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ABSTRACT

This study 1is about the state of vocational and
technical education (VTE) in Ethiopia with particular

focus on the factors governing the demand for and supply

of middle level technical skills. Ethiopia is a low

income agrarian country with a weak industrial Dbase.
Economic growth here presupposes, inter alia, the
effective use of technologies. This, in turn, would call
for the proyision of middle level technical skills for

deployment in various sectors of the economy.

The theme of the study turns on the observations
that: a) there is a chronic shortage of supply of middle
level technical skills of various categories in Ethiopia;
and b) VTE enrolment and expenditure on VITE are both
assuming a declining trend. The burden of the thesis 1s
to explain why VTE enrolment and expenditure have to be
on the decline while shortfalls in the supply of VTE-
based skills prevail. This problem, set in chapter IV, 1is
investigated with the aid of data obtained from primary
and secondary sources. The primary data derive from a
sample survey covering a total of 420 1individuals,
including VTE and non-VTE students and employees. The
secondary data were gleaned from a wide range of
published and unpublished sources.

Chapter V explains the problem set in chapter IV 1n
terms of the prevalence of constfaints circumscribing the

activities of educational planners. Planners in Ethiopia



are acutely constrained by the Ilimited investment

resources at their disposal. This, coupled with the fact
that VTE 1is 14 to 19 times more expensive than non-VTE
and the absence of any coherent manpower planning, would
make planners reluctant to spend more on VTE. The
consequence of this policy bias is to deprive VTE of
qualified teachers and of adequate teaching facilities,
thereby constraining the quality and quantity supply of
VTE graduates.

In chapter VI, the problem is explained further in
terms of the attitgdes of individuals towards VTE and
their demand for VTE. Results of the analysis of the
survey data show that there is an underlying decline of
interest in VTE, precipitated mainly by the socially and

economically wunattractive career prospects associated

with VTE-related occupations. Those already in VTE-

Sy

. .
related emp loyment are - much unlike theilir non-VTE

. \
counterparts - shown to be given to a high 'rate of
frustration’ arising from pooY remuneration and

unfulfilled educational and occupational aspirations. The
persistence of (frustration would make VTE employees
ineffective in their jobs. It would also make entry into
VIE less attractive thus constraining the scope for the
expansion of VIE-based skill supply. The preponderance,
as at present, of such factors as cultural prejudices

against VTE, the failure of the labour market to reflect

shortages o0f skill supply by bidding up wage rates for



the relevant skills, and policy restrictions on the

vertical and horizontal mobility of labour, would only

exacerbate the problem of excess demand over supply with

respect to VTE skills.

The study indicates the need for liberalisation of
the labour market by removing the bureaucratic
constraints on 1its operation, the adoption of policy
measures enhancing educational and occupational prospects

for VTE graduates, the adoption of cost—-effective methods

of providing VTE to be able to release resources for

purposes of VTE expansion, and the reorganisation of VTE
curricular structure 1n such a way as to make VTE

professionally appealing to both emplovers and students.
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CHAPTER I

INTRODUCTION
1.1. BACKGROUND TO THE ISSUE OF THE STUDY

Education 1is generally recognised to be crucial for the
acceleration of growth and development in poor countries.
Some consider it as an i1ndispensable input into the
growth process (Parnes, 1962; Tinbergen and Bos, 1963),
and others, as a framework of the growth process itself

(Blaug, 1985). There 18 also a tremendous popular demand

for education 1in developing countries simply because
education 1s considered as a guarantee for 3jobs, high
1ncomes and better prospects in life. Thus, following the
growing demand for semiskilled, skilled and professional
manpower on the one hand, and the high expectation of the
masses on the other, the provision of educational
opportunities has become a major concern of policy 1in
many less developed countries.

In this respect, one of the most difficult questions
for educational policy in such countries — as 1indeed 1in
others - relates to the striking of the right balance
between academic and vocational education. At the heart
of this question is the conceptual problem as to what
makes the general academic and vocational categories of
education more productive than one another. Both
categories of education are in principle meant to equip

individuals with skills - cognitive and non-cognitive -



that they would later be able to translate into useful

emp loyment. Of ten though, vocational education 18
perceived to be more applied and less esoteric than

general academic education including the liberal science

and arts offered at the tertiary level. This view,

refelected in the works of R. Dore (1976, 1980) and P.
Foster (1966), among others, derives support from the

broad empirical observation that the rate of return on
investment 1s higher for primary and middle level than

for tertiary education.

Foster's support for the adoption of a wvocational
school strategy 1in educational planning is explicit. He
does not, however, disqualify the importance af general
education. He consgiders general“ education to bef a
necessary foundation for vocational education, and points
out that the two cannot, therefore, be a substitute for
one another. The latter unlike the former, he notes, 1s
more effectively provided on the job rather than through
formal schooling. According to Dore (1980, pp.355-356), a
lot of the schooling that takes place in the formal
education sector is 'reluctant schooling' - the ritual

acquisition of qualifications to get jobs. He notes:

" ...reluctant schooling .... may produce people
....who - because of the reluctant and ritual nature
of their prolonged schooling - have attitudes

....which are far from likely to transform them into
productive, innovative public spirited managers and
administrators".

The dash for ‘'certification'! and 'credentialing’,



motivated by the searcﬁffor higher social status and
well-paid employment, has also meant more and more demand
for general academic than vocational education. But the
former may at best be expected to equip individuals with
general ability that will enhance their ‘trainability’
prospects over a whole range of skills. The latter, on
the other hand, is capable of instilling cognitive and
other manipulative skills which employers are directly

interested in.

The view that education is important only for the
cognitive knowledge it imparts and that employers pay
educated people more because they have more of this has
in° recent years been called to question. According to
Mark Blaug (1972a, 1972b, 1985), schooling makes people
more productive not so much by imparting directly usable
cognitive skills as by enhancing certain non-cognitive
personality traits like punctuality, persistence,
concentration, self—-esteem, self reliance, achievement

motivation, versatility, willingness to take and accept

orders and to take responsibility and the capacity to
assume leadership roles. These attitudes, Blaug (1972a,
p.437, 1972b, pp.53-76) notes, " are no less vocationally
useful skills than the ability to turn a lathe or to read
a technical instruction.” That so many educational
qualifications appear unrelated to the type of work that

students eventually take up reflects, in Blaug's view,

not so much the existence of gross mismatches between



education and work as the crucial role of non-cognitive

behavioural traits in job performance. Indeed, 1in the

process of recruitment, emplovers would generally use
educational gqualification as a 'fair and legitimate’
screening factor, assuming concordance between the
hierarchy of attitudes and the wvarious levels of
educational attainments. Based on this, Blaug (1972a,
Pp.437—-438) argues:
. ...the popular clamour for vocational schooling
among politicians in less developed countries
.implies a patently naive interpretation of the
economic value of education.... The notion that
there 1s one kind of education called general
education which has nothing to do,w:th the world of
work and another called vocational education whlch
1s fairly geared to the 'needs of a growing economy'
1s part and parcel of the rhetorical folklore that

continues to impede rational educatlonal planning
in less developed countries." ;

The 'socialising’ and 'screening' functions of

education, however important, cannot be considered to be

}

effective independent of the skill creating function of
education. 'This study is not based on the presumption
that vocational and technical education is more important
for growth and socio-economic develépment in Ethiopia
than non-vocational general academic:education. Rather,
1t starts from the position® that the need for
accelerating growth and development in Ethiopia in the
face of poor technological environment would, in the
light of the present problem of shortage of supply of
middle level technical manpower, necessarily call for the

increased supply of these for application in the various



areas of business and industrvy.

The definition of vocational and technical education
adopted 1in this study is limited to the consideration of

s1X areas of training - namely, automechanics, drafting,
electrical/electronics, metal work, wood work and
business and commerce - which incidentally are often
considered by educational planners to be relevant inputs

in the development process. These areas of training any

way constitute the major aspect of wvocational technical
education i1n Ethiopia, offered at the 'ten-plus—three',
'twelve-plus-two', and more recently 'twelve-plus—-four'
levels. Formal training at each of these levels is
terminal, save perhaps the area of business studies: and
whatever additional skills that will need to be acquired

1s often expected to be picked up informally via, intér

alia, on-the-job training.

1.2. THE ISSUE OF THE STUDY

Vocational and Technical Education (VTE) has
traditionally been a neglected sector in Ethiopia on the
side of both supply (ie. the educational planners) and
demand (society at large). The aim of this thesis is to
investigate the proposition that this state of neglect
has persisted over the years not because of the lack of
demand for people with technical skills, but partly
because of the lack of preference among individuals to

opt for such education, and partly because of the lack of
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Fugure 1.2 THE LABOUR MARKET FOR UTE - WHY EXCESS
DEMAND OUER SUPPLY?

1. DEMAND FOR VUTE > SUPPLY OF UTE WHEN, OTHER THINGS BEING EQUAL, UTE ENROLMENT

REPRESENTS A DECLINING PROPORTION OF TOTAL ENROLMENT AND/OR VUTE GRADUATES -
QUIT VUTE.

e .

-ﬂllJJ--ll’l.l—

EXCESS DEMAND FOR UTE

2. DEMAND FOR UTE > SUPPLY WHEN, OTHER THINGS BEING CONSTANT., QUALITY OF VUTE
SKILLS PRODUCED ISN‘T EFFECTIVELY GEARED TO EMPLOYERS NEED .

