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PART I

PLANNING AN EVALUATION IN CURRICULUM DEVELOPMENT

INTRODUCTION

This paper on curriculum evaluation programmes is developed with the intent that
evaluation planning is essentially a process of identifying and selecting options. It is not a how-
to doSTde Rather, its purpose is to provoke creative thinking about how .mportant
^estil Sting to a programme evaluation are useful, especially as it rentes j> cu^uum
evaluation These questions might be asked and answered in ways useful to its designers,
tmptmentors, as well as participants involved in the curriculum evaluation enterprise.

This article is organized around four sections defined by the following rather broad

questions:

Stage 1: what is the nature, meaning and function of curriculum evaluation?

Stage 2: who needs to know what and why?

Stage 3: what resources are needed to find out the information requested?

Stage 4: how will one disseminate the gathered data?

State 5: what principles ought to guide the cvaluator?

Stage 1: Nature, meaning and function of curriculum evaluation

The word "evaluation" has its roots in the greek etymology, which is docimology. The
word docimology can be broken up into dokime (test) and logos (science) meaningtesting using

scientific procedure. The first documented studies on evaluation earned <*J^*™1*^
when Pieron Laugier and madame Pieron produced convincng evidence of why there were
SSbetween grades obtained for one and the same school exerase, either at a given
time by two or more examiners, or at different times by the same exammers.

These findings followed a period of silence until after the second world war, when
docimology began gaining momentum as a discipline. Later, evaluation as a disc.phne got a real
boosr^ough the works of Benjamin Bloom, on the role and position of evaluation m the
TS process. It must be stated that hitherto, evaluation had been conducted very
JtiVey and capriciously. But since Bloom's studies, it became more scientific, because
S criteria of judgement were established (the Taxonomy of Bloom and h.s associates).
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It is in this wise that programme evaluation cannot be conducted anyhow, as is often the
case in our Cameroon school-based programmes, there must be a reference to a sum total of
educational objectives, which is not the case for Cameroon. Depending on the stage at which
the educational process is, the assessment exercise can take the form of a formative, diagnostic

or summative evaluation approach.

In programme evaluation, docimology deals basically with problems from an objective
and experimental point of view. This process involves determining factors of behaviour of the
evaiuator (to avoid prejudices and stereotypes), and identifying scientific methods or procedures
to do three key things: to gather, analyze, and report evaluation data to whoever needs or wishes
those data. It must be emphasized that unless data are collected and reported when they are

needed, the evaluation effort is for nothing.

Interrelations of determinants of curriculum development (CD.). Evaluation is never

done in a vacuum. Hence, curriculum evaluation is integrally connected to other components

of the CD. model. The following paradigm developed by Tyler (1949) demonstrates how

evaluation is linked to other aspects of a CD. programme.

Figure 1: A Curriculum Development Model

Objectives

Methods and

organization

T

Evaluation

Fig. I above shows interrelationships of determinants in the CD. model.

To guide the programme of CD. and its evaluation requires the attention of experts to

four fundamental questions, that pertain to:



1. identifying objectives;

2. selecting the means for attaining these objectives;

3. organizing these means, and

4. evaluating the outcome.

In Fig. 1 above, these four fundamental concerns are presented as interdependent
determinants: objectives, subject matter, methods of organization and evaluation. Because these
determinants arise from an educational situation, they are not necessarily linear, but are
organically interdependent. This model can be illustrated in many ways: for example, a given

school might find that an overt conflict between the pupils of the school has arisen because of
a dramatic change in the ethnic composition of the students population. An inspection of the
extant curriculum may reveal that no provision was made for the study of intergroup conflict.
After diagnosing the situation, the faculty might decide to revise its programme in social studies,
or it might opt to make more substantive curricular changes; but before these changes are made,
the faculty may involve students to investigate the cause, effects, and possible solutions of
intergroup conflict along with other pervading problems in school and society.

Now, key educational aims developed from this situation might lead to the development

of:

a. understanding among students on how to relate to each other;

b. teaching how to apply democratic ideas as a guide for every day living, and

c. inculcating competencies in a commitment to reflective thinking as the means for

solving social problems.

In this regard, various behavioural objectives might be identified in connection with these

broad educational aims.

In evaluating the outcomes of the curriculum, a variety of techniques and instruments such
as attitude scales, pupils' questionnaires, classroom interaction studies, observational techniques,
anecdotal records and achievement tests might be used. Thus, not only do we derive objectives
from these educational situations, but also changes in curricular content, methods of teaching and
organization, of subject matter become necessary in attempting to deal with a situation

effectively.

In sum from an educational viewpoint, curriculum evaluation may be viewed as a
systematic process of determining the extent to which an educational programme objectives have

been achieved.
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nature).

The data produced by the evaluation of an ongoing program can serve two addttonal

purposes:

(i) prOvide a bas.s for maUing demons about nnprovmg, rev.smg or change the

programme, and nroeramme or project. These reports may

funding agency.

<intpfi nbsen'nti^n<: in Cameroon

Before presenting an array of e—n^^J^
actively involved or those who ^ndJo be mvdved ,n cour^ nd progra^ ^^ ^

observations based on the present sate ofthe art «W™* ; d too little attention is

an afterthought. W»V ^^^1 llmmes. Even when an evaluation
paid to evaluation plans to «y^^^Ktime, personnel ««1 fends. Failure
component is included, it may be underbudgeted in terms o^ t v comparisons without
to plan in advance for evaluation creates problem^ when ^esto d (^ng !evel of

the necessary baseline data - mio™*U™S*™ ™e£Tf previous programme and so on).

process.



Evaluation instruments may determine the scope and focus of the evaluation process.

Teachers and researchers in Cameroon generally use one type of evaluation instrument, namely
the questionnaire. This inquiry technique does determine the collection of data on some issues

and concerns, but it is not adequate to address other issues. Consequently, the evaluation effort
is likely to be less productive than it could have been if other inquiry techniques, such as
criterion reference tests, student feedback measures, anecdotal methods and observational

strategies, were used to measure the effectiveness of a programme.

