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Abstract

Education system as an open system 1is closely interacting

with 1its environment. Folicies, programs and program
implamentation are thus intimately affected by the variables
embedded in the context. In this review, variables atfecting

education policies, programs and program implementation are

divided into two catecories: exogenous variables and endogenous

variables, depending on where the variable lies. Frograms
implemented to "counteract" inhibiting eft+ects caused by some
exogenous variables are reviewed; and where information

available, recsults of program implementation are also reviéwed.
While most of the exogenous, contextual, variables are given
conditions, education as a force ot development, serves to change
some of these conditions; the formation and the eftficacy of the
educatian sysfem, however, are subiect to the inhibiting and

tacilitating effect of the context. We are faced with a system-

enviraonment interaction, in which the dynamic interaction of the

exogenous and endogenous variables contributes to the unique
education participation in a country. Generalization of effects

of single variables is difficult.

Some conditions emerged as being more fundamental than

others in education participation:

(1) Inter-sector coaordination between education
and 2conomic developmant,

(&) education-emplo,ment linkage, in other words,
economic pay-off of schooling for
individuals,



(3) goal classification ot education and related
palicies, and

(4) efticient management of the education system.

Innovative instruction delivery systems hold much promise
for increasing the capacity of educational systems. More
research is needed in (1) identifying the culture belief systems
in expectations of schools and schooling, and (2) systematic
program evaluation to fdentify specitic factors that contribute
to program effectiveness.

Several "cases" were presented as appendices. Reading of
these cases should. take inte consideration that each specific
education system produces education with a gquality unigue to that
system; For instance, gtaduates of the very efficient education
system in Japan have been criticized by som2 Japanese researchers
as lacking in individual initiative and being short on
creativity, albeit a mastery‘in basic skills.

tuantitative exoansion without correspording gqualitative
improvement is being increasingly experienced by many developing
countiies. There are problems caused by quantitative expansion
at the primary school level, such as a shortage of higher level
schools for graduates to continue their Veducation. Unemployment
of primary échool leavers is also evident in these countries.
Short— and medium—term <ooraination between different levels of

schools and between schools and the labor markets are issues

faced by countries that are expanding access to primary schools

at a rapid rate.



“Education is both a world in itself and a reflection of
the world at large. It is subject to society while contributing
to its goals." ——-UNESCO, 1972

EFducation is a fairce shaped by its context; it is also a
force which shapes its context. An education system is thus an

draws from its environment inputs and gives to

open system: It

the environment outputs in the form of graduates, knowledge and
skills, and values. The system itself is shaped anc formed by
its contaxf; it in turn molds its context. This mutually

interactive situation is not well understood at this moment.
A multiplicity of variables has been linked to the education
system. There have been many attempts to categorize these

variables (e.g., Thomas % Fostlethwaite, 198%). We have not

found consensus in the categorization of variables affecting the

education system. The direction or eftect a given tactor has on
education aoften varies from study to study. For instance,

whether population growth has a negative e?fect on enrollment

cannot be answered unequivocally. An intuitive answer would be

yes because population growth generally means added burden on the

system. Indeed, this was painted out by many scholars (e.g.

(Simon % Filarski, 1979} which

Hawes, 1983). However, a study
directly analyzed the relationship between population ' growth and

enrollment ratios, found that populatior growth had little or no

.
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éffect on enrollment ratios. In the few instances where slight

negative effects were found, they were found in Less Devel oped

Countriés. Apparently, there are other variables that intervene

in the relationship between population growth and enrollment.

Factors such as economic effect of educational production gained

in conjunction with large volume, or efficiency of education

production and changing sttitudes toward education brought about

by ihcreasing popularization ofe education participation.

However, in most studies these potential moderating variables

were not identitfied or investigated. Frequently, population

growth'was treated as a contextual variable for relationships

between other variables and measures of education.

We are thus faced with a stage of research literature in

which relevant variables are gradually being identified; the

relationships between variables and direction and magnitude of

relationships are only beginning to be explored.

We are living in a world which is rapidly changing, and the

pace of change is accelerating. Relationships that are true at

one point in time may not be true at ancther point in time.

Wider and mora democratic access to school is a relatively modarn

idea developed and nourished in the context of post—-industrial

societies (Lingapa, 1979),'not only as a moralistic conviction

but also as an economic conseqguence. Access to school has been

o -

looked uwpon by developing countries as a right the government
4

should qrant its citizens and also as a vehicle to achieve

econaomic development and social weltare for the country.



the assumptian that educational #pansion will bring about

mieh needad aconomic developnent cannot be contirmed

uneguivocally, either. In most studies we reviawed, 1t was

gaernerally found that an appropriate coordination betweern sconcmic

t

dovelopment  and  educational planning, rathar than guanlitative

g pansion of education, makes more ot a difference in @conomic

developmant; moreover, this coocrdination may not slways agan

wider and more democratic access to education for the citizenry.

The growing econcmic interdependence betwsen nations has

added another dimension to the relationship (Waltarz, 191,

making assessments of the relationship beltweern wcornomic

development and educational expansion more difficult.
We thus come away with lessons learned from reviewing the

literature on access to school: One, that it iz AFruitless to

study the etfect of a single variable without *Taking into

consideration other variables also operating in  the fiestd; two,

tihat instzad or locking for static rules and laws that detsraine
the couwrse of events, one should look {for dynamic interaction

betweern multiple factors 1in which outcomes are calculated in

pirobabilistic terms.

