-language education for the elite and vernacular-
language for the masses. Very 1little was done in mass
education and the mode of agricultural production brought
little response from the people to pay for primary education.

The period of monopoly capital and imperialism (1858-
1947) saw the pursuance of the policy of making India
subservient to the economic and political interests of
metropolitan Britain. The lack of investment in agricultural
development and industrial growth ruled out the possibility
of the emergence and development of conditions for capitalist
development. Cottage industry was destroyed without
incorporating artisans with their skills into the new

structure. For the British, development in India meant
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controlling Indian resources for British use, and education
was structured to achieve that goal (Carnoy, 1974:66) .

The Indian Education Commission (1882-1883), also known
as the Hunter Commission, recommended "a more adequate
recognition to the indigenous schools" and a bifurcation of
secondary education into two divisions, "one leading to the
entrance examination of the universities, the other of a more
practical character, intended to fit youths for commercial or
non-literary pursuits" (Aggarwal, 1984:23). This was in
keeping with the laissez faire policy of state non-
interference in education.

Limited industrial growth between 1871 and the 1920s,
combined with small-holding plantation agriculture, made the
demand for piimary-school-trained labour limited. British
policy was to spend more on the higher levels of schooling
and to 1limit the expansion of primary education. The
resistance to giving Indians control of secondary and higher
education indicated that these levels were more important to
their educational and colonization policy than the neglected
and disregarded primary schools (Carnoy, 1974:69; .

Crane's account of the situation of technical education
in the period under discussion confirms esidence given by
other scholars that nineteenth century indian higher
education was primarily a training ground for civil and
subordinate government services. Even though there are stray

instances of attempts at medical, engineering, and industrial
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education, the general apprehension was that technical and
jndustrial training would create a population with skills for
which there might be no employment (Crane, 1965:173).

To illustrate this, Crane points out that the 1886
wReview of Education In India" drew attention tc the fact
that

apart from the higher instruction in law,
medicine and engineering, required for the
attainment of University degrees, there is not
as yet in India anything like a general or

systematic provision of technical instruction.
(cited by Crane, 1965:174)
Further, as the same official argued:

There is no demand for technical instruction
because the industries in which it could be
utilized do not exist. The industries do not
exist because in the absence of skilled
labour, capital cannot be employed ......
technical education can only advance rapidly
in a country where the industries and
manufactures are highly developed; «cc.e.
India is not such a country ..-.... it is a
fallacy to suppose that any scheme of
technical instruction will open out a royal
road to industrial prosperity, the attainment
of which depends upon far different
conditions.

(cited by Crane, 1965:177)

The Government of India's Resolution on Education
Policy, 1904, during the vice-royalty of Lord CcCurzon,
reconmended that education provided in secondary schools
should be sound "for the instruction, health, recreation, and
discipline of the pupils" (Aggarwal, 1984:29). Another

government resolution on education policy in 1913 made
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reconmendations concerning the inclusion of subjects of
industrial importance in the curriculum. Further, the
admixture of private management and state control of
secondary schcols was laid down as a policy in the Government
Resolutions of 1904 and 1913.

In summary, before World War I, the absence of a well-
developed system of vocational and industrial education,
combined with other, perhaps more fundamental, causes served
to keep India industrially backward. As made clear in a
number of government reports issued during the period under
review and as cited by Crane (1965), the Indian economy
remajined singularly undeveloped and its modernization was
severely retarded. The absence of an effective system of
technical, scientific and industrial education, if not the
only factor, was an important factor which contributed to
keep this economy backward (Crane, 1965:193).

The First World War, the crisis of the British Empire
and the growth of the nationalist movement in India compelled
the British Government to modify its free-trade policy.
India's links with the U.K. were loosened and she entered
into a situation of multilateral dependence on the advanced
capitalist countries. But the growth of industries remained
tied to a stagnant economy in the interwar period (Bagchi,
1982:91). Although India achieved a fair degree of self-
sufficiency in the basic consumer goods produced by industry

and such goods as pig iron, steel and cement, this phase of
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import-substitution industrialization in 1India's economic
growth did not usher in a period of sustained growth.

This formed the background to the Hartog Report of 1928-
29 which condemned a policy of "hasty expansion" of secondary
education and observed that attempts to provide vocational
and industrial training had little contact with the education
system and were, therefore, not fruitful. It recommended "'the
diversion of more boys to industrial and commercial centres
at the end of the middle stage, for which provision should be
made by alternative courses in that stage, preparatory to
special instruction in technical and industrial schools"
(Aggarwal, 1984:46). It proposed that there should be more
diversified curricula at the secondary stage. This guestion
of providing greater facilities for technical and vocational
education was taken up by the Sapru Committee (1934),
appointed to enquire into the causes of unemployment in the
United Provinces (now Uttar Pradesh). It recommended
providing diversified and parallel courses of study at the
secondary stage offering instruction in technical,
commercial, industrial and other vocational subjects.

The upsurge of the nationalist movement compelled the
British Government to make some concessions to Indian
capitalists. But the latter could not escape the grip of
international companies and cartels which had already begun
to dominate world capitalism, especially in the fields

characterized by advanced and rapidly changing technology
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(Bagchi, 1982:92). In response to this, the growing interest
in techhical and vocational education was evinced in the
Abbot-Wood Report (1936-37) which recommended the
establishment of "a complete hierarchy of vocational
institutions parallel with the hierarchy of institutions
imparting general education" (Sen, 1970:359). As a result, a
new type of technical institution known as polytechnic came
into existence. The Abbot-Wood Report affirmed that technical
education was equally important as general education and
recommended that, as general education and vocational
education "are the earlier and the later phases of a
continuous process," .... "vocational education must be based
on an adequate general education" (Aggarwal, 1984:67).
Between 1937 and 1946, there was a discernible shift
from a state of unilateral dependence on Britain to one of
multilateral dependence on the advanced capitalist countries.
As a backward, predominantly illiterate country, India lacked
the base for autonomous technological development. With a
poor population and a social structure dominated by a weak
and heterogeneous capitalist class, the demand for basic and
sophisticated consumer goods remained restricted and with
this the demand for skilled manpower Wwas limited (Bagchi,
1982:94). It was only in the ndifficult" or late phase of the
import-substitution period in post-independent India that the
industries involved and required the use of more skilled

manpuwer than was available and correspondingly, there was a
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training institutions.

In summary, the growth and development of general and
vocational education in India in the colonial period were
directly or indirectly the outcome of the interaction of
social, economic and political factors. Social determinants
{like family traditions, social hierarchy, aspirations and
attitudes of people), economic determinants (like poverty,
growth of population, unemployment, economic exploitation)
and political determinants (like the policies of the colonial
power, political ideologies, international events, the mass
national movement for freedom, the class character of the
leadership) had an impact on the formulation of educational
policies in British India (Saini, 1980).

The British attempt to formulate a system of education
that would answer the needs of the colonial social, economic
and political system established under their rule had two
important implications. First, it was an adaptation by the
British responding to the needs of administration in India,
integrating existing functional structures into the new
system and adjusting to pressures and demands from within
sections of the colonized society. Second, the Indian
response was to accept the basic programs and structures of
Western education (Shukla, 1983:59) . Regarding technical
education, the widely held view in the official reports

(during the period under review) was that those upper classes
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not have any aptitude for technical Or 1naustrial tralliiilys
Paradoxically, those classes which did have a tradition of
artisanship were not likely to go to high school or college
as literary achievement was not part of their tradition
(Crane, 1965:181).

The colonial system developed a three-tier pattern which
consisted of elementary schools (which generally used the
Indian languages as media of instruction), secondary schools
(which taught English as a second language to begin with and
then used it »5 a medium of instruction) and colleges and
universities (which used English as a medium of instruction).
This new system was possible because of the support by the
colonial government which found it ©politically and
administratively useful to create a class of intermediaries
between them and the masses. It was also supported by the
educated persons in the Indian society who found the new
educational system of great use to rehabilitate themselves in
the new social, economic, and political order created by the
British. Further, it was based on the conflict between the
traditional education system and the modern one. Attempts,
during the freedom movement, to create a national system of
education was based on the conflict between the interests of
the colonial rulers and the Indians' demand for self-rule
(Naik, 1978:9).

In such an educational system, British policy had two
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an appropriate institutional first stage in the preparation
for the later stages of education. The indigenous elementary
schools had traces of a vocational character only in as much
as a very few, as in Bengal, taught accounts along with
keeping of records. The majority encouraged the study of
language and literature and were mainly of a cultural
character. British policy was to reorient the existing
indigenous, quasi-vocational schools towards the
administrative and revenue system established by the
government (Shukla, 1983:65).