Evaluation raises questions that may otherwise he avoided

Throughout evaluation causes us to question what, how, and why we do what we do.
It questions the status quo and forces us to face up to key issues that have been studiously been
avoided For example, evaluation studies that have been carried out have not been published.
At one stage or another in our system, this valuable information is blocked from public
consumption. This lack of information stifles any meaningful renovation and improvement in

our educational programmes. In other cases, past evaluation is made inaccessible to interested
persons. A forum is not created where this information can be made accessible to educators and

other interested persons.

Cost and usefulness do not necessarily correlate

There is a growing myth that evaluation is an expensive undertaking. While this
statement may hold some truth, it is not always true that an evaluation undertaking should be
expensive The most expensive approaches are not always the most useful. Sometimes,
inexpensive "quick and dirty" techniques could be used to collect valuable information.

Others

The allocation of resources for evaluation efforts are diminishing. Also, adequate
professional assistance is often unavailable; textbooks are scarce, and most notably, libraries are

grossly unequipped.

Stage 2: Who needs to know what and why?

The factors to be considered in planning curriculum evaluation should include:



(i)
- why are you doing this curriculum evaluation?
- how can you defend your purpose? necessarv
- how do you know this evaluation is important and necessary

- what purposes will this evaluation serve?
- if disagreements arise, how will you deal with them?

(ii) audisnse ^^^^^^ to to provided?

. who mandated this curriculum evaluation project/

- who else is interested?

S5b
evaluation likely to e important users of the i

m teuss - Mv**» win b. ^» b, Ms ™*»™i«a» «««'

which are impractical or imp«iMf.to.^^tr

deal of

certainty?
is the scope (depth) of content appropriate?

the most?; the least?



Stage 3: What resources are needed?

The following resources must be considered:

what resources do you have at your disposal to conduct the curriculum

evaluation?

who do you know can help you'.'
what data are already available, or are very easily obtainable?

what materials will you need? Where can you get them?
how many person-hours do you have available? how many do you need?
how much time will subjects (e.g. students; teachers, and others participants)

be willing and able to give?
are you sure this curriculum evaluation is worth the expense? can you prove

it?
should you reconsider addressing all the questions you originally intended?

Stage 4: Dissemination of data (evidence, analysis, reporting)

(i) evidence
how do you intend to collect the information you need?

do certain questions require certain sort of data?
will you use more than one data collection procedure for each major

question? Why or why not?
will you back up the really important questions with alternative data

collection strategies? .
how sure are you that your intended data collection strategies will provide

you with accurate data?
are you sure that the data you intend to collect is relevant to the questions

asked?

(ii) aflaly_sis_
how do you intend to analyse the data?
will different sets of data require different types of analysis?
will different interested persons require different types of analysis?
will the statistical techniques be understood by persons requiring the

information? . .
are you sure you have sufficiently considered non quantitative analysis.'
are you sure the intended analysis will answer the questions you have in

mind? .
have you thought about analysis during the planning stage of the evaluation,

or do you intend to put it off until after the data is collected?



(iii) reporting
- how will you let others know what you have found out.'
- what type of reporting will be best suited to those with whom you need to

communicate? . 0
- what types of reports are most appropriate to your evaluation questions?
- is it appropriate to report some of the information in several different

formats? . 0
- have you considered the psychological impact of your intended reports/
- are the results reported in a way that will best serve the purpose of the

evaluation? , .
- have you considered all reasonable means of communicating the information

gathered?

The above checklist is by no means exhaustive. It is just a guide More questions; could
be added under each of the variables identified. Together, the first letter of each vanable
constitute what is called a PAIREDAR model; this is a genenc model that can serve areas of
practical life, research, as well as other evaluation endeavours.

Stage 5: Principles to guide an evaluator

This paper also intended to highlight some vital principles that could guide an evaluator
The reader may by now have inferred general themes of evaluation. However, the ideas tat
follow provide an explicit framework for reflecting upon notions and for orienting oneself to the
princTpfes outlined below. These principles might also serve to acknowledge a variety of
evaluation needs in curriculum evaluation programmes, as well as prov.de simultaneously a
sharper focus for conducting evaluation in other domains.

(i) Meeting demands for arcountahilitv

For curriculum evaluation programme to be accountable, it must strive to do what it
purports to be doing and try to respond to expectations of what it is meant to do. People
generally associated with a programme will recognize many types of accountability, including
aS moral or ethical considerations, educational, physica. and legal accountably^ In each
of these areas, concerned audiences will express a variety of v.ewpoints making total

accountability unlikely.
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(ii) Recognizing various rightful claims on an educational programme

An evaluation programme has many constituents, each of which may rightfully make a

claim for its interest, particularly if the programme is supported by public funds. There may be

justification for services or for results. The legitimacy of these claims may come from law or

custom. Thus legitimacy is dependent on the situation.

(iii) Increasing maximal responsiveness in curriculum evaluation

Invariably, curriculum evaluation is usually a response to perceived needs. Evaluation

leads to maximal responsiveness when it adequately eliminates concerns or issues about a

curriculum programme. To achieve this purpose, information must be supplied which helps to

describe the programme, to facilitate judgement about the programme, to encourage decision

about the programme or even to justify its existence. More specifically, stake (1963) suggests

three ways in which an evaluation can be responsible:

a) it must focus more on project activities than intentions;

b) it must respond to the audience needs for information; and

c) it must attend to the different value perspective present in the project.

(iv) Selecting observational categories

The selection of what is to count as data (the observational categories) in an evaluation

of a curriculum programme is often difficult, if not impossible, until the evaluator can assess

audience needs and preferences, the nature of the curriculum and the context in which the

programme operates. The evaluator chooses categories to yield information maximally useful

to his audience, so that rational decisions are made. It is up to the evaluator to determine what

categories meet this requirement.