Historical framework and temporal context are important
dimensicns in the study of educational systems. Folicies and
pirograms grow out of their respectiva Nistorizal context.
Motives of planners, the kinds of policies thev enact and the

operationalization of policies into programsz cannot ba understood

outside their historical framework. The eftectiveness of



4

programs is intimately related to the temporal element of the

programs and program implementation.

Since policies, programs and program implemantation are

encapsulated in - their temporal and spatial contexts,

generalization of policies and programs from  one country to

another presents a significant challenge.

Compounded with the difficulty in generalization is ‘&

- confusion of the meaning of terms. Oftentimes, the same term has

referred to different processes or events in different studies.

For instance, colonialism has been cited as one of the most

important historical influences on present-day education in the

newly independent countries. However, colonialism in education

has meant different things in different regions. In former

British colonies, colonial education meant the indigenous

languages were used as much as possible; but -in former French

colonies, colonial education meant French was used as the

instructional language. Generalizations thus cannot be daone on

the basis of variable 1labels; one should look for underlying

dimensions, e.g., instructional 1language, as a basis for

generalization.

The literature that we were able to assemble is largely

fragmentary; There are palicy propasals, position papers,

.and some empirical studies. The empiirical

historical accounts

studies vary widely in their aorientation and methodoloagy. There

are small—-scale participant observations, multiple regression

analyses of national statistics and a few experimental studies.
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The scope of studies ranges from macro—-, cross—national, to

rregional to micro-, within school and classroom studies.

It is therefore difficult to draw conclusions from these
documents . of varied methodology and diverse orientatiors.
Frecise effects Df variables on access to education cannot be
readily identified.

However ,some basic themes have emerged aftter reading these

articles:

1. Regardless df the political inclination of the countrvy,
countries surveyed by UNESCO (1981, 1983) all indicated
that it is the government’'s responsibility to provide

wide and democratic opportunities to education and
that there are policies identified for these purposes.

2 Thaese countries identified similar generic problems
encountered in providing educatiodnal opportunity to their

citizens.

These governments also identified similar generic programs
in attempts tao resolve the praoblems encountered.

id

The priorities of providing wide and democratic access to

gducation gerhaps vary from country to country, and within one

country it varies from reqion toc regioan.

In the ensuing pages we will try to outline these policies,
programs, implementation of programs and, where information is

available, eftectiveness of programs.
We use enrol lment figures and enrollment +ratios as

indicators of access '.a school. We are aware that there are

situations where low attendance and widespread underachievement

in the schools make enrollment an empty count of numbers rather

than an actual count of "learners". There are also situations in

which learning takes oplace without formal enrollment and
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sometimes without formalized organizaticns. However, the success

of these situations iz difficuit to document.

We use the term "participation in education" interchangesably

with "access to school." Farticipation in education is an active

process which involves the motives and actions aof the students in

addition to the capacity of the system. Enrcllment reguires such

active actions.

We use the term "educational system" rather than "school" in

! ottentimes in

nany cases, biecause education takes place

organizations without an identifiable physical entity that can be

called "school," ‘as is the case in nonformal education. We thus

have a wide definition of ‘"school" or ‘"educational system,"

meaning all forms of organized learning in which enrocllment is

required.

Fully aware of the praoblem of generalization and the fact

that the success or failure of an educational system depends on a

composite of many factors, we present several case studiss of

countries that have been considered successful cases in providing

wide and democratic opportunities in education, with the hope

that lessons can he learned fram these countries.

Distance education, innovative 1learning technologi=s and

teacher education programs are very important facets of efficient

however, are reviewed by

educational systems. These topics,

other components of BRIDGES; therefore, toc avoid redundancy, they

will not be reviewed in degpth here.

L e



Certainly one of the mast significant trends 1in the

avolution of education over the past several decades has been the

rapid expansion in total school enrollment at all levels-—from an

estimated %27.8 million in 1960 to 586.8 million in 1976 (Hawes,

1983%). Tables 1, 2, and 3 present the impressive education

expansion rates and enrollment ratios of developing as well as

developed countries.
‘[LTable 1,2,3 approximately herel

In general, expansion was noticeable in the developing

countries where, between 1967 and 1977, enrollment increased by a

factor of 2.2 at the primary level, 3.5 at the secondary level

and 5.2 at the tertiary level (Hawes, 1983).
However, the rate of growth has sl owed down significantly

fraom 4.2 per cent per annum during the 1960°'s to 2.8 per annum

during the 1970's, and the pattern and pace of expansion varied

considerably from country to country and from region to region

(Hawes, 1983).

Most developed countries have achieved universal primary

education. | The expansion in education in these countries has

occurred primarily in secnndary and tertiary education. These

countries also improved access to preschool education (UNESCO,

1981) .

However , despite the rapid expansion of overall enrollment,

the absolute number of children not in school has continued to

AR



grow as indicated in Table 4.
{Table 4 approximately herel

Even with the expansion of educational systems in the world,

the number of youths out of school has actually grown, indicating

that the rate of expansion has not caught up with population

growth, especially in South Asia and Africa.

In 1975, there were about four billion people in the world,

and about 1.44 bi%lion of them were children under the age of 1S5.

0f these, an estimated 1.15 billion lived in developing counti-ies

(Fopulation Reference Bureau, 1979, cited in UNESCO, 1981).

The vast majority of developing countries have fallen short

of ensuring universal primary education- by 1980--the goal

announced at regional conferences held in the early 1960's in

Addis Ababa, Karachi, Santiago de Chile and Tripoli (UNESCO,

1981) .

At the other end of the age spectrum are the illiteracy

rates of adults. It is abserved that, although the percentage of

illiterate adults (age 15 and over) in the world is steadily

declining, the absolute number has continued to grow. According

to recent estimates, the number of adult illiterates increased

from 472 million in 1970 to 814 million in 1980, of which BOZ are

women. The majority of the adult illiterates are found in Africa

and South Asia (UNESCO, 1981).