As an antidote to the elitist, academic education of the
colonial system, Gandhi's experiment in Basic Education
attempted to upgrade the status of manual labour and develop
new attitudes toward work. Gandhi dominated India's political
scene between 1920 and 1948, and as Saha (1989) points out,
the course advocated by him was one of reviving and
diversifying the rural economy. The main thrust of his
economic philosophy was to pick up the pieces of colonial
destruction of the indigenous industries and restore the
country back to the pre-colonial base line of rural self-
sufficiency in agriculture as well as manufactured products.
His advocacy of swadeshi (things pertaining to one's own
country) in economic life and khadi (fabrics made out of hand

spun yarn) and village industries was based on the argument
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industries (Saha, 1989:127-128).

He was concerned with the education of "three hundred
millions" surrounded by an "ocean of darkness" (The Harijan,
13 July, 1937). Education could be inexpensive and self-
supporting only by relating it to some useful craft. His
scheme was to make craft-centred education the "spearhead of
a silent social revolution" (Sen, 1970:174) . His educational
pelicy was mainly concerned with what he called primary or
pbasic education but which in effect covered the secondary
stage of school education. He proposed that education should
be compulsory and free for every child up to the age of 14.
To make this basic education self-supporting, it should be
linked to the training of some handicraft. His scheme of a
self-supporting, craft-based elementary education stressed
the inculcation in the pupil of a sense of dignity of all
manual labour. It was based on the principle that the school
must be self-supporting not only for economic considerations
put to provide procf of its efficiency as a vocational
educational institution. It showed his concern for the
education of the masses because illiteracy, according to him,
was "the sin and shame of India."

In 1937, Gandhi called the National Education Conference

at Wardha to consider his scheme of a seven-year, free,
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Scheme of Education, drawn up by zakir Hussain and Saiyidaln
in 1938 and approved by Gandhi, with its emphasis on free and
compulsory education for seven Yyears, instruction in the
mother-tongue, and education being centred round some form of
manual and productive work. The Wardha Scheme stressed that
the objective of training in a basic craft was the
development of a skill so as to enable the pupil to pursue it
as an occupation. It came as a consequence of Gandhi's
attempts to restructure the educational system.

The scheme of Basic Education was worked out on an
experimental basis and accepted as the Nai Taleem (New
Education) at the Conference on National Education at
Sevagram, 1945. It was looked wupon as & means of
universalizing education based on village arts and crafts
(because India lives in its villages) and Sarvodaya (vision
of an equal society at low technological levels). It was
reiterated that basic education should be self-supporting and
place adequate emphasis on craft-work, both in its
educational and productive aspects. But the practical
application of Gandhi's Basic Education as enunciated in his
book "Basic National Education" raised many doubts and
controversies in the post-independence period (Sen,

1970:279) . Gandhi's scheme of self-sufficient, craft-centred
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The political change to national independence preceded
large-scale jndustrialization and economic development and
was not translated to more equal social relationships. It was
not supported by a large base of industrial growth; therefore
changes initiated in the political process were not carried
through into social relationships nor had sustained effect on
changes in the eaducational system. "The inertia of an
existing and continuous system of education p=2rsisted with
greater strength and ultimately prevailed over the trends of
change" (Shukla, 1983:63).

Bhatt (1988), in his review of sundrum's book "Growth
and Income Distribution in India"™ (1987) draws our attention
to the emergence during the struggle for independence of two
ideologies relating to the Indian response to its development
problem. One was Gandhi's Sarvodaya and the other Nehru's
Socialism. Both aimed at removing poverty and unemployment
through socio—~economic development in an environment of
freedom and democracy and it was the latter that was accepted
after 1947 as the dominant development ideology. In spite of
the handicaps of a backward economy with extreme poverty and
socio-economic stratification and stagnation, on the eve of

independence, India had development potential in the form of
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to mean a steady increase 1in per capita naticnal income
(Sundrum 1987:215) . In recent literature, however,
development is equated with a more desirable distribution of
income. Government policias on improvements in education (the
human aspect) and infrastiucture (the physical aspect) cannot
pe formulated and implemented on the basis of their short-
term effects on the economy. They need to be planned over a
long period of decades rather than of years. In present-day
less developed countries, governments need to take a mori
active role in implementing development measures ahead of the
private demand for them and thus stimulating such demand.
This is because they need economic development urgently to
solve their problems. But as Suncum (1987) indicates, in the
case of India the main causes for her pour development
related to: (1) a lack of understanding of the development
problem; (2) a lack of development strategy from a
development perspective as distinct from a growth
perspective; (3) a lack of an institutional and policy
framework for relating growth to development. The development
problem, accordingly, was the problem of bringing about a

profound change in the attitudes, motivations and behaviour
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perspective plan 1or the qeveiOopment Ol i Sirausyie anu
critical elements related to the task of development. The
educational system and the infrastructure were developed in
response to demand and determined on the basis of the
existing social and economic inequality and stratification.
There was no plan of action to build them ahead of demand in
an integrated manner. To illustrate this, the target of
giving free and compulsory education to children up to the
age of 14 - laid down in the Directive Principles of State
Policy in the Indian Constitution adopted in 1950 - has still
not been achieved. The result is a poor development and
economic growth performance even after independence and an
entrenchment and perpetuation of socio-economic
stratification and inequalities.

In summary, at independence (1947), India inherited an
educational system with great disparities. The colonial
policy of "downward filtration" prevented the development of
an education system with a broad base. This was due to
several social and economic factors: = limited economic
development; a feudal, inegalitarian and hierarchical

agricultural society:; social handicaps which prevented women
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from . .cating themselves; caste discrimination which
prevented lower castes from being educated; and isolation in
the remote hill areas which led to the economic and
educational backwardness of tribal people (Ghosh, 1987:12).
Given this background, vocational education and training had

a slow development even in the period after independence.

5.2 Historical Background = Vocational Education in India in

the post-1947 period:

For the purpose of this study, the post-indeperdence
years have been divided into three periods - 1947-1965, 1966-
1985 and 1985 onwards. The relationship between economic
growth and educational development in India during these
three periods is examined in this section. The performance of
the Indian economy since 1947 represented a break from the
near stagnation of the late colonial period, but still fell
short of the rapid economic growth with social justice that
was sc confidently expected to follow the attainment of
political independence (sundrum, 1987:199)

Bhagawan (1987), in his "Critique of India's Economic
Policies and Strategies" points out that the predominant
economic goal during the first period (encompassing the first
three Five Year Plans) was ngelf-sustaining growth in
industry, transport, and energy" (Bhagawan, 1987:59). It was
argued that the rapid creation of physical and human capital

would contribute to dynam:c economic growth. To achieve this
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goal of transforming India into a strong nation-state,
priority was given (in the Five Year Plans) to: (1) the
import and production of capital goods required for the
manufacture of intermediate goods, consumer goods and other
capital goods like machinery for making other machines; (2)
the expansion of higher education in science and technology:
(3) the manufacture of iron and steel, cement, fertilizers
and heavy chemicals. This "heavy industry strategy" was one
of importing machinery and technological knowledge to promote
domestic manufacture of capital goods. The central
bureaucracy in New Delhi controlled and enforced the strategy
of industrialization through import substitution by banning
imports and granting import licenses and industrialization-
production licenses on a highly selective basis. This
economic strategy was accompanied by public investment in
multi-purpose river valley projects and construction of dams
(described by Nehru as the "temples of modern India") for
irrigation and hydroelectricity. These, like the Bhakra
Nangal Project in Northern India, gave maximum benefit to the
middle and rich farmers and industrial entrepreneurs in a
few selected states. At the end of the first period the base
for self-reliant industrialization had been established, but
social and economic programs for agricultural development,
employment generation and poverty reduction were a dismal
failure (Bhagwan, 1987:61).

Sec far as vocationalization of secondary education for
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the purpose of making education relevant to the economic
changes taking place in the country was concerned, the first
period saw an important policy decision in the Radhakrishnan
Commission Report (1948). This Report recommended a
vocational bias in the pre-degree courses without sacrificing
the emphasis on preparation for university education ~"to
impart wvocational and professional training" as one of the
aims of education (Aggarwal, 1984:85) .

This was followed in 1954 by the Mudaliar Commission
Report (also known as the Secondary Education Commission
Report) which declared the objective of "increasing the
productive or technical or vocational efficiency" not only as
"a new attitude to work"” but as a need "to promote technical
skill and efficiency at all stages of education so as to
provide trained and efficient personnel to work out schemes
of industrial and technical advancement" (Aggarwal,
1985:109). It recommended the starting of technical schools
at the secondary stage as part of multi-purpose schools and
favoured diversification at the secondary stage. The multi-
purpose schools were to have a "vocational bias" but were not
to provide vocational education. But the curriculum of these
schools included the same subjects as the academic higher
secondary schools with one or two vocational courses. As a
result, students would be left still aspiring to university
education.

puring this period, a number of other committees set up
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to examine various aspects of educational development,
advocated diversification of curriculum at the secondary
strge to meet the needs of all students. It was felt that
secondary education provided "a critical bottleneck in the
educational system" (Arnove, 1984:391) because it was overly
academic and characterized by passive learning and lack of
concern for preparing graduates for the workplace. But
diversification did not keep pace with the changes in the
econnomy and society, and the problem of unemployment
intensified on the one hand, while there was an equally acute
shortage of trained manpower in several sectors on the other
hand.