SOME CLOSING THOUGHTS

This paper describes the etymology of evaluation, offers curriculum evaluators some

insight into what curriculum evaluation can and may not do, and suggests general guidelines for

thinking about the context for evaluation.
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. Some regard

m
responsive to changing needs of various constituencies.

Generally speaking, curriculum evaluation is carried out to justify the existence of a

parties.
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PART II

REFLECTIONS ON CURRICULUM DESIGN AND ITS IMPLICATION

INTRODUCTION

As a consequence of the cataclysmic advancement in our ever- evolving planet and the

rapid development in all disciplines of human endeavour, many educational systems in general,

and that of Cameroon in particular, have become ill-suited to serve their respective societal

needs. Therefore, for most countries, there is an urgent need to reconstruct their educational

systems so that their curricula reflect the needs, culture, and aspiration of their people. In order

to prepare such curricula rationally, it is necessary to build it on sound educational theory.

According to the Random House Dictionary, theory is defined as a coherent group of

general propositions used as principles of explanation for a class of phenomena. In other words,

it is important to note that theory sets forth principles that are utilized to explicate a set of

phenomena. Relating this concept to curricula, it is important that every curriculum developer

operates on some kind of learning theory that is formulated in such a fashion that it is concrete

enough to assess its tenability for the curriculum it purports to create. In addition, such theory

must be easily applied to curriculum objectives, sequencing of subject matter, supporting

materials to be used and so on. Since curriculum theory reduces human behaviour to conditioned

responses, everything can be laid out and accommodate for in rather simple operational terms.

However, curriculum design and development is far more complex, since developmental

psychology presents a more profound view of the learner. The challenge faced by experts in
education now, is, how to come up with a clearer precision of objectives that should be achieved
by the learner.

These findings followed a period of silence until after the second world war, when

docimology began gaining momentum as a discipline. Later, evaluation as a discipline got a real
boost through the works of Benjamin Bloom, on the role and position of evaluation in the
educational process. It must be stated that in this regard, various behavioral objectives might
be identified in connection with these broad educational aims.

In evaluating the outcomes of the curriculum, a variety of techniques and instruments such
as attitude scales, pupils' questionnaires, classroom interaction studies, observational techniques.
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SYNERGIZED APPROACH

For any meaningful curriculum plan to be established so that the learner's predetermined

instructional objectives are realized, a quadruple collaboration of experts of different disciplines

is necessary: that of a political scientist, a specialist m the discipline, an educational psychologist

and that of teachers who have to implement the curriculum, the rationale for including a political

scientist in curriculum building resets on the premiss that government and politics influence the

development and evaluation of educational programmes in all countries. Political considerations

usually overlap all other concerns and even permeate curricula concerns. In third world

countries in particular, where political and governmental unrest is a way of life, the environment

provides a highiy unstable milieu in which to build curriculum, furthermore, the nature of the

programme policies and key participants may change dramatically in short notice due to political

or societal crisis. These and other concerns of political nature require the expert advice and

contributions of a political scientist in curriculum development. The contribution of the other

experts in the collaborative team effort is so obvious that it warrants no justification of their

participatory role. This team effort is illustrated in Figure 1 below.
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Figure 1
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CURRICULUM SOURCES AND INFLUENCES

The next task of the experts cited in Figure 1 above, is to seek data for building the

curriculum. Mialaret (1985) identified three sources of requirements for constructing a

curriculum: that of the level of the pupils' psychological development, that of the logical order

necessary for conducting the discipline, and that of a coherence of that syllabus within the total

curriculum.

First, it is necessary that every piece of instruction corresponds to the pupils'

psychological development. This psychological consideration will help identify some points of

weakness of the learner, so that appropriate teaching strategies could be adopted to avoid failure.

In addition, the acquisition of notions must follow a certain pattern in order that proper

relationships to the subjects and content of the programmes are established.

Second, the stages involved in the logical order necessary for conducting the discipline,

also have their own internal logic. A child cannot be taught to do, say arithmetic problems that

involve long division when he/she has not been introduced to problems that involve short

division.

Third, the teacher who is responsible for stating the predetermined objectives has a crucial

role in ascertaining that these objectives have been achieved. Finally, the teachers who assisted

in the planning stages of the curriculum will certify that it conforms to the general objectives of

education, and that there is coherence between the different programmes which make up the

curriculum as a whole. It should be stressed that for any curriculum to be implemented, it must

have undergone field testing for specific periods of time.

In order therefore to come up with an appropriate blueprint on curriculum design, it is

useful to first identify not only the sources, but also the influences of the curriculum.

Curriculum theorists repeatedly point to three sources of and influences on the curriculum:

a) the society;

b) the learner, and

c) the nature of knowledge.

The criteria for developing a curriculum should therefore be drawn from these sources,

even though curriculum experts may disagree about the relative importance of the sources. One

thing is clear, the guidelines for drawing up a curriculum should be taken from these sources

(Tanner and Tanner, 1980).
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THE DILEMMA

Because of the conflicts and controversies that are inherent in each of these sources, the

major problem that curriculum experts face following these criteria are formidable. For
example, there are many studies that present conflicting views about the nature of the learner,

the learner's psychological orientations, the needs of society, and how the school can best meet
these needs, and what kind of knowledge is suitable for any given circumstance. To help resolve
this dilemma, Tanner and Tanner (1980) suggest a compass to assist curriculum designers to find

their way. They postulate that,

"there is however a compass available to curriculum leaders: philosophy ... The

contents and methods of individual and his or her relationship to the society in

which he or she seeks self-fulfilment and to the social ideals. Hence, ... the
development of philosophy is critical in determining criteria for design." p.87.

Conceptions of human nature, the individual and his or her relation to society will point

to the role of knowledge in education, the nature of the learner and his or her needs, and the
needs of society. Therefore, philosophy is fundamental in determining criteria for curriculum

decisions and curriculum objectives. This exemplar is illustrated in Figure 2 below.
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Figure 2
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STEPS IN CURRICULUM DESIGN

In summarizing the views on curriculum design, Taba (1962) states that "the central

problems of a curriculum design are to determine the scope of expected learning, to establish a

continuity of learning and proper sequence of content, and to unify ideas from diverse areas

(ideas from various subject matter fields)" p. 13.