Nevertheless, education in the world has made great strides.

The absaolute number of students in school worldwide i3 mind-

boggling; however, it is also evident from the statistics that

— TR o
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the expansion of educational systems has ‘not  caught up with

popul ation growth.

Fopulation growth has consumed a major part of the new

aducational svstems. In dsveloging

1l

incireased capacity of
countirias, the population of primary schocol -aged ol Ldren

increased by 7<% during the period 19460 to 1980 as compared to 1%

in industrialized countries (UNESCOD, 1931).

The burden of population growth on education was compounded

by a general lack of adequate statistical information. Thiz void

was spotlighted by Hawes (1983%) in the editorial introductisn to

a special issue of International Review of Education on universal

primary education. He observed that the available statistical

information on both the school-aged populatior and enrollment is

either unreliable or uncertain, making the projection of

educational needs difficult. UMESCO s plan projescted an 18%

school—aged populacion graowth in develeoping countriss; & recent

estimate is 9?34 (Hawes, 1983).

Existing statistical data also indicate that insquities

persist in the distribution of opportunities to participate in

education.

Eased on the abovementioned statistical information, it can
be deéuced that the task in praoviding access to education is a
manifold one:
1. To address past deficiencies in aducation,
2. to addiress the new demands created by population growth,
Z. to provide education for adults who did not have an
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cpportunity to be educated, and

4, to address the issue of equality of education for all,

regardless of sex, ethnic origin, geographic origin and other

related factors.

GOALS_OF MODERN_EDUCATION

Reports by UNESCO (1981 and 198%) indicated that in alwmost

all the countries surveyed by UNESCO, there are’ education

policies or policy statements stipulated in the basic laws of the

country. These statements converge on several comnon goals.

Lingapa (1979) summarized the goals as the following:

- Democratization of education, meaning tkat there should be

equal access to education for alljg

- building national and cultural identity; this goal is
especially emphasized in former colonies;

education to serve the needs of social economic
development of a country;

establishing a close link between education and
employment; and

- integration of education and community life.

These abjectives are closely interrelated and cut across all

levels and types of education.

Most of the governments surveyed also made efforts toward

fulfilling these educational promises made to their people.

Programs are designed or proposed to be implemented +or the

realization of these policy goals. Although specific conditions

may change from country to country, governments identified

similar generic programs to implement these policies. 4n example
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can be found in a proposal made in Bangladesh (Abeje, 1983):

A shorter school day and alternate day school to ease the
problem of lacking facilitiesj

~ shorter initial teacher training with opportunities for
continuing education; recruiting teachers at lower
salaries to offset the problem of educational

expenditures;

~ developing curriculum with survival values relevant to the
everyday lite of the students; and

- linkage between formal and nonformal education to provide
more opportunity.for education.

These proposed programs are not too different from programs

proposed or implemented in mast develaping countries where

resources are limited and the demand for educaticn 1is high
(UNESCO, 1983). Jable S presents the problems and attempted

programmatic solutions to the problems identified +from our

literature review.
[Table 5 approximately herel
There is no ambiguity in the goals stated by the governmenés

and the governments’ intention of providing education for their

peoples. The phases in which the expansion occurs, the

strategies of develmpment and the quality and pace of program

implementation are issues warthy af much investigatian.

Countries may agree on long-term goals in providing wide (and

“democratic access to school, but within the short and mediuh

terms, how expansion should be accomplished and what to expand

first are questions that are not easily answered.

There are variables affecting the choice and implementation

of programs. We will attempt to review studies on the variables

R TN 3 S 2
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that affect programs dealing with access to school.

A multitude of wariabl=2s have been identified:; there have

bzen attempts to classify them into categories (e.g., Thomas and

Fostlethuwal ke, 1=&3%r, I thi=z paper, we chose to divide tos

cariabliss ints sqgogenous and andogenoaus yvariables.,

Exogenocus variables are variables that lie outside the

systomsy Lhey provide

aducation planning and education praoduaclhion

the context 1in which policies are made, operaticnalized and

implananted. They feed s oF sducation olamding snd

production and receive the pr

intimate interaction between the system ard the environment in

which the exogenous variablesz exist.

Endogenous variables are variables inherent in the svestem of

aducation planning and prroductions they determine the

effectiveness and capacity aof the system.

fable & presents a liszsht of theze aux
vairiables identified from owi- literature oeviee.
[Table & approximately heral

Figure 1 presents a schenatic conceptualization of the

These variables are observed in the wacro-(national)

variables.

level, mesoc-(regional) level and wicro-(schosl and classrocom)

lavel.
The articles we review here present daka zometimes st hHhe
micro-level, =omefines at the macro-lavel wilth a fo

level. The scope of the study constitutes a;nctbhar disension

T
i

warranting attention when tryving to generalize resul

DM OGAN0WE and endogenouns -
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EXOGENOUS VARIAELES



The most fundamental problem in program implementation is

perhaps the conflicting goals created by different policics and a

lack of opriority among  btha goals. For instance: SRt
Loumehod a wosonent bo boila a0 nabioe or

thdependence, Halaysia

langquage 2stablished az vhe offilcial

Malavs. With the rFalavy
@ FMalay languags were

languag=, privats schools thatt did not  wsa

closed down ot placed under strict regulation. To "avoid mixing

racialsethnic identity  witih  2cohnomic funchians (Mang ., w7y

b to  Malay students an bhe

special assistance was given only

eupense of opportunities for other students. Siamilarly. in Saudl

Arabia, to maintain traditional cultural institutions, vomes ars

{

)

chools and

G

prohibited firom going to school with male students.

classes for women are taught by female teachers. However, thers

are many subjects where there is & shortage of fenale teaschars.