In summary, during the first period (1947-1965) there
was a tremendous expansion of secondary education. (See
Appendix 1). Vocational schools were established in large
numbers. But the expansion of general secondary education
outstripped that of vocational eduzation and the proportion
of enrolment in general and vocational streams remained
almost unchanged at 10:1 throughout this period (Naik's
Foreword in Verma, 1980:xi). As Naik points out, unemployment
(among secondary schcol leavers) figures reached
unprecedented heights; the inadequate preparation of students
in secondary schools began to lower standards in higher
education; the under-expansion of vocational secondary
education (See Appendix 2) placed excessive pressures on

university admissions even as economic development was
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suffering from the inadequacies of middle-level “rained
personnel (Naik, 1980:xi) .

At the end of this period the social and economic
problems remained the same; the large mass of the population
< -i1l lived in the villages, professional and bureaucratic
v .ues and the ‘'diploma disease' intensified the demand for
general academic education and not for work-centred or
vocationally-oriented educatior. The Education (Kothari)
Commission Report, 1966 stated:

What is now needed is a re-orientation of the
pasic education program to the needs of a
society that has to be transformed with the
help of science and technology. In other
words, work experience must be forward looking
in keeping with the character of the new
social order.
(Education Commission Report, 1966:202)

At the beginning of the second period (1966-1985), the
food crisis (droughts of 1965 and 1966 and famines in 1966
and 1967) and the foreign exchange crisis (suspension of
credits by Western governments and devaluation of the rupee
in 1966) forced India to change her earlier economic goals
and strategies to goals of food self-sufficiency and export
promotion (Bhagawan, 1987:62). In agriculture, the strategy
was to invest in the new technology of high yielding
varieties of wheat in the northern states of the Punjab,
Haryana and western Uttar pradesh and rice in the river

deltas in the southern states of Andhra Pradesh and Tamil

Nadu. By the end of this period, dependence on foreign
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imports of food grains seemed to be over but problems of
poverty - remained. For example, in 1985 it was found that
three million landless labourers and marginal and small
peasants still lived below the absolute poverty line (defined
by the World Bank as "that income level below which a minimal
nutritionally adequate diet plus non-food requirements is not
affordable") (Bhagawan, 1987:63).

The main criticism of the so-called "Green Revolution"
which took place during this second period is that the
unequal availability of the essential technological
ingredients (irrigation, fertilizers, pesticides, farm
mechanization and storage facilities for grain) and economic
ingredients (credit facilities and support prices for
farmers) increased disparities between states and between
different classes of farmers within the states. Benefits went
mainly to middle and large farmers in the northern states.
Further, the abolition of the absentee landlord system and
the partial implementation of the land-to~-the-tiller demand
in the mid-1970s led to the emergence of a middle land-owning
peasantry which became very influential economically,
socially and politically (Bhagawan, 1987:64).

Regarding the other major economic goal of this period,
export promotion, Bhagawan points out that there was no
dramatic increase in export earnings, or significant change
in the structure of exports in favour of modern manufacture.

on the other hand, the reduction in investment in public-
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sector industry by the state at the start of the second
period had a negative effect on the whole industrial sector,
which suffered from both recession and structural
retrogression up to the nid-1970s. As investment increased,
industry showes. substantial real growth ra.es of around 10%
per annum during the Fifth Five Year Plan (1974-1979). But
during the Sixth Five Vear Plan (1980-1985) this dropped to
an annual rate of 5% (Bhagawan, 1987:67). Also from the mid-
1970s, the emphasis on state ownership of Indian industry
gradually declined and large-scale private industry,
receiving state subsidies and tax relief, found it easier to
import the latest in Western technology. This was a definite
shift from the earlier strategy of indigenous development of
the latest technology and had its repercussions on the policy
of vocationalization and the overall educational policy.

The Kothari Commission (1964-66), for the first time in
the history of free India, gave a comprehensive review of the
entire educational system. The Commission's thinking seems to
have been deeply influenced by the then ascendant Human
capital Theory. This is evident in the position adopted in
its Report that "no investment is likely to yield greater
returns than investment in human resources of which the most
important component is education" (Government of India,
1966) . The Report clearly indicated that the 1link between
education and productivity could be forged by making science

education and work experience (participation in productive
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work) an integral part 57 scnheool education. The proposed
integration of sciznce education aid work experience would,
in the future, lead to a "“fruitful mingling of general and
vocational education" (Aggarwal, 1985:193; UNESCO, 1984:11).

The Report called for a revolution in educaticn which
would in turn set in motion tihe much desired social and
economic revolution. It recognized "the colossal poverty of
the masses and the large incidence of underemployment or
unemployment among people, particularly among the educated"
(Government of India, 1966:4), and realized the urgent need
for the development of human resources through education. It
advocated several programs for forging the 1link between
education and productivity - and chief among these were
making work-experience an integral part of general education
and "“vocationalization of education, especially at the
secondary school level, toc meet the needs of industry,
agriculture and trade" (Government of India, 1966:12).
Further, the Report admitted that the education system was
continuing to train young persons mainly for government
services and white-collar professions despite the
recommendations to introduce practical subjects in secondary
schools by earlier commissions which had not been implemented
with the result that enrolment in the vocational courses at
the secondary level was very 1low (Government of India,
1966:15-16) .

Reaffirming that education is a three-fold process of
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imparting knowledge, developing skills and inculcating proper
interests, attitudes and values, and that general education
should introduce school children to the world of work and to
an understanding of science and technology, the Report
recommended diversification at the "pluy two" stage, in the
suggested 10+2 pattern of school education, with ten years of
general education followed by two years of general education
or one to three years of vocational education. It further
recommended a work-experience program to bridge the gap
between manual and intellectual work for all students in
schools (Government of India, 1966:681). It critici -1 the
widely held view that vocational education at the school
level is an inferior form of education, fit only for those
who fail in general education, and the last choice of parents
and students. Instead it advocated that the training given
should be linked directly with prwsiaction, oriented to
problem-solving and directed towards improving instructional
methods through professional contacts (Government of India,
1966:681) . Further, while vocational courses should be
predominantly terminal qualifying those taking them for
direct entry into employment, there should be adequate
opportunities for such students to rejoin the mainstream for
further and higher education. Thus transferability was
proposed as an integral feature of the proposed model of
secondary education.

The Kothari Commission Report (1966) is considered an
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important landmark in as much as it recommended a national
structural pattern of 10+2 with diversification at the plus
twoc stage, emerging into two distinct streams - academic and
vocational, linked to each other via the transfer provisions.
This model of diversification of secondary education would
not only play an important role in the overall national
development but would al- help to address the more immediate
concerns such as the need tec diver. students fr.-.- going into
one academic stream, the need to ied = and eliminate
frustration among the educated youth resulting {:- 2 non-
productive education, the need to check the mad rush to
universities and the need to reduce unemployment (Sacheti and
Ray, 1986:1). It was believed that the singularly academic
pattern of secondary education exaggerated the educational
and occupational aspirations of students, and thereby created
excessive demand for post-secondary education, which in turn,
led to increasing the number of the educated unemployed
(Tilak, 1988:46). Therefore, the nature and content of
secondary education was to be reformed by diversification of
curriculum.

In summary, vocationalization of secondary education, as
recommended by the Kothari Commission Report (1966), would
lead to:- (1) easier entry into the labour market; (2)
employment in the field of vocationalization at the school
level; (3) a close relationship between school programs and

specialization of post-secondary training; (4) shorter
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periods of job search (unemployment) after sacondary school
graduation; (5) less demand for post-secondary level
education and (6) higher graduate earnings (Metcalf,
1985:43) .

The National Policy on Education Resolution (1968) of
the national Parliament endorsed the recommendations of the
Kothari Commission (1964-66) by lending legislative authority
to the proposal that vocational courses at the secondary
stage should be adequately diversified and effectively
terminal (Government of India, 1968). In 1975, the National
Ccouncil of Educational Research and Training (NCERT, an apex
body working for the improvement of schcol education) was
directed by the Central Advisory Board of Education (CABE,
the highest policy making body in the field of education) to
implement the program of vocational education. The document
"Higher Secondary Education and Its Vocationalization"
prepared by the NCERT for the implementation of the program
emphasized diversification of the program and flexibility in
the duration of courses as features in the introduction and
implementation of vocationalized education in the general
education (higher secondary) schools. But evidence given by
researchers indicates that the attempt to diversify and
vocationalize higher secondary education so that about half
the number of students at this stage would choose courses
that would have prepared them for middle level jobs rather

than for entrance to the university failed. In 1975, the
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enrolment rate in vocational education at the secondary stage
remained among the lowest in the world.