She further stresses that educators must approach curriculum design and improvement as

a systematic process. She then identifies the following sequence of steps in designing a

curriculum:

a) diagnosis of needs;

b) formulation of objectives;

c) selection of content;

d) organization of content;

e) selection of learning experiences;

f) organization of learning experiences, and

g) determination of what to evaluate, and the ways and means of doing it.

This seven-step sequence may be viewed as a suitable logical analytical process, but

Tanner and Tanner argue that in the real world of curriculum development, the process cannot

be considered as linear, but must be treated in an ecological relationship. In other words, the

steps outlined by Taba should be seen as interdependent functions rather than rigid sequential

steps.

In essence, Taba's paradigm is based on Dewey's 1902 scientific approach on problem

solving. Dewey suggests the following steps:

a) defining the problem;

b) data gathering;

c) formulating alternative approaches that may solve the problem, and

d) testing to see which approach best solves the problem.

Applying this process in the curriculum domain, Tyler (1949) posits that the process is

never ending and that it must be a continuous task of replanning, redeveloping and then

reappraising to ensure that the curriculum and instructional programmes are continually improved

and useful over the years.
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In the Cameroon context, it is evident that the present structure of our curriculum is

unrelated to the real concerns of our youth. The curriculum has neither the purpose nor the

direction for unity and continuity. For example, in E.N.S. Yaounde^ there is no continuity in

programmes taught by lecturers of the same discipline. Consequently, urgent reforms are

expected from curriculum experts in Cameroon. Elsewhere, Smith (1916) proposed three reform

measures in the american society which still hold true for Cameroon and many other countries

which are rebuilding their educational systems. These reform measures are:

a) a reorganization of the curriculum content to meet the desired attitudes, skills and

knowledge of the learner;

b) a new method based on psychological principles that match the age, interest and

aptitudes of the learner, and

c) a new spirit that would relate the curriculum more closely to life and ideals of

democracy.

THE INSTRUCTIONAL DESIGN PROCESS

Finally, in order to begin the instructional design process, Tyler proposes a model for

analyzing and developing the curriculum. His model begins with the quest for seeking answers

to the following four fundamental questions:

(i) what educational purposes should the school seek to attain?

(ii) what educational experiences can be provided that are likely to attain these purposes?

(iii) how can these educational experiences be effectively organized?

(iv) how can we determine whether these purposes are being attained?

Indeed, Tyler's questions represent a four-step approach of

a) identifying objectives;

b) selecting the means for attaining these objectives;

c) organizing these means, and

d) evaluating the outcomes.

This sequence should again be treated as organically interrelated. In sum, curriculum is

developed through the various sources and forces in interaction.
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CONCLUSION

Theory is practicable when it can be tested, so that complex phenomena is rendered
manageable. This process of simplifying life's complex phenomena makes it possible to test
theory into practice, though the model itself should not be viewed as literal representation of
reality. We can, however, achieve success in building the curriculum by identifying a
philosophy which will serve as a regulative function, furthermore, for curriculum theory to be
considered science, it requires the continual testing and correcting of its theories. Therefore,
curriculum theory should be based on carefully tested propositions which will be open to
continuous verification and correction. In conclusion, no curriculum model ought to be

concocted out of a hat, but from the world of practice.
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A. INTRODUCTION

The central objective of this paper is to assist all those concerned with vocational

training planning in the taking of informed and rational decisions on the nature and content

of training programmes and projects. The document addresses itself primarily to manpower

and vocational training planners employed in the relevant government agencies and

institutions. However, it is also meant to be useful to the various organizations, groups and

individuals, including employers and workers and their respective organizations, who in one

way or another are involved in skill or - more broadly - human resources development.

The indispensable basis for such decision-making is the availability of adequate

information on the actual situation and perspective development of labour markets. Such
information needs to be collected, analysed and disseminated recurrently in order to identify
training requirements. It should be linked to specific planning objectives, enabling planners

to establish priorities and strategies. Such information can thus help bring about a continuous
process of improvement of investment and other decisions in the training field. A

considerable part of the paper will, therefore, be concerned with the provision, analysis and

use of labour market information for training programming purposes. In addition, it will lay

particular stress on the utilisation of labour market information for monitoring training efforts
and for continuously feeding information on training performance back into the planning and

programming mechanism.

The paper does not intend to put forward a set of rigid rules and procedures to be

followed as a recipe. Its primary aim is to review, synthesise and comment on the various
considerations and actions, steps and stages, choices and options which vocational training

planners and programmes are facing in their work and to communicate knowledge of

experience gained and of lessons learnt from past endeavour in training needs assessment in

many countries.

With this in view, the paper starts off with a succinct discussion of the main content

of the subject-matter under review and of the major conclusions to be drawn from previous

manpower planning approaches and operations for improving present forms of organization

and practices. This will be based on the vast amount of literature and case material available

from developing and developed countries. However, the focus of this paper is on conditions

and issues in developing countries.

The paper recalls the essential conceptual and practical features of training needs

assessment and monitoring and the emergence of new thinking and approaches in this field

in recent years, with the emphasis on problem identification, problem-solving and, generally,

better decision-making in the manpower development sector. The point is stressed that the

generation, analysis and utilization of manpower information for training needs assessment

and monitoring are among a number of factors to be taken into account in the planning and

programming of vocational training, be it at the national, regional or local levels. The paper

focuses on assessing and monitoring trends in the demand for skilled manpower. It is thus

primarily concerned with answering questions about whether more or fewer workers with

specific skills will be required in different sectors, occupational groups or localities.



Because of this emphasis on the labour market perspective which has been too long

neglected in training needs assessment work, the guide, for reasons of space, can make no

more than cursory reference to occupational/task analysis.