PRICE OF UTE LABOUR

C GQUANTITY OF
UTE LABOUR




commitment on the side of public policy to make more

funds available in-order to expand the facilities and
improve the organisation and effectiveness of such
education. This argument 1is graphically illustrated by

FIGURES 1.1 and 1.2.

FIGURE 1.1 provides a broad conceptual framework for
analysing the demand for and supply of different
categories of skill i1n the Ethiopian economy. It shows

the relationship between households of individuals who
make the choice for education, the education sector
offering the array of choice, and the labour market
absorbing the output of the education sector within the
constraint defined by the state of the Ethiopian economy,

and planning - particularly educational planning and

policy operation.

1.2.1. THE HOUSEHOLD SECTOR

In the household sector, individuals' demand for
education 1is determined principally by their attitudes
towards the hierarchy of occupational categories and
their aspiration to attain certain social and economic
status through relevant educational qualifications. The
profile of individuals' attitudes and aspirations are 1in

turn determined partly by the state of the economy and

society and partly by the manner in which those educated
along different fields and at various levels are already

received 1in the labour market. In a poor economy like



that of Ethiopia, traditional values that put emphasis 1n
hierarchical social structures dominate individuals
attitudes and aspirations. Here the maintenance of

hierarchical orders i1is generally considered to* be the

source of material gains and security. Employers in the
labour market, faced with the rise in the number of job-
seekers, would only be 1nterested to 'tap the pool of
talent' with the highest degrees of qualification (Dore,
1980, p.35). The labour market's verdict that degrees and

diplomas are mandatory for the acquisition of high—-income

and high status jobs has also a direct bearing on the
attitudes and aspiration of individuals. Thus blue collar
jobs, and educational Programmes which prepare
individuals for such jobs, are less preferred than white
collar jobs, which in the Ethiopian context are better
Palid and almost invariably qualify as high status jobs.
To the extent that VTE leads to blue-collar related jobs,
or 1s considered to do so, individuals preference to it

has traditionally been weak.

1.2.2. THE EDUCATION SECTOR

The operation of the education sector is primarily
constrained by resource availability for education and
manpower development in general and by the policy and
Planning decision to allocate funds between vocational

and technical education and general academic education.



This is, however, often done in a rough and ready manner

and the whims of politicians do matter a lot. As shown 1n
FIGURE 1.1 the central planning agency would, 1in the
context of its operational framework, broadly determine

the quantum of investment resources for education.

Following this, the Ministry of Education would set the

priorities in the allocation of the given resources

between the different educational categories.

Alternative approaches that may be considered as

a basis for educational resource allocation include the
manpower approach, the cost-benefit or rate of return
approach, and a combination of the two approaches, among

others.

The manpower approach to educational planning
presumes that Fhe economy's need for educated labour can
be predicted. It 1is based on the assumption that a
certain level of education is required to qualify one for
a particular occupational role. But this approach to
planning has béen found wanting. In the first place,
despite the assumption it makes, there is no unique
education-occupation ' linkage. Only a fraction of what
1s learned 1s unique to specific occupation and much more
of 1t 1s applicable to a wide range of Jobs. Secondly,
the manpower approach fails to take account of the cost
of education. This means that given manpoweyry
requirements, 1f there is any projected gap, the gap 1s

eXxpected to be filled through educational expansion

10



irrespective of cost. Thirdly, there is a problem of

making reliable forecasts in view of the ever—-changing
coefficients used to derive input needs from output
targets. Changes in the coefficients would occur, inter

alia, as a direct result of changes in the supply of

educated labour and as people with more schooling opt for
jobs previously done by less educated ones - a process
known as 'educational deepening’.

Unlike the manpower approach which considers only

benefits, the rate of return approach looks at both costs

and benefits of educational investments. It is based on
the human capital theory. That 1is expenditures on
. education are made for purposes of raising productivity
and i1ncome. The streams output and income that result in
future years then become a return on the investment made.
The rate of return approach to educational planning is
not without problems either. From the private point of
view, the main problem is predicting what the structure
of earnings will be in the future, as current structures
cannot provide an accurate guide to the future. From the
social point of view, higher earnings are not sufficient
justification for investment unless they result from high
productivity. The cost-benefit approach assumes that
pecople completing particular levels and types of
education earn a given wage regardless of the occupation
they pursue. But evidence of link between education and

earnings and between education and productivity is not

11



clear enough to warrant the adequacy of the cost-benefit

approach to educational planning.

Other alternative approaches to educational planning

include: the 'formal modelling approach' which represents
a synthesis of the manpower and cost-benefit approaches;
the 'left-revisionsit approcach' aimed - at a root and
branch change- of the educational system with the view to
radically transform socio—economic conditions; the
'right-revisionist approach' which leaves the question of
what 'kind of schooling to provide and whom to educate to

be settled by the operation of the market; and the
'moderate reformers approach’ which proposes to
vocationalise schools and make education practical by
reorienting the focus of emphasis from formal to non-
formal education (see Gillis et al, 1983, pp.219-230).

It 1s not clear, however, as to what educational
policy 1n Ethiopia turns on. However, 1in more recent
vears, the rhetoric based on the '"Left-Revisionist”

approach to the provision of formal education has been 1n
evidence. The argument has been that education 1in

Ethiopia has historically served not so much +to raise
productivity as to act as a screen to select the
fortunate few who are 'credentialed’' and who often happen
to start from privileged positions in life to hold the
elite positions in society. The thrust of educational
policy has consequently been to radically reform the

soclial structure and economic system and to use mass

12



education as a means of raising the consciousness of the

poor as regards their oppressed condition. There 1is,
however, little or no operational value in this to make

1t worthy of consideration as a framework of educational
planning.

The Ministry of Education has no explicit provision
for drawing in employers to participate in the process of
curriculum development and also in the training process.
Employers' participation is crucial particularly for the
effectiveness of vocational and technical education.
Short of 1t, graduates of VTE are often least exposed to
the functions of business and industry. This means they
would therefore need more retraining before they can be
effeétive in their employment. Moreover, the limited
amount of resources available for the provision of
education would mean that the relatively expensive
categories of education like VTE will be relegated to
secondary position; and in the event of the inability of

the economy to afford the resources called for by the

staff and facility requirement of VTE, the quality of
the graduates is likely to suffer, thus constraining the
effective supply of educated technical manpower.

The response of the educational sector to changes in
the pattern of individuals' demand for schooling is not
clear. In the Ethiopian context, however, it can
reasonably be argued that the supply of education of

various categories 1s resource rather than demand
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constrained. Supply response to demand changes is

particularly important when the pattern of individuals’

demand for education is largely determined by conditions
prevailing in the labour market, and when the labour

market operates bereft of any serious distortions.

1.2.3. THE MARKET FOR SKILLS

In FIGURE 1.1, the operation of the labour market 1in
Ethiopia is constrained by the state of the economy which
defines the scope for employment opportunities, on the

one hand, and the supply of skills by the education
sector in the right quantity and quality on the other.
The state of the economy depends, among many other
factors, on the effectiveness with which skills in supply
are utilised. The supply of skills depends partly on
individuals' disposition to acquire specific skills,
partly on the effectiveness of the skill creating
process, and partly on the availability of resources to
the education sector for investment in the expansion and
enhancement of educational facilities and teaching staff
development corresponding to the various skill
categories. The availability of investment resources 1is
in turn constrained by the state of the economy. In the
light of this, the preponderance of skill shortage on a
poor economy like that of Ethiopia, 1is far from

surprising.
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" Balance between the supply of and demand for skills

of wvarious categories may be expected to obtain in the

event of the application of effective manpower planning
and policy. On the other hand, where the system of

manpower planning 18 crude, mailnly for reason of lack of
robust data, as often 1s the case in many developing
countries, the labour market would be characterised by a
state of imbalance between the supply  and demand
functions corresponding to different skill categories.
The panels in FIGURE 1.2 1illustrate this clearly,
representing VITE skills with demand in excess of supply.
In 'panel a', the excess of demand over supply of VTE can
be accounted by the declining proportion of VTE enrolment
to total enrolment and by a gréwing proportion of VTE
gradudﬁes moving away form VTE-related 'occupations
disenchanted, as it were, by prospects for improvements
1n social and economic status.

In 'panel b', excess demand over supply in the case
of VTE 1s observed in the face of unemployment of VTE
graduates. Such a situation can prevail when, other
factors remaining constant, the quality of VTE skills
produced is not effectively geared to the needs of
employers. In this respect, not all VTE graduates would
constitute the effective supply of VTE skiils in the
labour market. In terms of 'panel c', A+B represents the
nominal supply function for VTE skills. But the effective

supply function, which is less elastic, is represented by
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B. The difference, shown'by the shaded region, represents

the pool of VTE graduates who would badly need to be
retrained before they can be seriously considered for
emp loymént.

Thus the labour market conditions depicted by panels
a, b, and ¢ in FIGURE 1.2 can be said to arise basically

from neglect for VTE on the side of individuals who would
rather opt for non-VTE, and on the side of educational

planners who would rather allocate more and more of what

little resource may be avallable for education to non-

VTE.