The reasons for this failure were partly social, partly
educational and partly economic. Unfavourable wage policies
for middle level skilled workers as against white-collar job-
operators persisted. The failure to create adequate job
opportunities caused a mismatch between educational
qualifications and labour market expectations (Naik,
1975:10) . This mismatch was one between the range and variety
of employment opportunities availablz to school-leavers and
the students' expectations of appropriate occupations for
them to follow (Verma, 1980:5).

Between 1975 and 1985, the pace of vocationalization
slowed down, except in the southern state of Timil Nadu where
it was introduced and adopted on a large scale (largely
because of the political will and commitment of the state
government). Several reports of national seminars on the
implementation of vocationalization stressed the need to
reform and modify the program for its effective
implementation. Some of these were Learning To Do, 1978;
Learning To Earn, 1983; Vocationalization of Education:
Profile and Direction, 1985; Report of National Seminar on
Vocationalization of Education, 1985 (sacheti and Ray,
1985:3) .

The third period began with the change in political

leadership following the assassination of Indira Gandhi in
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1984. Although India, as an agro-industrial country in 1985,
could boast of achieving (i) self-reliance in food production
and food supply; (ii) self-reliance in modern industry: (iii)
a high savings rate of 22% of GDP; (iv) a good foreign
exchange reserve of about 6 billion dollars, the other side
of the picture was the stark reality of poverty (Bhagawan,
1987:68) . Declining public investment in industry and its
corresponding increase in energy, transport and communication
sectors, while encouraging a leading role for the private
sector in the industrial sector, characterized 1India's
economic policies. A deepening fiscal crisis of the state
caused by the relative stagnation of Indian industry and
increased deficits are the hallmarks of the economic policy
of the post-1985 period (Bhagawan, 1987:74) . As Kotovsky
points out, the structural distinctiveness in the system of
production relations which permeate the socio-economic
structure of contemporary India is succinctly expressed in
the dual nature of the economy. Although a considerable
proportion of the GN? is generated by modern industries and
transport as well as by the entrepreneur-type agricultural
farms using hired 1labour, the bulk of the population is
involved in the type of production that is based totally or
predominantly on manual labour (Kotovsky, 1984:1134).

The economic problem of growing unemployment among the
educated youth in the 1980s prompted the national government

to appoint a working group to:- (1) formulate the concept of
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education and training should be imparted; (2) recommend the
nature (of courses) and time allocation for general education
courses and vocational courses; (3) recommend required
linkages among agencies responsible for the implementation of
vocationalization; (4) make the program more attractive by
exploring avenues for vocationalization in higher education
and linking it to apprenticeship schemes; (5) promote
vocationalization by preparing an action plan regarding
training of teachers, provision of instructional materials
and facilities and other related aspects (Sacheti and Ray,
1986:3-4).

The National Policy on Education, 1986, even though it
lowered the targets of higher secondary students to 10% by
1990 and 25% by 1995 (Government of India, 1986:1.6.4) as
compared to the target of the Education Commission, 1966, of
20% of all children at the lower secondary level and 50%
beyond Class X by the year 1986 (Government of India,
1966:713) made it clear that vocationalization would be an
integral part of the formal education system.

.....trhe introduction of systematic, well-
planned and rigorously impiemented programs of
vocaticnal education is crucial in the
proposed educational reorganization.
(Government of India, 1986:13)
In ords: to enhance individual employability, reduce the
imbalanice between the demand and supply of skilled manpower
and provide a career-oriented alternative, the National
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Policy on Education, 1986, proposed that vocationalization
programs be streamlined, beginning after the secondary stage
(after grade 10) and being completed in the plus two stage of
the higher secondary level (Ghosn and Talbani, 1989:22-23).
The National Policy on Education, 1986, generated much
discussion and debate in India. Apart from the criticism that
the policy was an attempt to restructure education to benefit
particular interests (Kumar, 1988:120), it was regarded by
many as a departure from earlier educational policies. It
shifted the focus away from education being merely a social
welfare activity with peripheral status in educational
planning to education being given a more important role in
national development and economic growth. Apart from Kerala,
state governments regarded education and health-related
programs as social services which competed with other welfare
measures and not as essential inputs for development. The
Policy's commitment to increase the budget allocation to
education was based on the belief that "if investing in
education is costly, not doing so is costlier" (Government of
India, 1985:90). This is an important change because earlier
the allocation of funds across states and between and within
social services 1like education and health remained
inconsistent with demonstrated needs. Within the state
budgets particularly, there was no significant shift in
composition towards services like primary education and

health which benefitted the poor disproportionately (World
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Bank, 1989).

Further, the National Policy on Education, 1986,
recognized that a more determined effort was needed to be
made to raise revenues from beneficiaries of educational
services who «could afford to pay. Thus it saw no
justification in subsidizing higher education to such an
extent as was being done. The report, The Challenge of
Education, 1986, suggested raising funds by reducing
subsidies at all levels above primary education, levying
special taxes and encouraging private contributions, student
loans and scholarships awarded on the basis of economic need
and academic merit.

In summary, there is an amazingly close parallel between
educational development and economic development of the post-
independence period. The existence of illiteracy and slow
substandard growth in elementary education closely correspond
to the slow economic growth and incidence of poverty (Kamat,
1985:113) . The problems of large-scale educated unemployment
and the near-absence of vocationalization and diversification
at the secondary level are linked to the period since 1965
when growth of the economy decelerated. The situation of the
educated unemployed is aggravated by the imbalance in the
educational system which allows and encourages secondary and
higher education to expand at a rate faster than the needs of
the economy. Further, there is not much of diversification

and vocationalization at the secondary stage of schooling
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(Grades 10-12) so as to provide terminal points leading to
remunerative employment opportunities (Kamat, 1985:115).
There is a growing realization that the general n:=oblem
of unemployment cannot be solved without adopting an
altogether different strategy of economic development and the
jatter can hardly be initiated without effecting a radical
change in the existing socio-economic structure. Many
efforts, in the post-independence period, to introduce work-
bias in the education system have not met with success. Basic
schools, multi-purpose schools, and technical schools did not
prove popular and most secondary students, or their parents,
preferred the well-trodden path of liberal eclucation leading
to a degree. New programs of vocationalization and
diversification will meet the same fate unless remunerative
job opportunities are available on coumpletion of these
courses. The answers to these prcblems ultimately lie in the
politico~economic structure and relevant policy decisions

(Kamat, 1985:117) .

5.3 Problems and Issues of Vocationalization of Secondary

e

Education in India:

Repeated attempts to vocationalize the curriculum of
secondary education in India have been made in the past, in
the belief that this will prepare students better for
employment. During the British period, the little vocational

education that was provided was l1imited in scope, in quality,
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and in effectiveness. The economy remained substantially
underdeveloped and undiversified and only a small percentage
of the population came to depend on ‘wxis labour for their
livelihood. The situation changed slowiy and

developments in technical education

were concomitant with the

modernization and industrialization

of the Indian economy.

(Crane, 1965:167)

Several factors influenced the slow development of vocational
and technical education in the colonial period. One problem
was the vacillation, uncertainty, and aimless compromise,
both in the making of policy and in its execution. (This
problem appears to be present in 1990 too.) Second, the
government departments of education were frequently staffed
and administered by men with purely literary/academic
training and funds were scarce and budgets limited. Further,
technically trained Indians were employed at jobs well below
the level for which they had been trained. There was little
contact between education and industry and the system of
vocational and technical education was loosely related to the
industriazl world whose needs were to have been served.
Government-dominated and service-oriented, the technical
education and research system was largely devoted to its own
ends (Crane, 1965:192). At the same time, mention must be
made of the tendency of the educated Indian to seek a white-

collar job which did not need specific technical skills or

manual labour. In a bureaucratic setting, this had a negative
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effect on interest in vocational educatioh. The "diploma
mentality" which was deeply entrenched was largely
responsible for acting as an internal limitation on the
development of vocaticral education. Besides, Indian
education, during the period under discussion, was inherently
theoretical and unpractical with the exception of instruction
in a native craft which was not contributory to the
modernization of the economy. In summary, until after World
Wwar I, vocational education and training received little
attention or recognition and suffered from neglect as the
Indian economy remained singularly undeveloped (Crane,
1965:193) . De-industrialization during the colonial period
has already been discussed in an earlier section of this
chapter.