However, there is no denying the importance of such analysis for vocational training

planning. It breaks down a specific skill into its components and helps to determine how best

the relevant training is to be imparted and whether institutionalised or on-the-job training, or

a combination of both, is the better training mode. In this respect, particular mention should

be made of the methodology for skill analysis and its relevance to curricula preparation
developed as an integral part of the approach to training based on Modules of Employable
Skills.

In addition to training needs assessment and occupational analysis there are, of course,
many other factors to be considered in vocational training planning such as the comparative

costs of different programmes; the availability of the requisite instructors and material

facilities; the training opportunities provide by employers; and course and curricula design -

to cite only the more important ones. All these factors need to be considered as well, though
they do not constitute the central concern of this paper.

B. MANPOWER DEVELOPMENT PLANNING IN PERSPECTIVE AND
RETROSPECT

1 MaiQ Objectives and subject areas of training needs assessment

Before taking a look back at the nature, scope and performance of previous efforts at
training needs assessment, it is essential to have a clear notion of the major objectives and
subject area to be dealt with.

With regard to objectives, training needs assessment has generally been expected to
contribute to:

(a) At the national level

(i) the development of criteria for defining priorities in the field of
training and for allocating investment resources to training activities;

(ii) the definition of training policies adapted to the development strategy
of a country; and

(b) At the level of training planning

(i) the determination of orders of magnitude of the various categories of
manpower to be trained;
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(ii) the determination and quantification of the inputs in terms of training

structure, equipment, manpower resources and finance required for

undertaking training activities to satisfy the identified training needs;

and

(iii) the definition of the qualitative content as well as the form of

organization of the training to be provided.

With respect to the main subject areas of training needs assessment, these may be

stated as follows:

(a) the recurring needs for expansion and replacement of medium-and large-scale

enterprises and organizations, typically in the formal sector. Such

establishments rely to a large extent on their own internal training programmes

rather than on the output of public or private authorities. Since marketing

uncertainties inhibit longer-term needs forecasting, needs assessments have

largely been confined to the short- and medium-term period relying on special-

purpose surveys conducted by employment services or other authorities;

(b) the recurring needs of small enterprises and of the (much larger) informal

sector, including the often underrated needs of the self-employed. Small

enterprises rely mainly on labour market mechanisms for meeting their skill

needs (e.g. attracting trained workers from other firms) and on organizing on-

the-job training. In principle, such needs can be identified by sample surveys

and labour market information reporting, though very few developing

countries have managed to do so satisfactorily; and

(c) future training needs likely to arise from different rates of growth by economic

sector, technological progress and the ensuing structural changes regarding

occupational patterns in the different sectors. This component of training

needs assessment which poses problems of quantification at the level of

individual establishments has traditionally been of interest and concern to

manpower forecasting and projection work.

The main objectives and meaning of the term training needs assessment are

summarised in the following definition:

The process of determining the needs of qualified manpower is

an important part of vocational training planning. The process

includes not only identifying skills in demand by the productive

system, but also characterising variables of the labour force that

might be influencing production and, in consequence, also

bearing on the demand.
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A workable definition for the purpose of the guide might run like this: "training
needs assessment attempts to find out how the immediate and short-run demand for skilled
labour could be brought more closely to the specific needs in a given situation". It will be
noted that this definition does not refer to the term "monitoring", as included in the title of
this guide The principal reason for this is that training needs monitoring has gamed due
recognition only in recent years, in spite of its considerable importance - as will be

demonstrated throughout this guide.

Recent publications on the subject have pleaded for replacing the term "training needs
assessment" by "determination of training priorities". This involves cost-benefit
considerations asking for example: what emphasis should be given to training policy A
relative to training policy B, C or D; and what package of skills will eventually lead to a
higher level of development and faster economic growth. Essentially, determination or

training priorities also involves the capturing of relevant labour market signals especially the
unit cost of producing a particular type of training worker, and the labour productivity of one
type of trained worker compared to that of another. However, this approach is
complementary to the labour market signalling approach advocated in this guide and it raises
questions of exact definition and practicability. Moreover, it has been thrown into the arena
of debate only quite recently. It is not proposed to make it the subject of discussion of this
guide but it demonstrates clearly that the art of training needs assessment and monitoring is
in full evolution and that the search is going on for more satisfactory approaches, techniques

and emphasis than those followed in the past.

To sum up: Training needs assessment and monitoring investigate and review the
economically conditioned manpower requirements for the realisation of development plans
programmes and projects, and the demand emanating from labour markets. It is an essential
ingredient of vocational training planning which seeks to strike a balance between the results
of training needs assessment, social demand factors, and financial ability and priorities.

2. Manpower foresting as ft ton! of training needs assessment

Past efforts in the field of training needs assessment have been dominated by the
manpower requirements approach, often supplemented, but rarely replaced by alternative

methods such as cost-benefit analysis, employers' surveys and special area skill surveys.
Manpower forecasting work has often been undertaken simultaneously with - though not
necessarily as an integral part of - national development planning efforts. This approach and
the various techniques associated with it will be discussed at a later stage, within an overall
review of the main manpower planning methods and techniques which have been applied in

practice to varying degrees.

The manpower requirements approach has come in for several criticism as a tool of
vocational training needs assessment, both on the part of manpower development economists
and practitioners. Many manpower development/human resources economists have argued

that manpower planning activities of this type are "of value for only a limited number of
occupations and for some of these they may not really be necessary." Other critics have
pointed out that the methods used have discouraged the development of information useful
for the policy-making process. "In particular, they have led educators in developing countries
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to expect that manpower planners will give them exact specifications on the number of

graduates of various types which they must produce to meet the economic goals of the

society, and that the requirements for university graduates, vocationally trained workers,

agricultural extension workers, lathe operators, bricklayers and bus drivers can all be derived

by the same method and with the same precision." The creation of such expectations has

had undesirable consequences not only because it is impossible to work out such precise

requirements, but also because it has tended to relieve the educational/training authorities of

a feeling of responsibility for finding out how their trainees fared in the labour market and

how the skills they imparted to them were utilized or not utilized.