1.3. ORGANISATION OF THE STUDY

Based on the analytical framework sketched in FIGURES 1.1
and 1.2, the remainder of the study is organised in siX
parts. Chapter II will discuss the state of the Ethiopian
economy, and Chapter II1l1 will deal with the role of VTE
in development in general. The case for VTE in Ethiopia
including VTE enrolment and expenditure trends, on the
one hand, and growth of demand for VTE skills, on the
other, will be discussed in Chapter ]IV. Chapter V will
deal with the policy and planning constraint on the
expansion of VTE in Ethiopia. In Chapter VI the

distribution of individuals’ preferénce for VIE vis a vis
non-VTE and the implications of this will be discussed

making use of survey data based on a sample of 420

respondents. Chapter VIl will summarise the major
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findings of the study and draw some relevant policy

conclusions based on the findings.
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CHAPTER 2

THE ETHIOPIAN ECONOMY: MAJOR FEATURES AND PROBLEMS
2.1. INTRODUCTION

Ethiopia 1s one of the least developed countries in the
world. Its growth and development capability 18
constrained, inter alia, by inadequate supply of physical
infrastructure, as well as shortage of skilled -labour

and investible @ resources. In more recent vyears,
developments in international economic conditicns and the

recurrence of drought have adversely affected its growth
effort. These underlying problems of economic growth have
been aggravated by the persistence of wars and civil
strife in the different parts of the country.

Though poor, Ethiopia is endowed with variety
of natural resources that would make it potentially rich.
About 355 per cent of the land, which is considered to be
agriculturally viable, is the country's major natural
Yyesource. Mineral deposits including, gold, platinum,
- copper, fossil o0il, natural gas, geo—-thermal energy
and potash deposits are reported to exist 1n

different parts of the country. But the extent of
their occurrence and their economic value have not
vyet Dbeen confirmed by surveys and studies.

Ethiopia i1s a mountainous country situated in North-
East Africa. It has an area of 1,222,000 Square

Kilometres (471,790 square miles), and a popufation of

19



about 43.5 million (mid 1986) (World Bank, 1988, p.222).

The country possesses three distinct climatic zones. The
hot zone (Kola) comprises an area below 5,000 feet
(1,515 meters) with an average range of temperature of 80
degrees to 120 degrees fahrenheit (27 degrees celsius
to 49 degrees celsius). The area from 5,000 feet up to
8,000 feet (1,515 meters up to 2,424 meters) 1S
climatically labelled as a temperate zone (Woina Dega)
and temperature ranges Dbetween 60 degrees and 85
degrees fahrenheit (16 degrees to 29 degrees celsius),

and the cool zone (Dega) is found at an elevation of

8,000 feet (2,424 meters) or above with average
temperature of 65 degrees fahrenheit (18 degrees
celsius). In a typical year, rainfall across the

country ranges between 2.5 inches (625mm) in the arid
lowland areas and 106 1inches (2,650 mm) along the
northern and central highlands and in the south-west.

Ethiopia's economic backwardness today is a result
of factors that are partly social/cultural and
historical, partly geographical, and partly political.
Whatever their origin, these factors have together
operated over the vyears to constrain expansion in the
stock of physical and human capital available to the
country thereby stunting its growth capability.

The aim of this chapter is to set a general context

within which the role of education - particularly

Vocational and Technical Education (VTE) - in development
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can be examined in subsequent chapters.

2.2. THE SOCIO-CULTURAL BACKGROUND

Ethiopia 1is a country of diverse 'nationalities with
diverse languages and cultural heritages. The social
values which characterise the modes of life and attitudes
to work 1in rural Ethiopia today are the product of a
long history of conflict between and coexistence of
different etﬁhic groups with their respective languages,
religions, and cultural practices.

Many social scientists are in agreement that social
attitude to work, an aspect of cultural values, is a
decisive factor in determining the economic status of a
given society at a given time. In Ethiopia, about 80 per
cent (mid 1986) of the population are employed in
agriculture related jobs. Engagement in agriculture and

agriculture-related activities has over the vears
resulted 1n three distinct cultural formationé: the
plough culture, the hoe culture and the nomadic culture.
The plough culture is a predominant feature of
sedentary cultivation in the central and northern
Plateaux. Ploughing is done by wooden instrument tipped
with a steel point designed to be pulled by two oxen or
one horse or one mule depending on the region. This

method of cultivation 1is somewhat primitive, but is well

adapted to the cultivation need of the indigenous people.
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In the plough culture regions, land is regarded as

the source of social and economic power. Before 1974,
nearly one third of the cultivated land used ¢to be

under the control of the Orthodox Coptic Church and holy

days alone constituted nearly two third of the year. As
well as Christians, there are a considerable number of
Muslims and other religious groups. Both the Christian
and Muslim religions have deep rooted influence on the
general attitude of the people who tend to be rather
fatalistic in their views about work and material gains
in life. The objective of ones life is considered to be
a preparation for the life after death. In consequence,
people would usually devote much of their time going to
church, praying, fasting, observing holy days, and making
Pillgrimage to distant holy places or monasteries.
Engagement in manual work during holy days 1s considered
anathema to the fulfilment of the spiritual and material
well-being 1n ones life (Lipsky, 1962, pp.207—242)f This
orthodox views 1isg, however, at wvariance with the
'Protestant ethic' which emphasises the need for one to
engage 1n hﬁrd work and edifies profitable enterprises.
But the 'Protestant ethic' 1s alien to traditional
Ethiopia. ©So élso has been the spirit of 1i1ndividual
enterprise. Little wonder, therefore, that the plough
culture prevalent in the northern and éentral highlands

has, despite the passage of time, hitherto remained

virtually intact.
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The hoe culture is another major aspect of the mode

of production pfevalent in the south and south-western
regions of Ethiopia. Like the farmers in the central
highland regions, the farmers in these regions are also
settled cultivators. Traditionally, the method of
farming has been hoeing, but today one can also find
ploughing and also modern mechanical means of cultivation
methods in few areas. The hoe 1is a wooden implement with
a steel tip and is mainly used by hand. In comparison

with the plough culture, the hoe culture involves a

relatively more labour intensive mode of operation. This

differential in the factor 1intensity of mode of

production between the two regions is somewhat consistent
with the corresponding differentials in resource
endowment, in the sense that the southern regions are
generally more densely populated than the central and
northern highland regions. In terms of productivity
effort, the hoe culture is as outmoded as the plough
culture. Here, too, social and cultural wvalues have
traditionally turned on the prevailing religious values.
The major religions of the region are Islam and

Christianity. As 1in the other regions, the strict

observance of holy days is an important aspect of 1life.
Most holy day periods are high food consumption periods

accompanlied - 1in the case of Moslems - by the chewing
of "Chat", a narcotic plant which has the effect of

making people lethargic.
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The nomadic culture constitutes the other 'major

mode of production. The nomadic people are found mostly
in eastern and south-eastern part of Ethiopia. Theilr
livelihood largely depends on livestock raising, moving
from one place to another 1n search of grass and water.
The majority of nomads are Muslims and the rest are
pagans. At present, the government is encouraging them to
settle 1in ong‘place and to use irrigation and wells for
their livestock and livelihood. Their movement from oﬁe

place to another causes administrative problem. For

instance, there are no schools or hospitals in areas
where the nomads are found. Moreover, most of the
lands which are under the use of the nomads are not fully
utilised or exploited for agricultural or other purposes.

Urban areas can be considered as a 'melting pot' of
different cultures - the plough, hoe or nomadic
cultures, deriving from traditional Ethiopia, and western
cultures adopted from foreign countries. Unlike rural
dwellers, urban people are involved 1n diversified
occupations. However, one can crudely classify their
occupations into two major categories. People who
are directly involved in physical or manual labour
can be categorised as 'Blue Collar workers' and thpse

who are not -directly involved in physical or manual

labour can be categorised as 'White Collar' workers.
The blue collar workers include unskilled,

semisKillled, and skilled labourers. White collar wofkers
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are those who are generally skilled and who work in the

government administrative work and those who administer
their own small private business enterprises. In terms
of economic and social status, blue collar work 1is

considered to be inferior to white collar work mainly
because it involves menial tasks in which one has to soil
ones hands and pays low. White collar work on the other
hand is socially and economically more valued and
respected than blue collar work. Hence the common
Ethiopian proverb: "from cleverness of the hand (manual
labour) comes serfdom; from cleverness of the mouth

(ability to speak well) rule.” Although, there now seems

to Dbe a a favourable change of attitudes towards work
among a growing number of city dwellers, tradition still
Prevalls undermining the values of manual work. Since
the majority of the Ethiopian ethnic groups have been
warriors, herdsmen, and farmers, handicrafts and cottage
industries are considered to be demeaning, and are
practised by minority groups like the ‘'Felashas’', who are

seen as an outcasts.

Traditional and cultural practices have not only
been a major constraint on the improvement of the
pPrimitive modes of agricultural production, their
rPersistence also discouraged the development of the skill

content of the human resource endowment. Thus, it is not
surprising that the Ethiopian economy today is one of the

least developed in the world in spite of — and it can
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also be argued, because of - a long history of independet
and nationhood and Christianity unrivalled even by many

of the most developed countries.