In the post-1947 period, proposals to reform the
education system included giving greater emphasis to
technical and practical skills rather than theoretical
instruction by vocationalizing the curricula of academic
schools. Increased emphasis on vocational education and the
creation of diversified multi-purpose schools which could
provide techn.cal and vocational as well as general, academiz
education soon became the target of criticism in the context
of international evidence and debate among researchers. The
controversy over the nyocational Sck .ol Fallacy" in the 1960s
and recent World Bank studies have made the whole issue of

vocationalized secondary education re-emerge as an important
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issue in India as in other advanced and developing countries.

The questions being asked are similar to the ones asked
in other countries. Should the system of secondary education
be vocationalized on the pattern introduced in other
countries where it has not proved successful in solving
problems? Will diversification of curriculum help solve
educational and economic problems? Should vocational
education anéd training be given outside the system of formal
education? Is it purely an educational issue? Does it need to
pe linked te changes in the social fabric and economic
structure?

In an attempt to answer these questions, the main
arguments put forward in favour of vocationa'ized or
diversified secondary schools are similar to the ones which
support the '"new vocationalism". Vocational education will
encourage positive attitudes towards practical, manual work,
increase the supply of technical trained manpower and reduce
unemployment caused by unreal aspirations and expectations.
Second, vocational sducation will reduce the excess demand
for higher education and by improving the 1links between
education and the labour market, diversified secondary
schools will offer a higher rate of return than academic
schools. Third, vocational education will increase students'
cognitive and non-cognitive skills. Fourth, vocational
education will contribute to equality of educational

cpportunity by giving access to education in diversified
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secondary schools to students from disadvantaged social and
economic groups (Woodhall, 1988:97).

Critics of vocationalized secondary education, on the
other hand, argue that in a rapidly changing labour market,
vocational education alone cannot reduce unemployment and
job-specific vocational education may actually reduce rather
than increase the chances of school-leavers finding jobs.
Second, vocational education is more expensive than general
education and its cost-effectiveness is questionable. Third,
implementation problems hinder the imparting of high-quality
vocational skills. Finally, vocational streams lead to dead-
end rather than high-status jobs and they have acquired low
status as pupils from poor families are concentrated in them
(Woodhall, 1988:99). The hypothesis that diversified
secondary schools will increase equality of opportunity for
different social and economic groups is not supported by
cross-national evidence and by evidence in India (discussed
below) where the educational system is a highly elitist and
exclusive system geared to maintaining the socio-political
hierarchical status quo.

In 1India, particularly, expansion of vocational
education is favoured because it is felt that vocational
education can produce the kind of manpower required by modern
technology - fewer highly qualified middle and lower level
skilled personnel. Second, it can develop "skill-culture" in

contrast to pure vacodemic-culture”. Third, it can meet
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regional needs in a better way as the costs of wrong
forecasts of manpower needs can be minimized with vocational
education planned at regional or micro levels instead of
national 1levels (Varghese, 1983). But available data
indicates that enrolment in vocational education does not
constitute more than 10% of total secondary enrolments (See
Appendix 2) and second, this proportion is consistently
declining (Tilak, 1988b:247) (See Appendix 3). Moreover,
enrolment patterns are not related to employment
opportunities. Students continue to pursue those carears they
perceive as having the highest social and econcmic payoffs
(for example, engineering, and technological fields and
business administration). Attempts to impose quotas on
admission to certain institutions and facilities are
frequent’v met by well-organized political-group protest and
student civruption. In spite of the recommendations of the
Education Commission Report (1966) and the National Policy on
Education Resolution (1968), the rate of growth of vocational
education in India since 1965 has been declining. Public
expenditure on vocational education has been remarkably low
compared to other developing countries. Between 1970 and
1975, allocations for vocational education, as a proportion
of expenditure on total secondary education as well as per
student, have declined (Tilak, 1988b:249).

There is little recent empirical evidence on vocational

programs in the different states of India to examine whether
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vocationalized secondary education yields higher private and
social rates of return than general seccndary education, to
evaluate the programs on the twin criteria of econonmic
efficiency and social equity, and to address the issue of
providing it in the formal system of secondary schooling.
Cross-national research on these issues does not totally
disfavour vocationalization of secondary education for all
countries or for all times (Tilak, 1988a:55). It may be
successful in some countries because of favourable economic
conditions, or at a particular point of time or in certain
sectors of economic activity.

In the initial stages, technical and

vocational instruction is the cart rather than

the horse in economic growth, and its

development depends upon real and perceived

opportunities in the economy.

(Foster, 1965:153)

At the beginning of the 1990s, the issues remain the
same. Can vocationalization be viewed as one of the essential
requirements of modernization and economic growth? Is there
any justification to give high priority to vocationalization
and diversification of education when resources are limited?
Does it provide a second-class education and track some
disadvantaged groups away from academic education and access
to jobs of high pay and status? When the demand for such
second-class education is low, is it justified to expect

vocationalization of secondary education as a program to

create employment, enhance the quality of education and
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improve economic efficiency in terms of returns to education
and equity objectives?

Despite these unanswered questions, vocationalization is
being emphasized in India as an effective strategy to link
education and employment and diversification 1is being
considered as an effort to respond to the needs of a changing
society. But the program is being implemented perfunctorily
without udequate preparation and provision of resources; the
traditional concept of "pursuic of knowledge" continues to
dominate the scene and the issue of vocationalization remains
essentially a gquestion of accelerating rapid economic
development which would create adequate opportunities in the
labour market.

As in other countries, in India too, vocationalization
is a recurring educational policy theme. It is "a political
response to poor articulation of schooling with the labour
market" (Lauglo and Lillis, 1988:3). Youth unemployment,
which is on the increase, provides the political momentum for
the desire to vocationalize.

The policy, as documented in the government resolutions
mentioned earlier, seeks a closer 1ink between the content of
schooling and the application of skills, attitudes and
knowledge in the world of work, both in obtaining employment
and in contributing to productivity in the werk obtained. The
contemporary vocationalization program in India remains

essentially a political response to the labour market
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realities in which school-leavers are unable to find suitable
jobs. Its promotion rests on the unrealistic hopeé that
teaching vocational skills in secondary schools will
alleviate the problem. Further, egalitarian goals are invoked
in support of the trend towards vocationalization = the
egalitarian demands of nation-building. But the
implementaticn issues regarding curriculum goals, trained
teachers, raxnization and management, assessment and
evaluation, resnurce materials and equipment continye to
stall the expansion of vocational education. Thus theé jissue
of its rapid and large-scale implementation under political
pressure remains an issue in the current national education
policy which is rooted in deep political, ideological,
economic and educational perspectives. The future Of the
program of vocationalization of secondary education in India
remains uncertain. Systematic research, which in turn
requires initiative and financial resources, and long-term
monitoring of the programs in different states of India are
both needed before assessing the place of vocational
education in the overall national education policy.

Related to the problems and issues of vocational
education and its relationship to economic development and
growth (discussed above) is the recent issue of private and
social demand for education. Goel (1974) investigates the
relationship between the levels of educational developpment

and economic growth. According to him, this relationship is

166



not a cause-ard-effect relationship but a "seed and flower"
relationship. Education is an effect of income and less a
cause of economic growth. To substantiate this point, he puts
forward the following arguments, drawing heavily from
educational and economic development in post-independence
India. Education is but one subset in a complex of factors
l1ike natural resources, labour, physical and human capital,
which bring about economic growth. The formation of human
capital itself depends on several factors like =2ducation,
health, etc. Further, the fact that education cont ibutes to
economic growth directly and indire tly does not <ean that
provision of more education brings about an accele. ted rate
of growth. Quantitative rather than qualitative expansion of
education at all levels is one of the internal constraints on
the development of education. The other is the capacity of
the economy to absorb the educated manpower (Goel 1974:147).

Goel puts forward the hypothesis that as long as the
private returns from investment in education in the form of
higher wages and cultural satisfactions are higher than the
monetary and non-monetary benefits from investment in
physical or share capital, at the point of time when the
decision to acquire education is taken, an increase in per
capita income will inevitably lead to an increase in the
demand for education. Second, since the demand for education
grows with an increase in per capita income, the rate of its

growth depends on the distribution of incomes. Education as
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an economic good is unique in so far as the market will offer
it in a limited quantity only and spread over a period of
time. Other things being equal, the demand for education will
grow faster when the flow of incomes is more in favour of the
poorer sections of the community. As a corollary of this, the
demand for education will increase faster in the less
developed regions (Goel, 1974:149-150) .