The strongest opposition to past manpower planning approaches and methods has been

raised concerning its value as a guidepost for educational planning on the grounds that "it

begs too many questions about the relationships between the structure of occupations in an

economy and the educational requirements for jobs, not mentioning the notorious inaccuracy

of such forecasts." For these critics the question is not whether such forecasts are accurate

or not, but whether the "entire exercise is perhaps not misconceived in its very foundation".

Vocational training planners and practitioners have not been kinder in their judgement

on the usefulness of past manpower planning work. Some have expressed their

disillusionment in these terms:

... behind all the smoke of manpower predictions and planning terminology lies the

assumption that if all the information can be assembled .. .supply and demand can be

balanced. There is every indication that such notions are self-deceptive ... The

general impression internationally is that the prospects for manpower planning at the

national level are, to say the least, unpromising.

In the same vein, other vocational training planners have lamented that when they

looked for manpower information which not merely pointed to numbers of people needed per

field or activity but also for a specification of the tasks to be performed and the levels of skill

attached to it, they only found "projections in the form of generalities." These provided too

few clues upon which detailed planning could be based. "Left to work with generalities and

conjecture, wastage of precious resources, both human and financial, is bound to occur.:

In the face of the various criticisms raised against manpower planning, it is somewhat

surprising to not that this has had little effect on the flow of requests for technical co

operation projects in this area. Has this been due to the slowness with which these criticisms

found entry into the field of practice, to the non-availability of better alternatives, or to the

fact that the criticisms were mainly levelled against long-term manpower forecasting work

to be used for educational planning? The observation that the accuracy of short-term

occupational forecasting has been greater than that of longer-term educational forecasting, and

that industry-lev el forecasts have met with less virulent critics than those for the economy

as a whole points to an affirmative answer to the last question. Finally, many developing

countries were perhaps not prepared "to renounce all planning under the pretext that economic

needs are too difficult to foresee and that the correspondence between training and

employment can be neither precise nor rigid." They probably accepted the statement that

"whatever criticisms forecasters may attract, forecasts must be made if a sound basis for
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policy-making - more rational than what would exist if forecasts were not available - is to be

provided".

C. Training ne«1s assessment as » process

1. Analysing processes regyires data flows

A process is usually understood as a series of connected actions and changes This
interpretation of a process is also highly relevant to training needs assessmentand^W
TrZing needs assessment cannot be a sporadic or "on-off' acUvxty. It neuis to be^sual sed
as something ongoing, in a sense repetitive, always alert to changes, and response to

opportunities for improvement.

Diagram 1 presents in a schematic form the patterns of data flows for training needs
assessment and monitoring. Both information inputs and outputs (generat.cn and analyse)

are involvedare involved.
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The point of departure of the process is the gathering of all available data on the

current and prospective manpower situation, i.e. the actual and anticipated behaviour of

labour markets. This stock-taking exercise must include the search for data in all

departments, agencies, institutions and organisations concerned with manpower development

questions including: the ministry of labour and its employment services; the statistical services
and the planning agency; the ministry of education and technical training; research institutes;

and, last but not least, workers' and employers' organizations.

A special effort is required to secure information from the training authorities about

how much training is going on at what level and what places, and about what the major

policy issues and priorities are on the decisions which have to be taken.

A first scrutiny of the information available is likely to reveal inadequacies. In this

case special or ad hoc enquiries may be required to fill - or at least attenuate - the most

important gaps. The underlying causes of observed labour supply and demand imbalances,

particularly of alleged manpower shortages, are strong candidates for such surveys.

The widened and improved data base will be analysed with the emphasis on discerning

sectoral, occupational and geographical imbalances in labour supply and demand.

Occupations found to be in particularly high demand or short supply should be given close

attention, with supplementary studies of task components, skill levels currently needed and

changes in skill profiles as reflected in changing hiring requirements.

The results of the analysis are to be published in reports generally accessible to all

labour market information consumers, with a periodicity which is geared to the time when

decisions are due for trainee intake to be taken by the various training

institutions/programmes. Adequately to determine training requirements, a half-yearly

sequence of labour market reporting appears to be a good balance between what is desirable

and what is possible in many developing countries.

The information flow should also include indications provided by the training

institutions/programmes on the assumptions and criteria actually used in determining the

nature and the volume of the training efforts to be undertaken. These indications also need

analysis before final decisions on enrolment policy are taken.

With the organization and initiation of training programmes and projects, the

information process should not come to an abrupt end - a phenomenon still widely observable

in developing countries. If vocational training needs are to be properly monitored,

information needs to be obtained and analysed on how the graduates/trainees of the different

training institutions have made use of the knowledge and aptitudes imparted to them and what

type of job and conditions of employment have been obtained. Moreover, such information

gathering might usefully solicit the views of the employing establishments about the value of

the training imparted to different occupational groups through different forms of training.



32

Before the cycle of information generation and analysis starts anew there should be

an opportunity for reviewing possibilities for improvement, as there is likely to be a constant

need for re-emphasis, realignment and refinements of the different components of the process.

In fact, experience everywhere has made it amply clear that manpower data flows never

measure up to expectations and requirements. Demands for more and better information

always tend to run ahead of producing capacity. Analysis of and proposals for upgrading

information generation, analysis and dissemination should therefore be an integral part of the

training needs assessment and monitoring cycle.

2. Feeding flows through labour market signalling

Manpower information flows and analysis processes depend largely on what has come

to be called labour market signalling. The term denotes the flow of labour market

information which is significant and of direct and immediate use for decision-making in the

broad field of labour market policy, including training needs assessment and monitoring.