For these subjects, fomale students do not have eguel acoszs as

the male students (Chang, personal abservetion) .

The conflict between objectives for rapid ard "approps-iata”

-y

aeducsation apportunity parhaps

economnic develoomnent and equity in

iz the most widespread and the most acute conflict experianced by

Third Warld counti-ies.

Countries like the Feople’s Republic of China have radically

L3

Ao s e pa pmom 4 e .
il B55 00 DT UIIC12E

changed their aducaticn policies, stiruchuwres, &

arngd curricula to accommodate whichever opriority waz being
@niphasized, wconamic devalcopmant o agqualicy  as gitization,

resulting in lost time and effort (Frice, 1976).



Therefore, it seems that before any policy can  be
implenented with any sdccess, olanning AGENTLGSE reocd o

thoroughly clarify their goals. The oparationalizztion o a

policy into praograms should take into consiamcatian ather
programs  and  other objectives bthat way be sodzotad Do o bhae

Lithout | caredal | evaluaticon  af side

two policy interventionz were implesantsd in an

In Fenya,

attemnpt Lo iwmprove educakiaonal opportunities Foir bhe undsee

prrivileged: (13 The abeolition of =chool Ffees in the pricary

(2) the institution of primary boarding sct

e

-
O
~
-~
s
Ui
Fy
-

schools and

There soon

Fhe arid and semi-arid areas aof he countiv.

daeveloped an influwe of students inte the schools

abaolisned. Mo +izscal counhermeazuires ware hakon

6]

last revenue. Therefore, ather fees were ilaposes:
equipment levy, activity Fund,

guadrupled in the districts where parents could least &aff

In remote arid and semi-arid areas, nonadic interdiztrict
migi-ratian became commonpl ace. The gaovernment ashtablished
boarding schools to ofter formal educaticn toa pastoral ohildiran,
I the=se "low cosk” schools, shudoents  ware reguicaed ts provids

3, oadding and cutlery, az well az a3 oeoarding fee—-—

il of which aire barrsers wo wosh pashoral  anhildren O



ducation forr_appropiriate econonis develor

the relaticnship bebweon  ad s oand anploayazat 13 A

fundamental issue in educational planning.

The coordination of a nation s demands foir skilled wmangower

appropriate for the economical development of the counfhry 1s a

very impocrbtant: ane. Education thalt zerves the nesds of a2oonomiz

cotnbry owilldl

development and the general velfare of bhe

facilitate the development of political will for planners Lo

pe b0 Rhe

provide wider and more adeguate educational opportuniti

country. In addition, a close linkage between education and

employment will give individuals the necessary incentive to o to

schooly it will alsc provide motivations for familias Lo send

for the projected ingra2as? in ircoms

theivr childran to school,
the poroduction Lepor

arnd sacial stuatus will be gerceived as worth

loss while the child is in school.

There is also an emphasis on educaticon planning te provide

the mixture of manpower appropriate for the country’'s economic

development, meaning that a country should assess its currant

technolagy level and its projected cowse of development and plan

aeducation xpansion accordingly. his cogrdination astuzen

@cononi = development, labor market needs ang education Zoes not

always translate into wider and more 2qual accoss

the contrary, to meet the needs of manpower with =
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the productiaﬁ force, government policies have often resulted in
providing vocational education at the secondairy laevel at the
axpense of wider access at the primary level.
To arque against expansion of general secondary schoolz, an
pducstor in China in 1238 rrenarkead:

"31! =tuderts in ow preszent senior middle schococls  rmow are

=l
production  wunits. Far this treason, we cannoat sisord Lo

stend ouw  present senior middle school  education ts many
persons. UWe are openly graduating several thousand students
each year. Even if greater efforts are exerted in thi
work, the best we cen do will be to graduate a little mora
than cne million studentz from senior high schools each

+ T

L2 AL Should v bry to increasce this nwaber, oo _would)
f G

r
-
i
c

Away manpower from production woik!

Similar conflict is experienced by most cther developing
countries. vadav (19800 observed that in India, the 2ducastion
commission (1954-19656) had expressed the view that under-
astimation rather than light over-estimation should be avoided.

The economy remained sluggish and the financial overlay for

education had to be slashed; the targets for Hpansior i niohere

b
toi
:
[
-
e
n
5

pducation, however, had bsen achioved ahesac of
observed that the gain in education expansion is at the sipense
af loss in  other areas. The education iz elitist 1n matuwrea:
Eighty percent of the positions in higher education are occupiad
by the offspring of families in the tap I0W income biracket.
ﬁurchasinq powar of the populatian in general determinese the
danand for goods and services in bthe narket. I Indisa,

such that 1t does

purchasing powor of the ageneral population i
not sustain & labor warket ot highly btrained fechnical pezople.

Massive unemployment of the highly educated graduates nas
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resulted. A large number of these graduates seek employment in

abther counti-ies, vesulting in & "brain drain” in India.

There is also am imbalance in the distribution of graduates.

Foar instance, S$7W of the wdical doctaors  are Fouind in o urban

while 79% of the population live in rural areas.