If we apply this to educational developments in India
for the period under review, it can be observed that with the
rise in per capita income, the demand for education has grown
at all levels. The demand for secondary education has grown
more than that of primary and middle education and the demand
for higher education has grown more than the demand for
secondary education. But even though the social demand for
primary education is high (it is free and compulsory in some
states), yet the private demand for it has lagged behind. To
explain this, Goel points out that the social demand for
primary education seems to be based on the assumptions
regarding enrolment targets 1aid down in the plan documents,
keeping in view the constitutional directive of free and
compulsory education up tc the age of 14. Oon the other hand,
the Five Year Plans which relate to enrolments in the
secondary and tertiary sectors, are often worked out through
generalizations 1like the vocationalization of secondary
education to make it an effective terminal point or to change

its uni-linear character. The Plans do not take into
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consideration the effect of the growth and distribution of
income on the private demand for education and the
complementary nature of the different levels of education
(Goel, 1974:155). As succinctly put by Sundrum (1987:219),
expansion of the Indian education system in the post-
independence years showed evidence of the dominant influence
of private demand. Since private demand for education was
stronger in urban areas, for higher levels of education, and
from the affluent sections of society, there was
correspondingly, expansion of education in these areas. This
led to a number of problems, chief among them being a
continuous inflation of educational requirements of jobs. The
demand for higher education continued in spite of large
numbers being unemployed. This was because private demand for
higher education was in response to expected incomes.

To jillustrate this further, Goel points out that the
First Five Year Plan (1951-1956) laid emphasis on the need to
reorganize secondary education so as to mak= it serve the
practical needs of the state and the economy and the need to
curb the tendency to multiply universities on local or
regional grounds. The Second Five Year Plan (1956-1961)
advocated expansion of primary education, development of a
system of secondary education that would offer openings in a
number of different directions, reduction of wastage and
stagnation at all levels of education. It also drew attention

to the problem of rapid expansion of general education at the
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tertiary level and proposed increasing the provision for
scientific and technological education in the universities.
The latter was conseguently dropped from subsequent plans in
view of the increasing unemployment among engineers and
technicians in the 1960s and 1970s (Goel, 1974:156).

The Third Five Year Plan (1961-1966) -~ovided facilities
fcr elementary education of all children in the 6-11 age
group. In the Fourth Five Year Plan (1969-1974), there was a
change to give higher priority for expansion of elementary
education. The Fifth Five Year Plan (1974-1979) proposed to
provide universal education for all qhildren in the 6-14 age
group by the end of the Sixth Five Year Plan (1980-1985) and
vocationalize secondary education to make it more meaningful
in the context of planied development in the country. But
financial and other constraints on the private and social
demand for primary education indicate that 1India faces
serious problems even after the Seventh Five Year Plan (1985~
1990) to make primary educatinn universal (Goel, 1974:156).

Similarly, vocationalization of secondary education and
the need to make it relevant to the economy has been
emphasized repeatedly in the Five Year Plans. But owing to
lack of private demand, some of the polytechnic and
industrial schools had to be closed down in the 1960s. The
provision of vocational courses in the curriculum of the
multi-purpose schools did not make school education terminal.

In the 1970s, relatively more students proceeded to higher
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education from the stream of secondary education than in the
earlier period. It was clear that secondary education had
become less effective as a terminal point. The explanation
for this, according to Goel, lies in the increasing incomes
of the upper middle and richer classes. At the same time, the
demand for technical education at the lower levels of
certificate and diploma comes from the relatively lower
income groups, whose decisions dc not have a material effect
on the demand for higher education (Goel, 1974:156) . We can
safely conclude from this that vocationalization of secondary
education can be made relevant and effective only if it is
based on proper and correct estimation of private demand.

In summary, education has not played its part in
promoting the dev=lopment of the country and has been an
important cause of the slow growth of the economy. If
education has to be instrumental in promoting greater
equality and development, educational facilities have to be
expanded until more persons are educated to the 1limit of
their abilit’. Moreover, education has to ke combined with
other measures relating to infrastructure and economric
institutions before it can contribute to rapid econoric
growth (Sundrum, i987:221). Further, educational development
is needed to help poor people overcone their poverty, by
taking advantage of better technology and imprcving their
productive capacity, ard by making better use of existing

market opportunities and overcoming many of the institutional
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obstacles in their way.

5.4 CONCLUSIONS, CONCERNS AND NEW DIRECTIONS FOR

VOCATIONALISM IN TINDIA:

From this review of pre-1947 and post-1947 developments
in the education system and the economy of India, certain
conclusions can be drawn. These are analyzed for the purpose
of addressing the concerns for the future and examining the
new directions for vocationalism in the country.

First, the old pre-independence system and structure of
education have, by and large, been maintained and continued.
This can be explained by the fact that whatever marginal
economic gains were made after independence have been
unevenly distributed among classes. There has been little
change in the more basic institutional factors affecting
poverty and income distribution. Although there is
considerable inequality in incomes derived only frcm labour,
the main source of income inequality is the ownership of
assets. Productive assets such as land and capital are scarce
and their ownership is concentrated in a few nands. The
interaction betwezn unequal distribution of assets and income
is a powerful force for the cumulative increase of inequality
(Sundrum, 1987:177) The incidence of poverty declined in
ITndia during the 1970s and early and mid-1980s, according to
World Bank studies. There has been a gradual decline in the

incidence of poverty in rural and vrban areas, and average
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daily earnings in rural labour markets have risen in real
terms in most regions. Nevertheless, the number of low income
families remains very large and the poor continue to be
subject to malnutrition, ill health and under-consumnption of
education and other key social services (World Bank,
1989:79) . The movement towards socialism and the capitalist
transformation of the economy has peen slow and lopsided.
Although higher growth rates in independent India as compared
to colonial India have been accompanied by some technological
develcpment and some rise in the standard of living, a large
part of the agricultural sector suf fers from low levels of
technology. The increasing balance of trade deficit and a
massive foreign debt indicate India's movement away from a
path of self-reliant economic growth. In the absence of
overall development, the feudal ethos once again pervades the
country. Increasing fanaticism and communalisa also indicate
retarded development. State policies remain largely oriented
to safeguarding and promoting the interest of the elite
(Prasad, 1990:29).

second, as a result of a considerable gquantitative
expansion, education has reached those social strata which
had hitherto remained untouched. For instance, secondary
education has almcst fully covered the middle sections and is
now approaching the lower socizl segments. But adult
education is still neglected and primary education has a

slow-paced growth in a country where illiteracy remains a
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major educational and economic problem. As Kamat points out,
having taken place in the o0ld framework, educational
expansion has accentuated the basic contradictions inherent
in the system and has further intensified them (Kamat,
1985:127) . In this context, vocational education is seen as
a tool of evolutionary change, designed to provide skills and
knowledge for students to f£it intoc existing economic and
social structures and to make them work more effectively. It
is seen as a second chance for disadvantaged youth, preparing
them to play productive roles in the sociely (Arnove,
1984:397). But critics view it as a rationalization for an
inferior education for the masses, while elite groups gain
the =iw.+:==as of a formal system that provides credentials
for . limited number of jobs in the modern sector of the
economy (Di Bona, 1977:615).

Third, qualitative improvement has been seen only at the
high-level institutions of training and research and for the
modern sector in the economy (Kamat, 1985:128) . The children
of socially disadvantaged groups, such as the economically
poor, the scheduled castes and scheduled tribes remain on the
periphery of the school system and these groups will become
more marginalized if the present economic policy continues
(Bhattacharya, 1989:162). In the words of Myrdal, "radical
egalitarian reforms are a necessary condition for sustained
growth and development" (Myrdal, 1972, cited by Bhattacharya,

1989:162) .
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Fourth, the expansion of the education system, 1in
general, and the introduction of vocationalization in
secondary education, in particular, has not advanced towards
achieving equality of educational opportunity which is the
goal of social justice in education in India (Kamat,
1985:131). This is because the class basis for a socialist
strategy of economic development does nof: exist in India,
for pro-capitalist elites retain substantial power. India's
political leaders continue in their efforts to gain popular
support by projecting a socialistic image, but education
plays its role in strengthening and perpetuating the status
quo with some marginal modifications as may be necessitated
from time to time (Xamat, 1985:135). Changes in education
have taken place within the framework of more or less the
same social structure. This has led to contradictions and
confrontations (like the problem of educated unhemployment)
which cannot be resolved without a restructuring of the
pclitical economy and existing social systemn.

It is worthwhile at this juncture to review the future
prospects of vocational education and training in solving
educational and economic problems in the context of the
Eighth Five Year Plan imperatives. The Planning Commission in
its paper "Eighth Plan: Perspectives and Issues" prepared for
the October, 1988, meeting of the commission states that

a more rapid rate of employment generation,
the fulfilment of basic needs and a greater
emphasis on social development will require a

substantial increase in the overall growth
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rate of the economy.
(Adiseshiah, 1990:2)

Further, the objectives of the Plan have been outlined as
growth and modernization aimed at: (1) reducing poverty, (2)
reducing regional disparities, (3) annual employment growth
of 3%, (4) international competitiveness in exports, (5) a
minimum needs program to provide food grains, universal
elementary education, eradicate illiteracy in the 15-35 age
group, provide clean drinking water, contain major
~ommunicable diseases and a comprehensive health scheme to
attain "health for all" by the year 2000, and (6) greater
decentralization , making for people's participation in the
pPlan (Adiseshiah, 1£90:3).