Labour market signals carry messages or indications to decision-makers to initiate, modify

or cease certain policies, programmes, projects or measures or, simply, to continue the course

of action in progress. Thus, labour market signals may be briefly defined as the most recent

indicators of the situation and trends in the labour market(s). They provide early warnings

of significant changes to be expected or they confirm tendencies previously observed. They

can be of a quantitative or qualitative nature and of national, regional or local scope.

Labour market signals are thus of various kinds, and so are their actual and potential

users. First and foremost national policy-makers and planners require longer-term, aggregate

signals in the form of time series. Examples of such signals are: the rate of population

growth versus employment growth, education expansion and the labour market; the rate of

unemployment and changing occupational composition patterns; the increasing difficulties

experienced by secondary-school leavers as well as by some professional groups; the unabated

tide of rural-urban migration, with both its desirable and undesirable features; as well as the

recent addition of international migration and the "brain drain" as a signal depicting both

opportunities and issues. All these longer-term signals provide a picture of the overall

dynamics of manpower supply and demand in the whole economy. Global structural

tendencies, and manpower supply and demand imbalances can thus be identified and remedial

strategies and policies designed accordingly. Sources of manpower and employment

information providing broad signals of the above kind are - or are becoming - quite adequate

in many developing countries.

Invariably, medium- and short-term signals are more difficult to come by in

developing countries, through these are of the greatest potential value for training needs

assessment and monitoring since the duration of vocational training courses rarely surpasses

the three-year mark. Movements in the rates of unemployment, vacancies, labour turnover,

wage rates and incentives and differentials pertaining to different economic sectors,

occupations and geographical areas are among the more important signals involved. They

point to existing and emerging imbalances in labour supply and demand.
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Of course care has to be taken not to equate identified shortages of labour with
training needs. The suggestion that a particular type of labour shortage or an increase in the
demand for the labour must be met by stepped-up training is untenable because there are
several other ways to overcome manpower shortages. An important one is the change ot
prevalent wage/salary scales pertaining to the occupation in question with a view to attracting
workers from other jobs, substitutable occupations, and retirement. Others are the simple
suppression of the relevant job, a change in its description or internal promotion.

Moreover captured signals are not always of sufficient detail and reliability to provide
guideline for training of a particular type of manpower reported to be in short supply. For
instance, problems with the wage rate as a labour market signal are twofold. The first is that
available wage data are often too highly aggregated. The second is that excess demand for
or a shortage of labour is not necessarily associated with wage rate fluctuations. As already
pointed out above, employing establishments might sidestep the problem by a variety ot
measures such as overtime work, productivity drives, altering the descriptions of the job(s)
in question, and so on. A general caveat should be added: wages in developing countries are
often determined by wage regulations/statutory wage fixing which are not always based on
productivity criteria and, more generally, on prevailing labour supply and demand

relationships.

Similarly labour market signals obtained from vacancy data and the unemployment
register of employment services, though of considerable potential value as an indicator
whether or not the market for a particular labour category is tightening or easing, need to be
handled with caution. In many developing countries, the employment services network is
rather thin and unequally distributed over the country, coverage of different occupations is

rather incomplete, and labour market reporting is often fraught with inordinate delays. These
constraints are widely known and need no restatement here. The important thing to stress
is that many developing countries have made considerable efforts in recent years to improve

the labour market signalling function of their employment services. However, this is a task
which cannot be tackled on a board front with immediate results fully satisfactory to those

concerned with training needs assessment and monitoring. It has to proceed in a step-by step
manner dictated by resource constraints. This means setting priorities.

3. Upgrading tehniir market signalling capacity

The kind of labour market signalling to establish, develop or improve should ideally
be chosen by the main labour market information users and producers. With respect to the
upgrading of labour market signalling relevant to training needs assessment and monitoring,
such a decision should be made by manpower planners and vocational training planners.

It must be stressed that labour market signalling is an integral part of the overall
system of labour market information; its specific needs and requirements have to compete

with those of other labour market information users. This point can be overstated, however,
for improvements in labour market information systems aimed at removing major problems
and constraints identified by major information producers and users are bound to have a
beneficial effect on the satisfaction of the requirements of individual consumers, such as
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vocational training planners and programmers. This becomes apparent from the review of

labour market information programmes, their priority needs, constraints and opportunities

carried out some years ago in the Asian region which provides a complete picture of the

issues and constraints met not only by Asian countries but by the developing world at large.

The remedies suggested by this review, though in the form of a long list of desiderata,

retain topical interest and should be carefully considered by both manpower and vocational

training planners, who strive to build up labour market information programmes adapted to

their decision-making responsibilities.

Another important aspect must be considered. Priority needs for labour market

information will necessarily be different between densely and less densely populated

countries, between those of a mainly rural-based or industrial economy, between countries

with varying degrees of predominance of the public over the private sector and, last but not

least, between countries of different geographical sizes. Most significantly, priority needs

will vary between countries with respect to the degree of commitment with which national

manpower and employment policies are designed and carried out, and according to the

different nature of decision-making processes, planning and action, whether public or private,

central, regional or local, finally, the main emphasis in a national labour market information

programme will not be the same in countries where the predominant concern is job creation

to reduce growing rates of unemployment, and underemployment and in countries where, due

to serious manpower shortages, the emphasis is on manpower development.

Nevertheless, it is possible to make a few general observations on priority areas in

labour market signalling, in relation to what is known about current data availability in the

Asian and African regions. These priority areas are the following:

(a) the building up or establishment of bench-mark data for main labour market

areas and major (key) occupations on the basis of regularly collected and

analysed manpower and employment information. This should include the

exploitation of all direct and indirect sources of labour market information,

including the tapping of those which prima facie are not likely to yield labour

market information or which are not readily accessible. Administrative

records and studies and documents available in workers' and employers'

organizations are cases in point;

(b) the regular preparation and wide dissemination of up-to-date labour market

reports, newsletters or bulletins at major labour market area levels, in addition

to national reports which due to their usually high degree of aggregation and

delayed publication have less signalling value than regional/area/local reports.