A plan for a new shtructure of @ education in Indisa was

formally approved in 19&6. It included vocational education at

the secondairy level, but the implementation of Lhis new plan has

21 avad. Froblems involved in  implementing the new plan

included the availability of Additicrnal tunds and hhe

reconciliation of equality, justice and efficiency. Moreover ,

vocational education in  India has proven to be an unpapul ac

il

proposition, becallse vocational education leadz to jobs of th

junior-technologist level which do not carry as much prestige as

ns; the income level for these junior—-ievel

X

engineering positio

was considerad  craating a

4]
i,
8]
o
mn

channel studentz into thes

"modern caste system" (Yadav, 1980).

Similar problems were also faced by some African countities.

Asaveghn (1982) indicated that the sconomies in Zanbia, Sudan and

Tanzania, which were axpected to grow, failed to grow at the

expected rrates. In Sudan, the 1978-1933 Develcoment Flan aimned

at a growth rate of 7.3% per annum, but the actual growtn  ratke

was less than 4.3% per annum. In  Tanzania during 1977, the GNP

incrreasad by 4.6% per annum  conpared with S.2% in 19483-1974.

Rsayeghn therefore suggested that a careful projection of

A
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@conamnic growth is very important in educational planning. He

not enough to use government

i

also pointed out that it i

statistics for economic projection; to provide proper linkage

i

chowld also

between education and economic development, one 1S
include other relevant  variables  such  asz tihe btypes of skills
needed by the labor market. Curriculum design  should take into

consideration the tvpes of shkills.

An wample of a government ‘s determination in using

mducation as a means to achieve econamic development i3 found in

Cuba (Bowles, 19271). The Cuban revolukbionary goverrment sought

to achieve four main goals through education: (1) 7To expand and

utilize the society’'s productive capacity, (27 tu eliminate

dependency on the United

— -

States, (Z) to remove class shructure

and (4) to transform work into a creative activity for the new

socialist man.

M w8 The

e

Reform was conducted primarily outside bthe olas

first stage of the reform, & Campaign againsc tllitar soy, wWas

accomplished through a million literacy teachers who lived and

taught in the rw-al areas for an extended periad of time. The

second was the school-goes-to-country program, where the entire

school would harvest the crops. A third program was the interest

camps which were organized around productive activities such as

animal husbandry, soil chemistry, etc.
This he=avy emphasis on combining education with productive

work and group orientation i35 guilte characteristic or socialist

countries.

-
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This rapid eupansion in education in Cuba, however, led to

the zame dilemnnas experienced by some countries: fhe decizion to

emphasize primary and other basic education programs rather bthan

Figher education was one dilemma, because the need for- technical,

sciantific and administrative personnel was nobt being funfillad.

Also, the strong commitment to equality and the problem of

t]

intellectual ~elite secondairy schools wel @en A S a

contradiction.

Fresident Nyererse of Tanzania placed education in  the
forefront of building & socialist countiey. Hisz much guoted

Education for Self-Reliance (Nyerere, 1568, cited in Cooksey,

1984) placed the following as obiectives +or educsabion in

Tanzania:
(1) Reduce elitism and other inequities irn education to
further social and class formation;

L4

zvztom among

o)
—
o
5]
w

(2) develop a socialist and self-reliant vz
pupils and citizens;

into the village community and

(%) integrate the school
a life in agriczultuwre rathar

prepare the majority for
than wage-derived white-collar emplovment: and
(4) give priority to national development needs over sacial
demands in determining the pansion  of  bthe various
education sectors.

Since 1968, a substantial number of policy initiatives have

been taken, aimed at furthering one or anather of tihe above
abjectives. In secondary education, these inciude:
(4) Intiroducing self-reliance activities and political

gducation into the curriculas

(2; diversifying school clrricula AWA L Vitam gensi-al
academic and toward vocational, including agricul tural,

subjects;



(%) drastically limiting the expansion of enrallment to
keep student numbers in lirne with manpower irequirements
irrespective of demands for schooling; and

(4) reducing purely academic criteria +For Form [ entry

thirough a regional guota system.

Throughout the 1970's, the government s policy and practics

were to favor the expansion  of rimary  schools  with cuwrcicula
enphasizing subjects relating to an  agricultural  backaground
(Caoksey, 1984). sceeded demands for secondary education and

unemployment for primary school pupils forced the government Lo

re-mvaluate its priorities (Cooksey, 1984s.

The abovementioned studies point out problems with

quantitative wpanzion of education systems. Incireasingly,

.education planners are becoming aware of the problems caused by

quantitative planning without proper coordination with other

.

sectors of the society and a consideration of the natuwe and

gquality  of aducation. Lingapa (1979 summarized bhe problams
' {

caused by guantitative expansion in the following:

- Unemployment among certain caltegories of educated people,
~ shortage of skilled workers in other categories,

- migration of rural educated people to wrban area

HH

9

~- large-scale unemployment or underemploymant,

brain drain, the migration of educated people to other
countries, &nd

-~ high cost of education.

P

dewand +or mangowar with skill

=

Ecomnomiz devalopment,

approgpriake to the needs af the country and @xpansion of what

types of esducaticn are issues intimately dependeant on eacnh othar.,
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Even though it is logical to assume that in the long term,

@conomic prosperity and educational axpansion will contribute to
term, conflicts do arise,

each other, in the short or medium

ezpocially’ in countiries  wherse the resowrces Aare Limitad. [
skillad laborers with wvocational adutcation al e

produce

zecondary level is often at the esxpense of wide acld

education at the primary level. Ta have two parallel systems,

'vocational varsus general, at  the sacondary level is ociten seen

az creating inequity. Falicy planners =zhould be aware o« the
inment of Lthe=e goils.

facl that there i1is a tragde-off It the abttai

In terms o+ social conszequences of gducation/econcaic

interaction, it was argued (@.9g., Carnay, 1982) that aducation is

division of labor which is essentially &

tied to a social

capitalist process. School reforms should develop strategiss Dy

which the “contradictions" created by the nature ot
relationships Ayt e resolved. Carnoy

educations/production

suggested that alternative development strategies must integratsa

agriculture and industrial production. Schools should be

established in the rural areas to address the need for rural

development and to break the cycle of rural/crban  imbalanmce in

economic and educational development. A develaopmental procass in

education as well as in econcmical conditions has to involve the

input of the maszes. Carnoy also encouraged educztional =vshems

to take advantage cof on-the-job-training and  many forms  af non-

formal 2ducatiom Eto inveolve the masses in the participation and

praoducticn of educatian.