-
2.3. THE ECONOMY
\

i
The Ethio&:an economy 18 predominantly rural, with

agriculture producing almost one-half of GDP 1in

)

vears of normal rainfall. Agriculture accounts for about

90 rer cent of the country's total export earnings and

employs about 80 per cent of total labour force. With GNP
per capita estimated to be US$120, Ethiopia finds its
place among the poorest of the poor in the world 1in
general, and i1n Africa in particular (see TABLE 2.3 for
comparison with some low income African countries). GNP
per capita hardly grew in real terms between 1965 and
1986. The average annual growth in overall Gﬁ%. at
constant price, was 2.7 per cent during the period 1965-

80, and 0.8 during 1980-86. (World Development Report,

1988, pp.222-225)

Coffee accounts for about 60 per cent of all
export receipts. Apart from coffee, Ethiopia’'s major
exports include hides and skins, and pulses and o1l
seeds. The average growth rate of agriculture has

declined from 1.2 per cent in 1965-80 to -3.9 per cent in
1980-86. Export earnings have consistently failed ¢to

pay for imports. In 1970, the current account of the
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balance of payments was in deficit by $32 million. By

1985, this deficit had increased to $130 million.

Industrial activity, which contributes about 16 per cent
to Ethiopia's GDP, is confined mainly ¢to food

processing and the manufacturing of textiles and goods
for local consumption. Even then, production increased
from the average of 3.5 per cent in 1965-80 to only 3.8
per cent in 1980=86. (World Development Report, 1987,
p.230 and 1988, p.224).

A major factor which acts as serious constraint on
economic development 1in Ethiopia is lack of adequate
transport and communications facilities. The country’s
mountainous and ragged features make the provision of
such facilities costly and hence difficult. Other
obstacles 1include the 1lack of trained manpower and
shortage of investment resources. There have been a
series of attempts at planning with the aim to overcome
these constraint and accelerate the rate of economic
growth and development. Before dealing with the present
socio—-economic development plan of Ethiopia, 1t will be
helpful to see the three Five Year Plans of the country
that were implemented during the pre-1974 period.

The First Five Year Plan (FFYP) covered the period

between 1957 and 1961. The empirical basis of the plan

was, however, poor. This 1is not perhaps surprising

considering that Ethiopia had no prior experience 1n

development planning, and robust social and economic data
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which form the basis for sound planning were conspicuous

for their absence. The aspiration or rapid socio—economicC
transformation was, nevertheless, explicit.

The basic targets listed in the First Five Year Plan
(FFYP), 1957-1961 were: to give priority to development
of the 1nfrastructure which represents a prerequisite
for accelerating economic growth, to raise the level of
education and to devote attention to the training of
technical personnel for i1mplementation of the five-year

programme, to accelerate the development of agriculture

which represents the major sector of the national

economy and contributes the greatest part of exports and

industrial raw materials, to establish processing

industries for the abundant supplies of domestic raw
materials and for the requirements of the domestic
market, and to direct economic, and particularly
financial policy, toward mobilising financial and human
resources for economic development. (FFYP, 1958, p.39).
Accordingly, out of the total investment of Eth.
$673.6 or US $296.4 million (at 1961 prices), 27 per
cent was allocated for agriculture, 20.5 per cent for
industry, and 8.5 per gent  f£Or social services
(education, health, etc.). National income was planned to

grow at an average rate of 3.2 per cent per annum between

1957 and 1961, with agriculture expanding at the average

rate of 11 per cent during the plan period. This,

however, was far from fulfilled. During the plan period,
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the fulfilment of the national income target was

estimated at 95 per cent. Yet, the rate of growth was

lower Dby 0.5 per cent decreasing the actual growth rate
of the national economy to 2.7 per cent per annum.

Moreover, the institutional and technological constraints
on agriculture remained unrelaxed, stunting the growth

rate of the agricultural sector. On the other hand, TABLE

2.1 shows that actual investmeni during the plan period
exceeded planned 1investment for all sectors with the
exception of education which fulfilled only 68 per cent
(SFYP, 1962, P.43). This appears to suggest the

importance of factors other than the supply of investment
resources, like land reform, the supply of skilled
manpower, etc., for the achievement of the target growth
rate of the economy, but government policy 1n general was
not favourably addressed to such questions. For all 1its

shortcomings, the FFYP provided a lesson of planning

experience, however crude, for subsequent years.

The targets set for the Second Five Year Plan
(SFYP, 1963-1967) was more or less the same as the FFYP.
Agriculture remained the leading economic activity and
was planned to give the largest contribution to
iﬁcrease in the National Production. The 1ndustrial

sector, and particularly the manufacturing industry, were
intended to make 1increased use of the existing

agricultural resources, so that with the i1ncrease in the

demand for agricultural raw materials, agricultural
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activities would also improve in terms of productavity.
employing improved tools and implememts. Indeed, special
attention was given to the development of agro-industry

during the plan period. Education was planned to Dbe

TABLE 2.1

INVESTMENT IN ETHIOPIA®S MAIN SECTORS DURING THE FFYP
(IN MILLIONS OF ETH. %)

INDEX OF
SECTOR PLAN FULFILLED FULFILMENT
AGRICULTURE AND FORESTRY 021 109.9 120
MINING, POWER AND MANUFACTURING 138.0 159.8 116
TRANSPORT AND COMMUNICATIONS 240.0 287.3 120
SOCIAL SERVICES (EDUCATION, ETC.) 27.0 39.0 &8
HOUSING 122,35 2064.8 169
OTHER ACTIVITIES | 24,0 36.8 153
Tt 73 e 128

SOURCE: Imperial Ethiopian Government. (1962). Second Five
Year Development Plan, 1963-1967. Addis Ababa: Berhanena

Selam Printing Press, P.43.

extended with the aim of providing the population with
elementary education and to train the necessary
technical personnel and skilled workers for economic and
social development. The implementation of the SFYP was
aimed to result in a growth of GNP from Eth. $2,166 (US
$866.4) million in 1962 to Eth. $2,718 (US $1,087.2)
million 1n 1967 at an average rate of 4.6 per cent.
The planned rate of growth for the plan period was 2.3

Per cent per vyear for agriculture, 27 .3 per cent for
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industry (manufacturing) and 11.3 per cent for education.
(SFYP, 1962, P.77). Nevertheless, as in the case of the
FFYP, the actual growth rates for the national economy as

a whole and for the different sectors were lower than
that expected by the planners. The economy grew at the

rate of about 4.0 per cent per annum and agriculture,
industry and education grew by 2.1, 16, and 8.1 per cent

respectively (TFYP, 1968).

In the Third Five Year Plan (TFYP). 1968-1973,

the objectives set are again much the same as in the

two Five Year Plans. The target contribution to the
National economy was, rightly enough, expected to come
from agriculture. But the plan was to reduce the share of
agriculture in total GDP to 27 percent. This plan was
consistent with an annual growth rate of 2.9 per cent per
annum for agriculture during the plan period. Industry's
including manufacturing growth rate was to be 15 per
cent; and that of education was to average 8.1 per cent
Per annum during the plan year.

The Third Five Year Plan (TFYP) was less ambitious
and more realistic than its predecessors. It certainly
benefited from the planning experience gained during the
First and Second Five Year Plan periods. The plan

apprecliated the need for increased supply of trained
manpower at all levels, and more particularly, emphasis

was placed on the increased supply of middle level

technical manpower. Concern with the need for manpower
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development led to the Education Sector Review during the
last phase of the plan period. The Review was an attempt
to gear the output of the education sector at various
levels to the development requirements of the economy.
Beyond this, it posed a challenge to the conventional
belief that Vocational and Technical Education (VTE) was
inferior to academic education by focusing attention on
the critical role of middle level technical skills in the
general development process. The plan was aware of the

constraints - including the land tenure system — subject

to which it had to set 1ts growth targets. The plan

preparation was an achievement par excellence, but

implementation was far more difficult and performance had
in most cases betravyed expectation, just like in the case

of the previous two Five Year Plans (see TABLE 2.2).

The 1974 revolution was in part a reaction to the
failure of the three plans to deliver development at
least on a scale that would have made Ethiopia self-
sufficient 1in food supply. A major point of development
immediately after the 1974 revolution was land reform.
The 1975 land reform proclamation was the economic centre
piece of the Ethiopian revolution, but its implementation
was far from plain sailing. Production disruptions ensued
and agricultural productivity suffered a decline. 1In
part, this was a result of the reaction of vested
‘interests to the long overdue reform. But it was also a

result of the manner in which the production and
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marketing of agriculture was organised in the post—-1974

period.

The Ten Year Plan followed a decade of political and
economic uncertainty after the revolution. It covers the
period between 1984/85 and 1993/94, and aims to achieve
self-sufficiency in food and to develop the industrial
sector among other things. Over the period of the plan
vear, industry's contribution to GDP is projected to
increase from 16 per cent ¢to 26 per cent, while
agriculture's share is expected to fall from 44 per cent
in 1985 to 35 per cent at the end of the plan period.
During the plan period, GDP is expected to grow by 6 per
cent per vyear 1in real terms. The state's share of
agricultural production is to be significantly expanded

while 216 industrial projects are to be carried out, with

the aim of making Ethiopia less dependent on 1imported

capital goods.