A higher rate of econo-i growth than the trend of the
Sseverth Five Year Plan (1985-1990) is needed and the debate
is on whether it should be 6% or 7%. But if the present
socio-political struiture remains in place, no matter what
growth rate is set, the problems of massive poverty and
unemployment will continue. This is so because growth rate
measures the expansion of the size of the economy over a
given period of time, not its deve.opment, not the measure of
the well-being or ill-being of the mass of its people. It
ignores the distribution of the national income between
different classes (Adiseshiah, 1990:3-6).

Employment generation in the Seventh Plan has been slow
and low. For the Eighth Plan, increased gainful employment
will not be possible within the industry, the infrastructure,
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the gpublic administration and the organized sector which can
take on only 10% of those seeking enmployment. Hence
employment perspectives for the Eighth Plan involve further
agricultural intensity, carefully planned, developed and
expanded allied activities of fishing, animal husbandry,
forestry, village and small-scale industries and the
generation of rural assets. This is the crucial sector in
terms of development for the masses (Adiseshiah, 1990:14-
15). The program of vocational education and training needs
to be geared to serve the needs of this sector.
Unfortunately, after seven Five Year Plans and two annual
plans, a power structure has developed which is vast, varied
and diversified and covers both the urban and rural areas,
both industry and agriculture, - a power structure in which
the well-to-do minority are decision-makers in political,
social and economic matters. Poverty eradication, employment
generation and the egalitarian goals are not a priority for
these elites (Adiseshiah, 1990:15-16).

What is needed is an intensified and effective
employment program in which opportunities are built right
into the development programs. However, development in India
these days, is equated with economic growth and econonmic
growth with the dominance of the market which is in the hands
of the elite minority and modernity is equated with
consumerism. In India, the current fascination with market

orientation and dominance is anti~-develupmental in character
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because the majority of the people do not have the purchasing
power to operate in the market and industrial expansion is
l1imited because of the narrowness of the market (Adiseshiah,
1990:17). The issue of the role of vocational education and
training in providing adequate and relevant skills for
economic growth and social development is difficult to sort
out without linking this discussion to the broader political
and structural determinants of poor economic growth and poor
employment opportunities.

In this context, the process of building up of a cadre
of scientific and technical personnel in India as part of
human resource development is being gquestioned. Over the
years the economist has raised questions about this build-up
from the viewpoint of either return from investment or in
terms of what specific social penefits have been achieved as
a result of this investment in science and technologv. The
educationist has argued that this is a long-term investment.
But even as the concept of wringing science and technology
into economic planning has been gathering slow momentum from
Plan to Plan, the situation of unenployment of engineers and
diploma-holders has deteriorated notwithstanding the high
cost of technical education. There is also a mismatch
petween training and the kind of jobs that the degree and
diploma-holders are doing. Added to this is the problem of
drop-outs at the secondary stage. To check this in semi-

urban and rural areas, it is necessary to improve skill-
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training for future employment. Vocationalization of
secondary education, it is argqued, will reduce the
requirement of resources for higher education and minimize
the wastage by way of over-education or over-qualification,
as in the case of doctors required to serve in rural areas.
Therefore, manpower planning should start at the school
stage, particularly in rural areas, soO that people can get
into employable jobs (Lavakare, 1990:197-204).

It is now widely recognized that employment generation
should form a central element in the strategy of development
planning during the 1990s and employment growth has,
therefore, to result primari:y from economic growth. But
experience has shown that econonic growth by itself does not
automatically result in a proportionate sharing of the
penefits for all. While education by itsalf cannot pave the
way for equality in an inegalitarian soc::zty, the question of
how far the education system is cony~ibuting to the
realization of this social goal will #smain an  important
issue in the years to come.

New directions for vocationalism in India must Dbe
reviewed in thms context of the recent government efforts
toward political 1liberalization of the economy. As Kohli
(1989) points out, India's industrial growth has been slowing
down over the last two decades and this deceleration has
generated extensive debate on the subject. Policy changes, as

reflected in the Indian Government's attempts to liberalize
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+he economy in the 1980s, were not objective responses to an
cbjective situation (namely an economy whose industrial
sector is not doing well). They were basically political
choices. Indira Gandhi's new economic direction of virtual
decontrol by the government on the expansion of twenty
important industries was par. and parcel of her overall
political shift. It involved a move away from India's left or
populist values of secularism and socialism toward the
package hitherto offered by the right wing parties. She
sought to build her support in the Hindi-speaking heartland
and with the business communities, and industrial and
commercial groups. A movement toward liberalizing the
economy, while maintaining some rhetoric of socialism and
some of the anti-poverty programs, was likely to strengthen
her politically. Her attempts to liberalize the economy did
not draw sharp political reaction from the forces of
opposition. The tension between the pursuit of economic
rationality and the rationality of democracy during her last
few years was Kkept within manageable bounds (Kohli,
1989:311).

Her son, Rajiv Gandhi pushed liberalization harder and
drew considerably more political opposition. Within India's
"muddle through” model of econonic policy making, the general
trend since 1987 has been one of the policy makers being
committed to economic liberalization. But political

considerations have necessitated the renewal of populism; and
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economic policy fluctuations can be best explained by
political factors. The shift, in the political arenaz, to a
more accommodating and compromising set of policies woward
the Punjab and Assam was matched by a shift in the economic
arena. Rajiv Gandhi's government's approach was summed up in
his own words as "a judicious combination of deregulation,
import liberalization and easier access to foreign technology
(Quoted in the Times of India, January 6, 1986 and cited by
Kohli, 1989:312). This was a definite shift from Nehru and
Indira Gandhi's rhetorical emphasis on socialism. It lies
outside the scope of this study to outline in detail the
policy fluctuations and changes under Rajiv Gandhi's
government (1985-1989). For our purpose, it is sufficient to
note that as his popularity declined in the wake of the
opposition that criticized him for neglecting the farmers and
the poor, the drive toward economic liberalization slowed
down. The government had few options for stimulating growth
other than liberalizing the economy but such a policy
trajectory cost the government popular political support

(Kohli, 1989:323).

Conclusion:

The case for vocational education has received much
support in India because it is viewed basically as the
solution to educational and economic problems. Government

policy, particularly, has favoured diversification of courses
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at the secondary stage and vocatio.;alizing the two years of
higher secondary education after ten Yyears of general
education. Many academic schools that concentrated for a long
period on preparing students for entry into institutions of
higher education, have pecome multi-purpose schools to serve
a broad spectrum of students and their needs.

From the scanty evidence available from studies on the
program in India and by relating it to international
empirical research, it is clear that even though it may not
be viable from the economic efficiency viewpoint,
vocationalism continues to have a powerful appeal as an
ideology which orientates education to achieving its economic
and social goals of development. Where it should be given
(within or outside the formal system of secondary education),
or how it should be imparted, or who should finance it, have
remained controversial issues among researchers, planners and
policy-makers. It has been realized, however, that in order
to achieve the objectives set for it, the vocational
education program needs to be planned carefully and should be

accompanied by a restructuring of the economy.
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CHAPTER 6

CONCLUSION

The issues of unemployment of youth and the role of
education in providing skills for economic and social
development have dominated research in the field of economics
of education and have motivated researchers and policy-makers
to find ways of forging closer links between schooling and the
labour market. This thesis has attempted a critical
examination and analysis of theoretical positions taken by
economists and sociologists on the relationship betwe=n
education and work. These indicate that different viewpoints
have different implications for educational policy.

The human capital theorists argue that investment in
education is investment in the productive capacity of people.
Investment in human beings gives return which is reflected in
the earnings of the educated. Schooling imparts skills to
individuals which, in turn, increases their productivity as
workers who are paid wages according to their contribution to
the total national product. Hence, according to the human
capital theory, those who are educated earn more than their
less educated counterparts. Further, the theory forms the
pasis for rate of return studies which compare the net present
value of costs of and benefits from education. These in
general conclude that investment in education is profitable,
private rates of return are higher than social rates of return
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for any given level of education, rates of return tend to be
higher in primary education than in secondary education and
higher in less developed countries than in more developed
countries. (UNESCO, 1988:12)

The Screening Hypothesis questions some of the
postulations of the human capital theory. The strong version
implies that education has no direct effect skill training
and does not improve the individual's productivity. The weak
version suggests that education acts as a convenient screening
device or filter which enables the employer to identify those
with positive attitudes toward skill training and work.