To closely link production, economic development and

2ducation has been the emphasis of education in the Feople's

Republic of China. Froductive work has always been a part of the

curtriculum in  China. Spare—~time schools and parbt-wordk schools
pirolifarataed in  China  both =23 means Lo provids

L~

l=s  have

educaticn to its people and &3 means to make aducation serve

piroductive puwposes. While China has surfered from  wany radical
caused severe overnauls in  its

political turnovers which

cgducation system, the basic emphaszis on  ponformal sducation in

ite etfects on producing skilled workers iz gencrally, zonzidered

m

Liafh in China

-t
DY

one of the most outstanding features o educ

(Thomas % Fostlethwaite, 19832).

Taiwan’'s rapid economiz development and education expansion

in the 1960 °'s and the 1970's have been remarkable. In the 1240°'s

and 1970'z, parallel tc the economic development in Taiwan, there

was A shift in emphasis ons secondary education. Tl pratio of

vocational to general educaticon changed from 320 and 79 bto 70 #nd

IO (Lin, 1983). The change in the education systen provided mora

cpportunities for people to go on to szecondary education. There

was also a close linkage between emplavment and educakion for the

graduates of these secondary vocational education irnstitutions.

The economic "boom" of Taiwan in recent years has been partially

attributed to the availabiiity of large numbers 2 =killed

workers; on the other hand, the economic develaopmont of faiwan

also provided the resources and incentives +“or educational

expansion at all levels.
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As a result, universal primary education waz raeaslized in

Taiwan 1in the 1970’z (Lin, I983). At the present tirs, the

government in Taiwan is working on extending universal sducabtion

from six to nine vyears and hazs roported  thremesdoos zuss

this e=ftork.

The success of education irn several athar

countries is also partially attribubed to s close link

economic development, emplovient copportunities and oducabtior

(Thomas % Fostlethwailte, 1983).

Other developing countries, such Sroncs, guadad by boe

n

rocess of olazing

-
|

fi

need for economic development, are also in th

moire e2mphasis  on vocational education amd  =kills training.

During 1975-1%77, in Greece, education reforms wore 10iliated o

develop technical and vocational education at the socondary and

higher @ducation levels to replace  an  2arlier enphagis on

classics and general education (FKontogeannopoul ous,

The rapid develupment of technology and  soianos i
skills wasily obsalete. Developing countries roil only  [awe ko

catch up with technological developmant but also FHave

pace with any recent innovations. AN education zyzten, in arder

to coordinate witthh and servae the needs of Ecangmi c and

technological develcpment, must be fleuible in its structure and

cantent. This wmakes the task  of cocrainaling 2asiicalian,
devalopment and employment a  dwpanic proCcass.

technclogical

Effective and tinely planning become most  iapartant i *he
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In the 1980°'s, Little (1984) observed that this coardination
nas taken on new challenges:
- Blobal unemnployment and

- rapid development of irformation techriology.

vualoging countries

Golih are l1ssues of concsen i not anly bhie
bitt also the industrialized courhries. For insitance. tisre 1=

Lizaed courntiriass for

)

nEaw an rncreasing trznd in Lhe aore indastei,

chools to'build into their curricula, practical training and

n

work experiences.

The growing economic interdependence Detween counbriles ok

5 Gomestic

it difficult to coordinate education with & counbry s

thaere is tremendous dependernce or Lhe

5]

gconomic condition. Since
developed countiries on the - part of the Third Worl:s, Wallers
(19817 Ffound that during the pericd 19801970, education

e@xpansion was not a significant predictor of econcmic Jrowkh

during 12&80-1570 in terms of increase of S8F 0 per capita. The
Paird world

avthor concluded that economnic developeent of  the

countries is inhibited by their dependent status in the world

econamy. With increasing interdependence betwesn nations in bhe
world economy, the effect of education expansion omn the natiornal
economy becomes difficult ko assess. In the futwres, different

urnitse of analysis may be needed to assess the impact of aducation

O ecGnaimny .




~lthough much has besen wirithen aboul  gender diffsrencess in

education, education of women in the Third World is a relatively

new arss for researchi. A dspraessive Bibliliogesphy,

Eelly and Lulat (1580, raveasled s lack of Dalance of

about education of women in the Third UWoirld. Btatizbios

indicataed thalt males are wmore oftern mors literatbte  than females

irrespective of place of residence. Males Ltend to have graater

access to school and better szupport in the fanily. Thiszs ooint iz
illustrated by a study of giroups as Jdivorsifiead as 0
enya, special districts in India, and +amilies in ir
the United States (Bowman and Anderson, 17807, .