If the plan were to be effectively implemented, 1t

would call for the expansion of the educational sector,

matching with the growing demand for skilled manpower at

various levels. It is very difficult to see how the plan

to increase industry's contribution by 10 per cent during

the plan period, (1984/85-1993/94), could be effected
without increases in the supply of technical manpower
with different skill categories. Theoretically, the

increase in the level of demand for skilled technical

manpower could be determined given sectoral input-output
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technical coefficients. Unfortunately, the data base for

manpower planning in Ethiopia 18 far from robust, and 1n

the absence of 1nput—-output technical coefficients,

projections of manpower requirements are likely to either
TABLE 2.2

ETHIOPIA’S AVERAGE ANNUAL GROWTH RATE
(IN PER CENT)

TOTAL LABOUR
YEAR 6OP ABRICULTURE  INDUSTRY SERVICES POPULATION FORCE

1960-70 ‘.4 2,2 7.4 7.3 2.0 2,0
1970-76 2,5 0.9 1.6 4.4 2.6 2,0
1965-80 2.7 1,2 343 Y. 2.7 2.1
1980-86 0.8 3.9 3.8 2. 1 2.4 1.7

SOURCE: The World Bank. (1978, 1988) World Development Report.
New York: Oxford University Press.

understate or overstate actual demand levels Dby wide
margins. This does not, however, disqualify the point
that generally speaking there is a growing demand for
skilled technical manpower in countries 1like Ethiopia,
where the plough and hoe culture have to give way ¢to
modern and efficient agricultural technology, and the
cottage 1ndustries which form the bulk of 1ndustrial
activity have to come of age. The question 1s why,
despite this point, policy emphasis on Vocational and
Technical I.Edqcation (VIE) 1in  Ethiopia  has not
historically been as strong as it has been on academic

education. As can be seen from Table 2.4 below VTE

represented less than one per cent of total enrolment.
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suggesting that either there is no effective demand for
such skills, (which 1s contestable) or if there 1is
demand it is not readily expressed. This is the point
of departure for the discussion in the next chapter.

TABLE 2.3

BASIC SQCIO-ECONOMIC INDICATORS CONMPARING ETHICPIA
NITH SOME LOW INCOME AFRICAN COUNTRIES

BURKINA
ETHIOPIA  FASO  KENYA MALI  MALAWI  NIBER  TOG0

POPULATION IN

MILLIONS, 1983 42,3 .9 2.4 7.5 1.04 b4 3.04
POPULATION GROWTH RATE *

IN L, 1973-83 2.1 23 0 2.5 3.1 .0 2.8
SCHODL ENROLMENT AS X

TOTALPOPULATION, 1984 24 i3 18 17 48 {7 12
POPULATION/DOCTOR

000 1961 ge.! .2 1.5 254 35%L0 - 18,4
POPULATION/NURSE |

000 1983 3,0 .4 1.0 .3 L0 - 1.4

LIFE EXPECTATION
IN YEARS, 1984 44 8 o4 46 45 43 )

PER CAPITA INCOME
INUS §, 1965 110 0 290 140 170 200 230
PER CAPITA INCOME
REAL GROWTH RATE

IN 1 1973-85 0.4 0.4 0.3 1.0 0.4 0.5 1.1
GNP IN BILLION OF

US §, 1985 63 7.08 5.9 1,07 Lab 125 0,75
GNP REAL GRONTH

RATE IN 1 1973-85 2.2 27 A3 36 26 35 L]
601 AS 1 OF

5DP, 1984 1 W2 17 % 5 1
6DS AS X OF

5OP, 1984 2 43 020 <2 11 %




CONTND,

--------------------------------------------------------------------------------

BURKINA
ETHIOPIA FASO  KENYA MALI  MALAWI  NIGER  T060

SHARE OF AGRICULTURE
IN TOTAL GOP IN %, 1984 48 (% ST T U TR, | AN + SR ¥

SHARE OF INDUSTRY IN
TOTAL €DP IN X, 1984 16 20 21 3 |8 3 28

DAILY CALORY SUPPLY
PER CAPITA AS 1

OF REGUIREMENT, 1983 93 83 83 48 95 97 94

SOURCE: Compiled from World Bank. (1986) World Development

Report. New York: Oxford University Press, and World Bank.
(1987) The World BRank Atlas. Washington D.C.: The World Bank.

-~ = Data not available

TABLE 2.4

ENROLMENT IN GOVERNNENT SCHOOLS OF ETHIOPIA
(EXCLUDING COMMUNITY/PUBLIC SCHOOLS)

LEVEL | LEVEL 2 LEVEVEL 3 VIE AS X TOTAL

YEAR BRADE 1-8  GRADE 9-12  GRADE 13-1b VIE ENROLMENT
wssise wnws  aw W LS
19397460 176522 9624 939 19638 1.06
1965/66 378750 93979 2256 34418 0.80
1970771 116729 140691 4636 21378 0.70
1973/76 1084100 182263 4978 87958 0.69
1980/81 1130716 427397 11408 186811 0,73
1984/80 2800493 276233 13776 4043 0.13
1986787 3153737 325957 17601 2780 0.17

SOURCE: Central Statistical Office, Ethiopia, Statistical
Abstract. Various issues; Ministry of Education. School

Census for Ethiopia. Various issues, and Unesco.
Statistical Year—-Book. Various Issues.

¥Includes number of students in Teacher fraining Institutions.
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CHAPTER 3

THE ROLE OF VOCATIONAL AND TECHNICAL EDUCATION IN
DEVELOPMENT AND A REVIEW OF ITS POSITION IN ETHIOPIA

3.1. INTRODUCTION

Education 1is a process of human capital formation. From

the social point of view, it 1s pursued insofar as it is
instrumental 1n producing the basis for inventive and

innovative activities that enhance the productive

capacity of people. It 1s meant to enable individuals to
become effective members of society by improving their
contribution to the material well-being of the society.
From the private point of view it represents investment
with secure rate of return in terms of access to income
generating employment. It 1is thus aimed at enabling
people to apply their physical and mental efforts to
- Productive and remunerating activities, and at preparing
them to adapt themselves to and make good of difficult
circumstances. As Alvin Toffler (1970, p.357) explains:

"....1ts [education's] prime objective must be to

increase the individual's 'cope—-ability’'— the need

and [the] economy with which he can adapt to
continual change....".

Thefe 1s growing demand for education in virtually
all countries, and governments in many countries have
been keen to expand investment in education. Government
interest 1in the expansion of the educational sector as a
whole is based on the presumption that education, being

the means for human resource development, 1is critical for
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the process of economic growth and development.

Human resources are developed through different

forms of education. The most obvious 18 by formal
education. This constitutes praimary, secondary and
tertiary sectors. Human resources are also developed 'on-
the-job' through systematic, non—formal training
programmes by employing institutions. Non-formal
education is also obtained in adult education programmes,
and through membership i1n various political, social,

religious, and cultural groups. A third process is self

development, as individuals ,seek to acquire greater
knowledge, skills, or capacities through preparation on
their own initiative, by taking formal or non-formal
courses or by learning from others througﬁ informal
contacts.

The process of education 1s normally a continuous
one, wherein each stage constitutes a logical preparation
for the next. The conventional approach to the training
of the individual first involves acquisitién of general
knowledge. It then becomes more and more speclalised with
the utilitarian aim of attaining practical mastery in a
specific field. This approach involving rather longish
educational «cycles 1is not, however, without cost and
raises questions as to ifs relevance for developing

countries — could developing countries readily afford to

adopt such an approach?
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Education 18 generally understood to be Dbetter

geared 1f i1t 1s designed not only to teach facts but also
to give individuals ideas as to how problems in real life

could be tackled, for instance, through engagement in

practical work. This 1s known as general education, and
it 1s often designed with the aim to prepare individuals

for and equip them with vocational expertise.

3.2. EDUCATION AND ECONOMIC DEVELOPMENT

Economists and educators like Cotgrove (1958), Schultz
(1963), Bennett (1967), Coombs (1968), Blaug . (1970),
Vaizey (1973), Foster (1975), Ginzberg (1975), Dore
(1976), Gillis (1983), Todaro (1985), Psacharopoulos and
Woodhall (1985) among others, stress the importance for
development not .only of the number of educated people
that a country has, but also the quality aspect of school
leavers and graduates.

The formation of human capital development have
increasingly captured the attention of public policy
makers, the business community, and scholars 1n
disciplines such as education and economics. The many
forms of investments ' in human capital 1includes;
schooling, on-the-job training, medical care, migration,
mobility, the alteration of social customs, and searching
for information about prices and incomes.

Blaug (1970, p.xvii) referred to the economics of

education as an "....infant industry." The precise
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content and even the substantive core of subject still

remain in dispute. This is to say that no two experts 1in
the field would wholly agree to the relative significance

of the various findings to date. Nevertheless, there 1s
wide agreement among educational policy makers that
educational decisions should take account of the economic
value of education or the contribution of education to
economic growth. This of course, varies across countries.
As can be seen from TABLE 3.1, education appears to be as
much a major source of growth in Africa and Asia (pace
Japan) as it is in Canada, the United States, the United
Kingdom and Belgium. TABLE 3.1 1s significant insofar as
it 1indicates not only the i1mportance of education to
economic development in general, but also the manner - 1n
which education 1influences the speed and direction of

development.

Concern with investment in education 1s not new.
What 1s perhaps new is the relative emphasis it has
received in recent vears in the light of deteriorating
social and economic conditions 1in less developed
countries, which are broadly characterised, inter alia,
by the prevalence of poor health, poor nutrition, and
rather low r;tes of literacy and numeracy population.