This should include the monitoring of the usefulness of both bench-mark data

and reports by asking for major consumers' reactions and suggestions;

(c) an outgoing effort, again on the basis of the established data bank, of

previewing significant developments in employment and occupational patterns,

one to three years ahead, bringing both general -purpose and macro-type data

and specific-purpose information into the mainstream of labour market

signalling. This implies that raw data from national inquiries such as census
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and household/labour force sample surveys are available for analysis at local

levels;

(d) the continuous analysis of (key or critical) occupations on the basis of
knowledge of the current and prospective labour market situation and its
existing and emerging imbalances derived from the above-mentioned activities
this should permit a better specification of skill requirements as an essential
input into vocational training needs assessment and vocational guidance
programmes which, if systematically developed, could also make an important

feed-back contribution to training needs assessment; and

(e) the systematic monitoring of the labour market/employment experience of ex-
trainees from different institutions and training streams, and of graduates from
higher-level technical or vocational education to provide prompt and accurate
feedback to vocational training programmes for adjustments in quantity and

quality.

The priority areas of labour market signalling outlined above do not imply excessive
inputs in terms of finance and personnel. A great deal of the information on which such
signalling relies is available in many developing countries, though it is not always
systematically tapped, purposefully analysed, and properly disseminated. Moreover, much
of the reporting required from existing employment and manpower services in many

developing countries is primarily geared to administrative requirements rather than to a
diagnostic capacity which keeps the finger on the pulse of labour markets. A determined
effort at reorienting the outlook and activity of existing employment services towards more
labour market intelligence, with no additional inputs demanded, constitutes a great step
forward in the establishment and maintenance of a useful labour market signalling system
which in most developing countries has a clear potential but remains greatly underestimated

and underdeveloped.

D. The need for partnership Ifctwren mannower and vocational training planPSTS

1. The raison d'etre for joint responsibility

Viewing training needs assessment as a process to be fed regularly by quantitative and
qualitative labour market signals requires the fulfilment of certain pre-conditions and
prerequisites. The first one is the need for close collaboration between manpower planners
and vocational training programmers at each stage of the process. The previously presented
schema of the data and analysis flows involved shows clearly that, after the completion of a
foil cycle of data collection, analysis and planning operations, the different functions become
repetitive - with each successive cycle ideally finding a progressively higher level of quality
and finer tuning of the activities involved. Thus, co-operation has to be continuous if it is
to be an effective process instrument. Or, to put it more strongly: framing nee4s assessment

nf a real partnership between manpower planners and vocational training planners-
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Such partnership will develop with difficulty if it is not based on a full, mutual

comprehension of the other's trade and of the main tasks, opportunities and limitations

involved. In other words, some basic training of the two in the other's field of activity is

highly desirable. This should enable each to understand what to expect from the other,

including their relevant contributions to the partnership and the mutual benefits they could

derive. In this context, vocational training planners will learn how to define clearly the

nature and scope of information they need to have for each specific purpose. Manpower

planners will have to learn to put forward a convincing case for the usefulness of labour

market signals for training needs assessment, explaining the different degrees of advantage

and disadvantage, as well as the fields of application of various signals and the trade-offs

among them regarding detail, precision and cost, on the one hand, and relevance, timeliness

and practical use, on the other. Learning from each other and identifying mutual concerns,

requirements, and capacity should include the search for new and unorthodox sources of

information and ways of analysis, of the kind discussed in the previous chapter. There is

little point in developing such approaches with training needs assessment in mind if training

planners do not share a favourable opinion regarding their practical usefulness.

The question of cost-effectiveness of data generation and analysis is highly relevant

in developing countries. Providing an appropriate response to it is very much the joint

responsibility of manpower planners and vocational training planners, as far as the objective

data needs for training needs assessment and monitoring are concerned. It is much easier to

ask for more and better information than to give precision to such demands. And justifying

them convincingly is still harder. It is even more difficult to abstain from asking for more

information or to consent to stopping the generation of useless information. Judging from

the number of surveys and the amount of data ostensibly produced for training needs

assessment projections or forecasts and the little practical use that has been made of them for

training planning, there is clearly room for more thrift in data generation and for more

concern with producing the right kind of information.

Adherence to exaggeratedly high-standard principles of professional statisticians and,

in particular, the pursuance of representative accuracy and reliability in survey work for

representative accuracy and reliability in survey work for training needs assessment data are

also inimical to cost-effectiveness considerations. There is a facile habit - both among

manpower planners and vocational training planners - to clamour for professional excellence

and a high degree of numerical accuracy in manpower data generation. However, given the

fact that manpower planners "will not be able to tell (authorities in the education and training

sector) exactly how much and which types of manpower are required by a given date", it

is hard to argue that such accuracy can be attained and that it is really necessary. One of the

main points made in the discussion of the key informants approach is that for characterising

the labour market situation, its developments and notably its imbalances, orders of magnitude

and directions of change might fit the requirements quite well.

It is obvious that this is an area where the collaboration of manpower planners and

vocational training planners is particularly called for. Solution of the problems inherent in

the generation of suitable information and its purposeful use will fall short of workability if

both partners do not clearly make their point and justify their desires, state their priorities and

constraints, and seek a common ground for compromise.



Close working relationships between manpower and vocational training planners are

also bound to have a beneficial effect on the vocational guidance and placement services.

They have a vital interest in the data generation and analysis work connected with training

needs assessment and monitoring. On the other hand, the recording and study of their

activities provide valuable information input and feedback. The many cross-connections and

interlinkages between manpower services components and the function of labour market

information analysis and training needs assessment are portrayed schematically in diagram 2

which points out the important relationships and linkages. The need for such co-operation

sounds so reasonable that is should exist in the form and intensity required. Unfortunately,

experience tells a somewhat different story.

Although this is only briefly related in this guide, the purpose is to convince

manpower planners and vocational training planners to abandon their deplorable practice of

undertaking needs assessment separately. Instead a real partnership must be established.