Ram (1980) performed & survey and analysis of the major

apptroaches to studving gender differences in b2 labor derkst

outcomes of schooling. Major dimensicns along the seu

GOF wducation.,

DY
h
9

differences in  the labor market,

wages, 2arninrg orodiles and

-

should include market—activity,

aof retuwn as well as occupational distribution. Twn wvisws ware

presented by Ram: Sex discrimination in the labor market and the

“human capital" or "household production® model y,  which relises oan

the behavior of males and females 1in relatiocon to their

educational and labocr market decisions.

of market  howrs worbked indicatad a

H-

Multiple regression

negative effect of education based on a 1970 sample of 3000 women

agaed 15-80 in Colowbia (Ram, 198C). A tabular anal ysls was uzed
in Mexico and Costa Rica, A multiple regression analyzis was
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also used in Sudan. Discrimination theory attributes this

difference to discriminatory practices in the labor markeb: the

"household praduction model" attributes this difference %o the

household decision in relation to amployment cutzide of the home.

Education in India provides ariother g anif b af

aducation/employment inequity. Data demonstrated that literacy

rates for women in India are still very low. In L1971, 3u% biad no

schooling, and another 11.7% did not complete the first lavel; of

e

the ¢.3% who completed the first level, only O.3% swvived to the

secondary level (Singhal, 1984). At the postsecondary level,

there were na females from rural areas. When patterns of

employment were analyzed, it was found that educated woman were

not evenly spread over the range of occupations (Singhal, 1984).

Most of them were teachers or typists. The rates of unemployment

among educated women than among educated men. These

were higher

data made it clear that access to education imn India i3 limited

far women; it is  further limited at higher education lavels.

Furthermore, the labor market does not provide sufficient

incentive and pay—off for education for women.

ticigation

incentive_and_motivation for education partigipa

It is generally believed that

aducation with employment opportunity i1is one of the  nost

important reasaons why parents send their children to school.
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This opinion is most eloquently reflected in the Diploma Disease

(Duire, 1978). There 1is a good deal of evidance that swupports

this claim. Oxenham (1984) suggested that this is only partially

Lrue. He recently studied wevidence from dotseveans, La2zotho in

south africa, GBhana in west Africa, HMexico, Coenbtral Mt Lo R and

India, and found there were more raasons than simciae wmotivation

for economic betterment that prompt parents to send their

children tao school.

In all of the samples studied, there were demands for

aducation independent of the desire for salariea jabs. Tao be

educated, teo learn to read and write and to know about the

cultuwre aof Lthe country, is in itself an incentive for  arents to

send their children to school. In every area studied, it was:

found that there was an interplay of both motivations in the

aconomic and emplovment market context. This interplay resulted

in a unigque pattern of enrollment in the rejgion. For instancs,

in Lesotho, where the mining conpanies emnloved males witt lithle

or no aducation, the female enrollment in the schools was high.

In rural India, where children bhad to shoulder a sianificant

portion of the fimancial  responsibility for the family, these

children' were economically constrained from going to school;

howaver, the female children in richer families were not sent to

school either, because of & longstanding cultur-al institution

against educating females. Their families believe that schoolis

do not ofter the type of knowledge and ckills thet 2nacle {emales

to fulfill their destined social roles as wives and mothers.



e
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These children were, therefore, culturally canstrained. However'

both the economically constrained and cultwally conztirained

_,.

=

—-
i

families sent their childraen to sxperianental night schools.
can only be explained by the reasorning that l=z:uning to  read and

thay  Zannen gis

witite 1s  i1aportant tao  these peopls,  oniy (o
gducation an overriding pricrity. When education is ofdared ak

little agpportunity cost, these ramilies will send bheir obhildren
PP

to schools (Oxenham, 1584).
This type of explanation mcdel can bezt be studied with
multi-variate analyses, 1+ propar  gpg@rationalization can be

designed to measure the different motivations +to establizsh a

t

hiararchy of priorities that parents have in rags-d 1

participation in education, and to assess the opportunity cos

[H]
U]

of education to use as & basis to design alternative and

he

-

innovative forms of education systems to accommodate

families.
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Folicies_ and gragrams concerning ethnic and langquage differecces
ineguitias in education

many countries whealre

inaauity of

[
ey

opportunities are observed, a common pathern

15 ethnic dirforance,

aducational agpportunities

In 1976, the total population of Fiji was just over a nalf

million people. Fijians and Indians are dominant grouss in the

population. There were marked inequities in the education
systems for these two ethnic groups. The Indians  have

consistently pressed the government var omulticultuwral and

(1}

integrated schools. However, the differences have persisted

despite the government’'s efforts to narrow the gap fBul Livant,

1983 .

In Sri Lanka, it was found that two ethnic aroups, Euwrghars

and Tamils, were overrepresented in the univarsity population,

whet-eas Sinhal ese and Moor-Mal avs ware  underreaorenesrted.

Distributicn of university facilities also  reflechos

inequity. However, with the implementation of Sinhalese ac

instructional language in  some universilies in 1262, it was

observed that the Sinhalese had become dominant in the univer=zity

population. Evidence thus suggests that language of instruction

of education in a multicultuwral zsciety

.

is an important factor

(Gunawardena, 1?79).

In India, 1in spite of a constitutional directive to provide

frree and compulsory educaticn to all children from  LShae aae of &

to 14, ten years after the adoption of the constitution, there



were only 82.8% of the age 4group ernrolled in  schools. The

enrol lment ratisc of the age group batween 11 oand 14 was anly

37.9% (Yadav, 1980).

fhe education of three grocps in [ndisa is ) actgd ng bhahinds

Tty om o 4 P e b s g S e paedy ] ey
Seirediul ad Cazhws and Sobedolas

Women, rural  population and the

Tribes, the lowest =ocial castes in India.

i3 f

There is a low enrollment ratz and a  high dicop-ouwt it

girls in India. Cnly 30% of the girls snrolled in primary

schianls will raach Fora Y. While eneollmaent  io grimsicy sohonls

for boys is 1u0%, the ratio tor girlz iz only &34, Rurmal /furmaan
di fferences are also striking. It was suggesked that aducabkian

is perceived as irrelevant in rural India (vaday, LREO) . Ihois
proposed that the cuwriculum ot sducation in India should be mada

more relevant to everyday life to provide the necessary i1ncentive

to attract the rural populaticn to participate 1n education,

In & survey of eaduczational zolicies i gl bioul tores

societies, Watson (1979 concluded that thaere cannobt bs 3 zingle

common policy toward education in multi-ethnic socliet.es, SECALE
countries diffar very much in historical arigin, ethnic aake-up

Folicies

and general attitudes toward ethnic differences

concerning education in multi-ethnic countries

several evolution= according to economic ard politizal contexte.