Strategies for economic development invariably emphasise

,human capital development through investment in

education.
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TABLE 3.1

THE CONTRIBUTION OF EDUCATION TO ECONOMIC GROWTH (R)
(IN PER CENT)

T T vy y x _r ' 1 1l X 1 T _JF 1 1 B "~-~1 ‘T ‘¥ _} B I TYEImmmeemeesest e o L S L

NORTH AMERICA
CANADA 25.0
UNITED STATES 15.0

EUROPE

BELGIUM 14.0
DENMARK 4.0
FRANCE 6.0
GERMANY 2.0
ITALY 7.0
GREECE 3.0
ISRAEL 4.7
NETHERLANDS 0.0

7.0

2.0

6.0

NORWAY
UNITED KINGDOM 1

USSR
LATIN AMERICA

CHILE 4.5
ARGENTINA “ 16.5
COLOMBIA 4.1
BRAZIL 3.3
EQUADOR 4.9
HONDURAS 6.5
PERU 2.5
MEXICO 0.8
VENEZUELA 2.4

JAPAN - 3.3
MALAYSIA 16.5
PHILIPPINES 10.95
SOUTH KOREA 15.9

Ll L e i — Cr  x r r: r > 2 & [ %1 ¢ 2 T T ¥ ¥ "F ¥ "¢ ¥ T T ¥ ¥ F -~ " Fri——"

SOURCE: Psacharopoulos, G. (1984) The Contribution of
Education to Economic Growth: International Comparisons.
World Bank Reprint Series, No. 320, Table 8-1. p.337.
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The word ‘capital' generally refers to the

productive power of natural and manmade producer goods.
Typically, capital resources are factors of production

which must themselves be produced at some cost and are
subject to changing value with use or disuse.
The treatment of human beings as a capital component

and as integral input in the economic development process
is by no means a novel i1dea. Early interest in the human
capital was motivated by a desire to draw public

attention to the value of conservation of life and the

need to develop systems of compensation for injury or
death. Interest 1n human capital was sparked by its
implications for understanding the sources of wealth and
the effects of education on the distribution of earnings.
For the classical economists, for whom the labour theory
of value formed the corner-stone of economic growth,
increased expenditure on human capital formation would,
ipso facto, give rise to increases in national wealth
(Wykstra, 1971 pp.xii-xvi).

The argument about human capital has thus been going
on for a long time before it was defined as the essential
aspect of manpower economics. One of the first attempts
to estimate the money value of human beings was made
around 1691 by Sir William Petty. He believed labour as
being the "father of wealth'" that must be included in any
estimate of national wealth. The first attempt to

quantify the capital value of human beings was devised
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in 1853 by William Farr. Farr suggested that since human

beings are productive, they should be regarded and taxed
as capital. Farr's 1i1dea was almost identical with the
method utilised by Louis Dubbin and Alfred Lotka in 1930
(Kiker, 1966, pp.481-99). During the 1930s and 1940s
economists’' interest 1in the human factor of production

was rekindled in part by the socio—economic problems and

policies associated with the conditions of depression and
war of the time. Moreover, this was a period in the

history of economic 1ideas when it was fashionable to

study market implications, particularly trade unionism,
and forcefully question the neo-classical view  of
economic doctrine concerning factor market pricing and
resource allocation (Wykstra, 1971, p.x1ii1l).

Despite the long standing awareness of the
importance of human capital for economic growth, 1t was
only recently that the issue has been systematically
incorporated in the analytical framework of economic
thought.

Solow's work (1957) dealing with the analysis of the
residual 1n the aggfegate production functlion has been
the most influential in this respect. Using the case of
the American economy over the fifst half of the 20th
Century, he established the residual factor which refers
to changes 1in the stock of human capital and hence

technological progress, as accounting for about 90 per

cent of the average annual rate of economic growth.
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Subsequent investigations refining the analysis of the

residual - Denison (1967), among others — also show the
importance of the role of human capital, although unlike

in the case of Solow, the growth contribution of human
capital and technological progress is reduced to 45 per
cent. The data in TABLE 3.1 refer to the contribution of

the residual factor to economic growth, and this is shown

to be widely varied across countries. The data do not

reveal any pattern of relationship between the level of
development and the percentage contribution of education

(broadly defined) to economic growth. But limiting the
definition of education to the vocational and technical
aspect, 1t can be shown (see TABLES 4.1 and 4.2 in

chapter I1V) that the contribution of education to

economic growth 1s more important in developing countries

like Ethiopia than it is in the developed ones.

3.3. EDUCATION AS INVESTMENT AND CONSUMPTION

Investment i1s a complex process, but it usually has to do
with the nation foregoing current consumption so as to

increase the stock of capital goods, thus increasing, in
. turn, the flow of future consumption goods. The
conceptual Problem of distinguishing between the
investment and consumption dimensions of goods and
services could be applied to education. For it is

Possible that people may decide to have education as a
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means to an end or as an end in 1tself. A passionate

scholar may embark upon a lifelong study of a forgotten
language purely for its own sake. Or one may decide to
take up a skill (say music) purely because one enjoys it.
But this is not always true. Indeed much of the demand
for education may fairly be said to be a derivative of
family or community cholces on the allocation of
resources with a bearing on consumption now and in the
future. Any country or soclety that decides to Iput a

substantial part of its current income into educating its
young people and 1lmproving their aptitudes, skills and 7

attainments does so with the hope to see an important
change 1n its economic and social returns in the future. _-
It 1s 1n this senses, therefore, that outlays on
education may come to be regarded as the sacrifice of
present 1ncome and satisfaction for material gains to be
earned 1n the future. According to the definition of
investment, it makes sense to look at what happens to
educational expenditure as a process of investment which
usually takes long to mature and benefit the 1individual,
the family, the society and the nation. In countries
where the population is growing fast — as in most less
developed countries -~ the addition to the labour force
can be regarded as a new net investment, net addition to

the stock of 'human capital', Vaizey (1973, p.30), pointed

that there is a sound policy for the proper education of

the young generation.
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Economists 1ike Blaug (1976), Becker (1964), Begg

(1984), Vaizey (1963), Psacharopoulos (1982), Schultz

(1963), among others, Dbelieve that, all other factors

remaining equal, people with more education earn on

———

average higher incomes than people with less education,

as shown in FIGURES 3.1 and 3.2. In other words,
additional education pays off in the form of higher

nﬁy,fﬁggfégﬁEv incomes. This 1is borne out in the" case of

v}wHﬂEthiopia (see TABLE 4.16 in chapter 1V). Thus, 1in this
very simple sense, the costs incurred by individuals 1n
acquiring more education constitute an investment 1in
their own future earning capacity. It 1is, therefore,
useful to think of a threefold category rather than a
twofold one. That 1s, education may be acquired by
individuals as if it were a none durable consumer good, a
durable consumable good, and a capital good (investment)
(Blaug, 1970. pp.18-21).

Indeed, one of the outstanding reasons for
believing, a priori, that education is important 1s the
correlation - perceived on the basis of exXperience -
between the levels of educational attainment and
corresponding earnings at both the individual and the
societal level. For instance, 1t 1s noticed that although
not all high school graduates earn more than all
primary school leavers, the majority do, so that, on
average, theilr earnings are much higher. Hence the

growing demand for education. At the level of national
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FIGURE 3.1 AGE-EARNINGS PROFILES BY HIGHEST EDUCATIONAL
ATTAINMENT. The figure shows earnings in the U.K. in 1980
for male workers in full-time employment. It relates
earnings to age in highest educational attainment. It
shows that earnings increase with the level of education

and, up to a point, with age.
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FIGURE 3.2 AGE-EARNINGS PROFILES IN MEXICO AND INDIA
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policy making, importance of education is sharply brought

home by the general observation that 1lliteracy 1is -
Preponderant in the very poorest countraies, and
diminishes sharply as one goes up the income scale. There
are, of course, cases of rich individuals and socileties
which have received 1little schooling, and of well-

educated individuals and heavily schooled societies whose

incomes are relatively low (Gillis, M. et al., 1983 pp.

211-12). But these are exceptions to the rule.
From the view point of 1individual choice, the

essential distinction that 1s being made is, between the
enjoyment of education for its own sake and the
anticipated enjoyment of a higher monetary or psychic
income 1in the consumption component of education. 1If
education 1s motivated by utilities that will accrue 1in
the future, 1t 1s more related to investment than to
current consumption. Since this sort consumption benefit
of education 1s almost certainly positive, very few
people enjoy less for being educated. Higher life time
earnings perhaps constitute the most important factor
explaining the motive for the acquisition of more
education. But the same thing is not necessarily true of

the current consumption of education which may actually

carry negative utility for the average student (Blaug,

Among the factors of production, labour and

entrepreneurial ability lend themselves to improvement
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by education and training in the widest sense. Education:

makes people more receptive to inventions and
innovations, promotes the division of labour and the use

of machinery, permits increasingly advantageous
combinations of factors of production, makes it possible
for any new technical discovery to -be brought 1into
operation with little or no delay, promotes both in the
domestic economy and on an international scale, a far
reaching mobility of labour and of entrepreneurial

ability, and ensures that those individuals  who are

responsible for making major technical, economic and
political decisions are capable of avoiding potentially
dangerous mistakes.

The education factor in human capital formation is
often - but not necessarily - associated with the
creation of 1internal and external economies that are
capable of reducing risks'End.costs and ‘enhancing the
efficiency with which productive activities are
performed.

The quality and quantity of the contribution of land
and capital can also be improved and they can be made to
enter 1nto ihcreasingly profitable factor combinations.