Technological changes have resulted in structural changes
in the productien process which may result in displacement of
labour and structural unemployment. When there is unemployment
and underemplcyment, the workings of the labour market and
educational planning and their incorporation in related golicy
formulations assume importance. Preferential hiring practices
of employers have a direct influence on the social demand for
education. According to another version of the labour market
theory, trainability of an individual is valued highly in the
labour market; hiring educated people reduces the training
costs and therefore education becomes important for entry into
the labour market. In segmented labour markets, according to
the Marxist view, class origins and educational qualifications
determine job entry into primary or secondary sectors of the

labour market.
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In this thesis, these theoretical perspect’ ’es on the
relationship between education and productive work are
outlined in Chapter 2 and are interlinked with an analysis
of the interdependence between education and human resource
development which in turn is dependent on the operation of the
labour market. The need to link education and productive work,
as emphasized by the research, has led to different methods
and strategies among which one in particular has become the
focus of intermatior.al debate. Vocationalization by schooling
systems is a global attempt to equip students with adequate
and relevant skills to enable them to enter into the labour
market. Researchers who put forward arguments in favour of
vocationalization invoke the objectives of economic efficiency
and social equity. On the other hand, critics peint out that
on these two criteria alone, vocationalization has proved to
be unsuccessful and ineffective.

Chapters 3 and 4 indicate that a review of the empirical
evidence from a number of industrialized and developing
countries on the potential «f vocationalization as a solution
to education and economic preblems confirms that the results
have not been encouraging. Yet, in spite of these negative
results, particularly from World Bank studies,
vocationalization has re-emerged since the 1970s as a major
theme in international research on the relationship between
education and work. As a strategy to link education and

employment, vocationalism occupies an important place in the
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formulation of educaticnal policy in many countries. In
response to rapid technological changes in production sectors,
many countries find it essential to make their educational
systems provide the changing skill needs by diversification
of <curricula in the post-compulsory stage of general
education. At the same time there appears to be a shift in
emphasis from economic imperatives to political and
ideological imperatives. This is clearly seen in the case of
India, as discussed in Chapter 5.

This thesis attempts to understand the rise, growth,
decline and re-emergence in importance of vocationalization
of secondary education in international research by studying
these developments in the historical perspective and on the
basis of cross-national experiments and experiences. As
outlined in Chapter 3, in the advanced industrialized
countries, the beginning of the 20th century witnessed a
general rise in the number of vocational schools and an
increase in the number of students in secondary vocational
schools. As a result of the restructuring of national
economies under industrial and <corporate capitalism,
vocational training became an essential element of instruction
in public schools. In industrialized countries on the
continent of Europe, vocational/technical education became an
integral part of their education systems. The Siith-Hughes Act
of 1917 paved the way for federal funding and support of

vocational education in the United States of America. As
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discussed in Chapter 4, by the middle of the twentieth
century, newly independent and developing countries, convinced
of the political and economic merits of vocational education
and impressed by its growth in the European countries, began
an unprecedented expansion of post-primary education with
vocational training programs at the secondary level. By the
1960s, international agencies, concerned with development in
the Third World, made vocational education in developing
countries the focus of their educational policies and funding
programs. This assistance helped many countries in Africa,
Asia and South America set up vocational education programs
within a dual secondary education system with separate tracks
for academic/general and vocational education.

This historical growth of vocational education occurred
at least partly because economic requirements for skilled
labour increased individual returns to investments in
vocational education (as propounded by human capital
theorists). Second, the development of vocational education
was a natural outcome of the eagerness of modern states to
integrate and socialize citizens and because of its appeal to
"progressive" educators who saw in it the way to keep problem
students longer in schocol and postpone their entry into the
jabour market. Third, it served the purpose of training a
loyal and disciplined work force in emerging corporate
capitalist economies (Benavot, 1983:66).

The growth of vocational education in public schools
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coincided with the development of theories of human capital
and human resource development and manpower planning which
elaborated the link between economic and educational growth.
Vocational education developed in newly independent countries
of the Third World in response to industrialization and
expansion of secondary education. The Balogh-Foster debate in
the 1960s initiated an international questioning of the role
and effectiveness of vocational education programs. There was
a sharp decline in enrolments in vocational education
programs, particularly in developing countries, because of the
lack of a strong and expanding economic base to support the
superstructure and the relatively high cost of vocational
education. The global trend in the 1970s indicated a
preference for <comprehensive schooling rather than a
stratified and differentiated organization of secondary
schooling. It was increasingly viewed that secondary schools
with diversified/vocationalized curricula tend to reproduce
occupational stratification through inequalities in
educational outcomes and are therefore inimical to the
egalitarian ideology of equality in educational opportunities
and outcomes.

The 1980s have witnessed a re-emergence of the dilemma
of vocationalized secondary education as developed and
developing countries attempt to solve the global problem of
youth unemployment. Research has shown that governments and

state educational authorities use education as a tool for
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achieving economic and social goals by invoking ideologies
that provide the rationale for vocational education to bring
about the over-all development and complete socialization of
the individual. A review of case studies of the “new
vorationalism" in industrialized countries like England (in
Chapter 3) and the 'new educational vision" in developing
countries (in Chapter 4) has shown that current ideology
ostensibly stresses the need for uniformity and homogeneity
in secondary education and access to equal opportunities in
post-secondary education. But the criticism levelled against
the new trend argues that the school-based programs increase
inequities in societies with relatively differentiated
occupational structures. Notwithstanding the increasing
evidence that vocationalization is ineffective as a solution
to economic and educational problems, it is c¢lear that
veoationalism has surfaced once again as an important ideology
and utrategy in the formulation of national policy.

India, among its myriad economic, social, and
educa-iosnal problems, the problem of youth unemploynent has
become critical and the need to interface schooling and work
has become urgent. The dilemma is not one of whether to
vocationalize or not. Nor is it one of evolving a system
relevant to the needs of a changing society or continuing the
one implanted by its colonial heritage. Research indicates
that the dilemma in India lies in different points of view

about the relationship between education and work. At one
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extreme is the view that vested interest plays a dominant role
in using the education system to maintain the status quo in
a relationship which is artificially imposed by society, thus
perpetuating social hierarchy, discrimination and segmentation
in the society. At the other end is the view that vocational
education in a reformed education system and restructured
socio-economic system can provide skills to meet the social
and economic development needs, as well as meet the individual
aspirations and expectations for upward mcbility.

The tussle between economic, political and ideological
perspectives on general and vocational education need to be
given more scholarly attention in India as in other countries
of the world. As this century goes through the last decade,
major +trends will have an influence on the future of
vocationalization. Policies and planning of vocational
education and training will need to be better integrated with
economic policy planning and become more responsive to labour
market forces. Governments will need to evolve and play an
important role in financing, restructuring and providing
vocational education and training even as they commit
themselves to egalitarian goals. The phenomenal expansion of
comprehensive public schooling will mean systems of secondary
education that guarantee greater formal equality for all
social classes in line with the egalitarian demands of nation-
building. Finally, the challenge to vocational education and

training will lie in its capacity to be flexible, efficient
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and of high quality so as to be successful in solving
educational and economic problems. It is hoped that this
thesis has helped to revive the interest of researchers in the
recurring theme of vocationalized/diversified education as a
vital component of education's contribution to eccnomic growth
and development in the context of histor.cal and cross-

national perspectives.
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APPENDIX 1

EXPANSION IN SECONDARY EDUCATION 1950-66

INDIA

1950-51 1955-56 1960-~61 1965-66
No. of Schools 20,884 32,568 66,920 120,950
No. of Students
on roll 5,232,009 8,526,509 18,122,356 25,805,739
Percentage of total
populsi . on 5.6 7.9 11.1 18.0
No. of teachers 212,000 338,188 641,689 -
Expenditure
(in millions) 397.4 502.2 1119.3 -

Adapted from ~

Source: Gajendra Verma, Christopher Bagley, Kanka Mallick
(ed) (1980) Illusion and Reality in TIndian Secondary
Education. Westmead, England: Saxon House. p. 123.
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LPPENDIX 2

EXPANSION IN VOCATIONAL AND TECHNICAL SCHOOL EDUCATION

INDIA
1950-51 1955-56 1960-61 1965-66
(estimated)

No. of
Institutions 2,339 3,074 4,145 3,260
No. of
Students 187,194 262,465 401,274 290,000
No. of
Teachers 11,598 16,597 27,152 18,500
Direct Expenditure
(in millions) 36.9 54.5 114.1 82.2

Adapted from -

Source: Gajendra Verma, Christopher Bagley, Kanka Mallick
(ed) (1980) Illusion and Reality in Indian Secondary
Education. Westmead, England: Saxon House. p. 123.
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APPENDIX 3

ENROLMENTS IN SECONDARY EDUCATION (PERCENTAGE)

INDIA
YEAR VOCATIONAL GENERAL
1950 7.3 92.7
1965 6.0 94.0
1975 0.7 99.3

Adapted from -
Source: J.B.G.Tilak, (1988) Vocational Education in South
Asia: Problems and Prospects. International Review of

Education, 34(2):247
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