But once they have reached, respectively, a certain

degree of efficiency of production, it is only upon the

event of. technological progress that they can produce
greater output. From this it can be seen how critical the

human capital factor can be for the development of
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general economic activities.

The widest possible distribution of education and
training throughout all strata of the population 1s all
the more necessary in a country where the labour force 1is
abundant and perhaps even 1in excess of other factors of
production. In this case, education enhances one of the
most valuable natural endowments, and permits the human
factor to combine in a more profitable way with the other
factors. Therefore, every effort to promote development

in a country must start from improving the human factor.

It was frequently stressed that a concept of capital
restricted to physical assets, including inter alia,
production equipment and inventories is much too narrow
to consider 1n the study of growth in general, and the
measurement of improvements in the standard of living in
particular.

Kusnets (1972, pp.61-64) sees the matter clearly at
one point in his work when he observes that for the study
of economic growth over long periods and among widely
different societies, the concept of capital and capital
formation should be broadened to include investment in
human beings.

In his 'Reflections on Investment 1in Man' T.W.
Schultz (1963, P.X) maintains that ﬁan's economic
capabilities are predominantly a "....produced means of

Production” and that except for some pure rent (in

earnings) caused by dif ferences in inherited
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capabilities, most of the differences in the amounts that

have been invested in people. The hypothesis, then, 1s

that the structure of wages and salaries 1s primarily
determined by investment in schooling, health and on—-the-
job training, by information on employment opportunities
and by investment in migration. Another hypothesis 1is
that changes in the investment in human capital are basic
factors in the reduction of 1inequality in the
distribution of personal incomes (Blaug, 1985, pp.17-27).

Even though these hypotheses are expressed 1in

somewhat sweeping and arbitrary manner, they are largely

supported by empirical findings and are particularly
useful in the construction of a more comprehensive theory
of economic development.

Generally speaking the demand for education grows as
the social and technical environments become more
complex, and the leisure time available to 1individuals
increases. The result is an increase in the 'schooling
rate' that 1is, the ratio of school age population to
total enrolment and those who are in the various types
of schools. Indeed, it can be argued that the supply of
education on a small scale tends to create a more than
Proportionate expansion in the demand for education. This
appears to be the case in most developing countries where
expectations for higher level of earnings 1is largely
contingent wupon the level of educational attainment.

Against the background, this pattern of income
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expectation has emerged the divergence between the social

and private rates of return to education. Thus, for
example, while private rate of return to education 1is
higher at the tertiary level and least at the primary
level, the converse seems to be the case with respect to
the social rate of return to education in developing
countries.

Schooling rates anyway tend to grow everywhere,
though less rapidly in the industrialised countries than
in the poor countries of the Third World. In Western
Europe, for instance, the schooling rate can grow to an
appreciable extent only 1in the case of secondary " and
higher education, since primary schools already have
almost their maxXximum possible attendance. In developing
countries, by contrast, the schooling rate can grow in
all types of schools, 'general public service' which,
though 1ts implied consequences, affects not only those
who directly benefit by it, but also society as a whole.

If - private enterprise alone were responsible for the
supply of educational services, society would run the
risk of receiving a kKind of education not in 1line with
national iﬁterests. In view of the 1mportance of
education not only for its private but also for its
social consequences, it is not surprising that it has

come to occupy a decisive place in a country's plan and

general policy packages.
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Recent research confirms that the bulk of economic

development in many countries is attributable to the

improvement of the human factor. The 1influence of
education on the development of a country resides 1in the
speed with which individﬁals absorb new ideas, develop
new skills and adapt themselves to changing and often

unforeseen conditions.

Education is, needless to say, universally
recognised as a form of investment in human beings, which
vyields economic benefits and contributes to country's
future wealth by increasing the productive capacity of
its peoplg. And, expenditure on education is invariably
justified 1n terms of the potential contribution of
education to economic growth. It 1s here that cost-
benefit analysis becomes useful for determining the
educational requirements of a nation in the light of 1its

economic circumstances and development aspirations.

3.4. WHY HUMAN CAPITAL?

Begg (1984, p.250) says:

. « « sHUMAaN Capital 1is the stock of exXxpertise

accumulated by a worker.... valued for 1ts income
earnings potential in the future."

LY
One of the major areas of i1nquiry 1n manpower
economics 1is the formation of human capital - the

Process of further developing the productive capacity of

human resources through investment. There are three

9D



general reasons for investment iq human resources.

First, it is quite apparent that the formation of
human capital is an important prerequisite for the
achievement of several traditional concerns of economists
such as the efficiency of resource allocation, economic
growth and stability, and distributional equity of factor

income. The development of manpower through investment in
human capital certainly relates to economic efficiency as

the time—-enhanced organisational skills of management and
labour suggest. Of course many factors contribute ¢to
economic growth in quantitative and qualitative terms and
it is the contribution in the latter sense which gives
human capital formation pride of place in the formation
of development policy. Moreover, the distribution of
income 1s related to the value of human factors of
production and thus to the quality as well -as the
quantity of resources available to the market economy.
Secondly, most of the Western world has viewed much
of the formation of human capital as being the proper
province of +the public sector. Education has Dbeen
generally regarded as social good properly supplied by
the public instead of the private sector. In the event,

much of the contemporary human capital formation occurs

outside the market economy.

Thirdly, the human capital orientation toward more
encompassing manpower problems is partially explained by

the goodness or poorness of fit between the tools of
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economic analysis and the character of the problems posed

and the policies proposed. If the multi~billion education
industry functions outside of the price-~-directed market

system, what can be said about the efficiency of resource

allocation in education? How does one evaluate the worth
of such expenditures? To whom is such 'good' distributed
and upon what terms of financial sacrifice? How does
education relate to future economic growth? These
questions have not been asked forcefully enough by
economists primarily 1nterested in the market economy
where the private sector reigns supreme. Economists may

well be able to contribute to solving the manpower
questions of the 1980s by adopting a human capital
formation perspective. Even though this vantage: point
does not respect the. complete manpower scope, it
certainly represents one important dimension (Wykstra,
1971, pp.xXv-%xvil).

Human capital also implies demand for education and
economic growth. Even since the Second World War, there
has been a marked growth in the demand for education at
all levels; primary, secondary, further, higher and
adult. The highest rate of growth 1in the developed
countries has been in higher education sector. In the
developing countries, it has, rightly enough, been
Primary and secondary Keducation that have grown most

quickly.

It 1s necessary to insist upon the fact that
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technological and economic¢c change depends upon a steadily

growing body of experience in members of the working
force, and among the population generally. But the great
increase 1in education in almost all countries since the

end of the Second World war has not been in any sense

perfectly or moderately adapted to the needs of society
and the economy. For 1nstance events relating to
shortages of teachers, student riots, unemp loyed
graduates etc., reflect partly the conflict of objectives
that people seek to attain through education and partly
the lagged response of public policy to adjust
differentials 1n the supply of and demand for education,
and to enhance the employment capability of the economy.
This lagged response 1s not necessarily a result of shear
inertia on the side of policy makers. For instance, it
takes time to train teachers and skilled workers. But
having made allowance to such delays, the question is
whether, or to what extent, these shortages are
remediable.

It might be easy to demonstrate that, if a free
market for education operated, there would Dbe no
shortages. All that is needed is a simple faith in the
perfect competition model. But Vaizey (1973, pp.30-32)
notes that much of the 'demand' is extra market demand,

expressed politically; and that the educational systemn,

as well as fulfilling 'economic’' requirements, is also

central to social and political structures. It cannot be
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isolated as some pro-market theorists would seem to wish,

unless the explicit assumption is made that all non
market forces are to be ignored.
One of the major characteristics of developing

countries is that the majority of the population i1n such
countries do not have any education, and the rate of
growth of the supply of educational services 1s not
commensurate with the rising aspiration of the growing
population. Those who have had the opportunity of access
to education would often assume 'elitist' position for
themselves and are consequently reluctant to enter
occupations involving manual work, even when they are
trained for it, and - even more important - when services
as manual operators 1s badly needed (Sanders, 1966,
Pp.91).

Developing countries need human capital in the form
of skilled manpower just as urgently as they need
physical and financial capital. Indeed, unless these
countries are able to develop their educational systems,
they cannot effectively absorb and wutilise physical
capital to productive ends. Of all the resources required
for economic development, educated and skilled manpower
requires the longest 'lead time' for its creation. Dams,
power stations, textile factories, steel mills, etc. can
be constructed in few vyears, but it takes an initial ten
to fifteen vyears to develop educated and skilled

Personnel who will be able to administer and operate
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them. The existence of such manpower, however, is

essential if the countries are to achieve self sustaining

growth (Harbison, 1964, pp.51-52).

It is generally believed that in order to accelerate
the process of development, priority must be given to the
development of human capital through increased investment

in education. Education plays an important role in the

pursuance of economic growth and development by

contributing both to the increase of the productive

capacity of the econcmy and its effective utilisation.

Economic development can take place even 1if natural

resources that a country is endowed with are poor, as 1in
Japan and South Korea. Development will, however, Dbe

severely constrained if too many people remain

illiterate. It is, therefore, the burden of education to

produce people with new skills. Investment in educable
talent is generally believed to result in a high economic
rate of return (Broekmeijer, 1966, pp.76-80).

Although human capital will not <cure all the
problems of society, without it no remedy for any problem
is possible. It is high among concerns, central to the '
purpose of any country's administration, and at the core
of the hopes for a better society. Even when viewed 1in
the narrow perspective of economic benefit alone, the
direct returns to individuals and society from investment
in education have been shown by recent studies to be

high, and to compare favourably with the returns
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available from other forms of investment. It is,

therefore, safe to assume that a careful and selected
investment on human capital for underdeveloped nations

wlll help boost the prospect for development and economic

growth.

3.5. DEVELOPMENT OF VOCATIONAL AND TECHNICAL EDUCATION
(VTE) IN DEVELOPED AND DEVELOPING COUNTRIES

Before 1looking into the role of Vocational and Technical

Education (VTE) 1in the development process, it 1is

necessary to define what 1n effect it constitutes. As

defined by Unesco (1983, p.l1l): Vocational and Technical

Education 1is:

"those aspects of the educational process involving,
in addition to general education, the study of
technologies and. related sclences and the
acquisition of practical skills, attitudes,
understanding and knowledge relating to occupations
1n various sectors of economic and social life.
Technical and Vocational Education 1is further
understood to be; a) an integrated part of general

education: b) a means of preparing for an
occupational field c) an aspect of continuing
education.” ” *

Training in VTE usually covers areas in skilled
trade and semiprofessional careers like Automechanics,
Business or Commerce, Drafting, Electrical Technology,
Metal Technology, Wood Technology, and related areas of

study.

The importance of relating .education to work was

mentioned in most of educational, philosophical, economic

and political writings of the early western philosophers.
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For 1instance, Cominiué's support of the teaching of the

principles of mechanical arts was to enable the learner
to understand his environment and participate 1i1n the
world of work without much difficulty. Other early
philosophers like Rouseau and Herbert, also pointed out
the importance of VTE.

Some of the more recent contributors to the relevant

literature, like Roy W. Roberts (1971, pp.55-75) think
that the VTE derived from the philosophies that grew out

of the revival of learning during the 5th and 6th

centuries A.D., has gone through different phases of
development. The humanistic movement, in the 5th and 6th
century A.D., stressed the individual and his privileges
and responsibility. 1In the 16th and 17th centuries the
raison d'etre of educational philosophy was the pursuit
of realism. During this post-renaissance era.+ John A.
Cominius and John Locke, among others, supported the

pursuit of science and practical arts. During the 18th

- Century the 1deas of Jean Jaques Rousseau and Johann
Heienrich Pestalozzi further contributed to the
development of more concrete educational programmes.
Education was sought not as an end in itself but as a
means to a more practical social and economic end. As
such 1t was meant to have a cutting edge capable of
generating, restoring confidence and enterprise. Thus the
European countries, in the 17th century, established

industrial schools to cater for the poor and delingquent
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children. For example, in England the Blue-Coat School

was established in 1694: 1in Switzerland, the Neuhof
School was established in 1774;:; and in the United States,

the Dela Howe Agriculture School was established in 1797

(Roberts, 1971, pp.125-139).

In most of the above mentioned schools, handicrafts

and industrial skill such as turning, fastening and
fishing, were given as majJor courses. The emphasis of
education on industrial skills was marked especially 1in
the Neuhof School, 1n Switzerland, which was founded by
Pestalozzi. Here, the method of instruction was from

'things to words' rather than otherwise. Pestalozzi was
also aware to the importance of combining the theoretiéai
aspects of education with practical work (Roberts, 1971,
pp.140-155) . Hence, the interest among proponents of
practical education in many countries to have handicrafts
as an integral component of education. In 1868, Otto

Salamon introduced the 'Sloyd Training' school as a VTE

centre 1in Sweden (National Institute of Basic Education,
1965, p.5). By introducing pupils to the technicalities
and artefacts of wood work, the centre aimed at
developing appropriate habits and attitude to work in
individuals. The 'Sloyd Training' period Prepared
1ndividuals to undertake further industrial
apprenticeship training. By the end of the 19th century,

the arts, crafts, industrial and VTE movements had

already been established. For instance, Ethel M. Wood
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(1965, pp.123-135) points out that in 1886, in the United

otates, the objective of practical education was not
merely to churn out narrow minded mechanics but to enable
the students to effectively apply their learned skills to
a wide range of problems under changing social and
economic circumstances. This objective is best achieved

by combining shopwork in, for example, manual arts such
as graphic arts, mechanical arts, plastic arts, and
textile arts., ‘with academic courses. This together with

the ascendancy of the industrial culture in Western

societies formed the raison d'etre for the establishment
and growth of industrial arts and vocational and

technical schools.

In England, following the Great Exhibition-of 1851
in London, important steps were taken to introduce VTE
programmes for employers and designers as well as for
ordinary workKers. The importance of crafts as an
essential component of general education was recognised
in the famous Handow Report of 1924. Following the Handow
Report, almost every secondary school was provided with
craft rooms and facilities, so that puﬁils would spend
from 5 to 15 per cent of their week at school on craft
and related work (Porter, 1970, pp.115-116). This, it was
thought, would prepare them for further work experience.
Beyond that society as a whole would benefit from the
accumulation of technical experience which was generally

believed to provide the basis for technological progress
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and economic change.

Training programmes relating to industrial service
and agricultural activities have thus a 1long history.
Apprenticeship, an arrangement by which neophytes in a
trade work alongside a master craf tsman has,
historically, been accepted as a mode of training.
However, the significance of its traditional role has in
recent years been diminished by the introduction of VTE

linked with work as a component of formal education.

During the 19th Century and up to the middle of the

20th Century, the balance between education designed to
achieve cultural objectives and VTE seemed to have ‘been
irrevocably lost; and a choice had to be made between the
ideal of developing personality founded on cultural
values and the ideal of attaining technical skill capable
of taming the forces of nature. Many humanists defended

the traditional ideal of culture and reject the advent of
modern technology as anathema to the conservation of
stable society. On the other hand, those who went for new
technologies rejecﬁed conservative cultural values and
Placed their whole faith in technical prowess. Faced with
this alternative, man had either to be 'spiritualised' by
culture and remain ignorant of all technical matters, or
else 'technicalised' and remain ignorant of culture or
without any human face. Consequently, schools had to

train either 'spiritualised' humanists or 'barbarian’

technicians.
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The 20th Century has seen the development of the

vocational and technical orientation of elementary
schools, colleges and universities i1in a number of
countries, apparently as a response to the challenge of
social and economic demands deriving from the
introduction of new technologies (Porter, 1970, pp.115-

116) .

The pattern of development of VTE in today's
developing countries, is largely influenced by the manner
in which it evolved in the developed nations. In many

developing countries in Africa, for instance, the type of
education that existed before the colonial period was

mostly informal. Education prepared children for village
life and wvillage 1life in turn, played the role of
schools. Children grew steeped in traditional values and
aware of the social and economic responsibilities that
traditional values involved.

But the mould of traditional values was broken by
the institution of colonial settlers, and missionaries;
societies, 'and new values were subsequently 1introduced
through the establishments of formal schools. If the
education of the colonial masters helped people to become
literate, it also prepared the 'Black African' to copy
foreign ways of thinking and 1living. In the event,
indigenous African technologies, however crude, started

to be replaced by foreign technologies. But this eventual

wholesale rejection of indigenous talents is one aspect
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of the impact of colonial education. The advent of modern

education was also instrumental for enhancing the

development of indigenous technological capability.

The development of VIE in the past was not only due
to the efforts of educational and political philosophers.
There was also a pragmatic appeal to it consequent upon

the social and economic pressures of ¢the time. For
instance, the 1increased 1interest in welfare for the
poor and juvenile delinquents encouraged socilety ¢to
develop vocational and technical schools for them.

Moreover, with the advent of the industrial revolution,
the increased demands on the apprenticeship system
brought pressure to bear on schools to relate their

academic subjects to practical work and, hence, to design

their curricula to meet the needs of prospective

employers 1n i1ndustries (Cremin, 1961, p.39) .

3.6. VOCATIONAL AND TECHNICAL EDUCATION (VTE) AS AGENT
OF ECONOMIC DEVELOPMENT

Technological deve lopment 1S basic to economic
development. 1In less developed countries, with low level
of technological development, productivity is so low that
almost everyone has to work to produce the minimum
physical necessities of life. In industrialised
societies, on the the other hand, high level of
Productivity due to the high level of technological

achievement, enables a relatively small proportion of the
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population to supply the total amount of basic needs

demanded, hence, releasing a substantial amount of labour
force for employment in areas including, inter alia, the
arts, or the production of additional services (Ginzberg,
1975, pp.23-24).

The skill factor is a major link between education
and economic growth. The process of economic growth
invokes a rising and changing demand for skills, and this
is satisfied partly by on-the-job training or ‘'pick it up
as you along' method, but mainly by the formal education
system. The physical capital stock of the economy

embodies technology, and this embodied technology

determines and is, 1n turn determined by the skill effect

of education. These skills are obtained partly by
experience and partly by formal training. But experiengb\
AN

and training both rest wupon a complex process of
instruction and socialisation, which 1implies the
existence of a highly articulated, expensive and
diversified system of education (Vaizey, 1973, pp.30-32).

The need for VIE arises in the context of division
of labour in the economy, so that efficiency in the
conduct of a certain duty becomes a function of the
capacity of education to generate cognitive skills. This
has for 1long been a matter of conventional wisdom.
According to Sanders (1966, p.23), competitive efficiency

in the production and sales of goods and services cannot

be achieved "....without setting up, on national basis a
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