In fader al socisetiss, such A3 Mlgsrrla, soliciss s

different ethrniec groupz may vary firam one region bo archirer,

23 ittt & desp-

P

1+ mas chzervaed by Watson (1279 khah socieh:

rootad racial mix, such as the USSR, thina and Irdiz, reogardless


http:schLdul.od

T

degree of national wnity by

of political inclination, achieve a
of the =thnic and language differences of

praoviding recognition

the ethnic minority group=s. In these counbries, =pacial
provisions  are wxbtoended to aetthnic mingrities, wibth  varsing

degrees of succass.
A large number of Third World countries owe bthelr ebthnic
makeup largely to  the impact ©f colonial  rrulae. In

national boundaries were drawn up with little or no considaration

the tribal groups living on either side of

-

ar

already complex tribal szituation was duwther complicated by the

influx of Asians and Euiropeans.

Nigeria presents such an example:

‘With over one-fifth of the total population of Africa within

her borders and an extremely wide ethnic and religious divarsity

" uni fied

in her people, the problen Nigeria faces in building =

nation has been overwhelming (Brav, 1571). The intensitw or ths

problem was highlighted by its civil war from 1987 ~1970. AEbar

the civil war, Nigeria, with *the help o©f Jfinancial resources

generated by its petroleum industry, launched programs  in

2ducation aimed at resolving ethnic rivalries.

The first strategy in Nigeria is the Universal Frimary

Education Frogram (UFE). This program increased access to
school, as well &s provided a first step towarg building i

national unity. The second strategy was to brirg education under

the wunified contral of the faderal governeent. The third

strateqy was to designate English as the= uniform instructional



language.

nass pDirdgrams;

Theore were a number of drrawbachks obsorved in th

the cost of education was the wmost important problem. Forced

ciriricula bred contempt on the part of =ome pecgla. e use of

o education for some Gitounes croaled

suotas to guarantee access 15

heated controversies (Bray, 1%71).

The complex racial mines of ths South Asian  counticles aake

them interesting cases to study. These countries obtained their

current racial mix to a large  extent throush  thae colonial ralns

by the Eritish and the Fremnch: these coincided with

iJ
-
-
-
—
3
]
in
2a
L)
-
3
i+
9]

problems in  China which caused a larga influwe of

these countries.

Ethnic problems in these countries are compoundad by the

fact that ethnic Chinese often achieve higher levels of Aoonomnic

succeass and educational attainment than the indigenous
popul atian. In addition, Thailand., Malaysias and Singapoire all

have a substantial proporticon of ethnic Chinesa (Table 7).

(Table 7 approximataly hera.l

'These three countries differ significantly in their
educaticnal policies regarding ethnic di fFferences.

Chinese migrated to Thailand in considerable numbers during

the eighteenth and nineteenth conturies. Thaey brought with them

They were encaouiragsd to interaary

skills welcomed by the Thais.

=

Far

with the Thais and were generally integrated inta the saociety.

i

Aiter the tuwn of the century, Eing Vajiravudh (19101920

denounced the Chinese in an article, and & saries of puniktive
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most of the/subsSidies were given to Malay students only, thiz new

reform, aimed at’ erpecating a nabtional itdmntity,  bas Lean

oy nm e

beingidiscriminatory angainst studentz whe ore not

criticized ' as:

TR

Malays, especid@lly’ thadathnic Chinese Waizon, 19750,

i f Singdpore has baen not onl,s  fo rposorioe oeo

*The policy

ethnic group ts f“territory, bubt  alsa to graet thes Sull

N o Limgapes o Fas

educational rights: Sifce 1965, the government of Singap

svsten the tfow dawinant

sought to bring into its education

languages, Chinese; Tamily English and HMalay. e aducation

Aand

T

system at the pres@nt time is westly bLilingusal, Ohinose

English. The four: dominant languages are us=d ab primary and

F s

secondary lavels. | This pdlicy was

rotip  over the other groups and to

dominance of one cultura

build a truly pluralisticisociety in a counbry whare Chinesze are

the majority of the population (Wang, 1974).

That adeacation

Ik can bo seen from the abovamaznlicned casos

@ kb, eperad oy an

olicies pursued b ovetr-nments are very dififore
P P Y 9 '

e itica i 5 /s o th waErnmer. b dieterent policies
th olit 1 philosophy f the c g by dirt L ool

have resulted in differential accesses to education, despitba the

fact that most of the governments profess fto provide equal sccess

to education.

In many multi-ethnic countries, hatred and prejudize have

formed through centuries of racialsethnic confliclh, Tihese are

cannot  be . legislated against.

factars hard to overcome and

education, baing a diriving boroe i oA g3aoiah, is a

.

Howaver,

place where hatred and prejudice can be aradually eroded. Watson

implemented ta procicde the
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(1979) suggested that in the United Hinqdoﬁ, the following can be
done to grasdually raduce racial tersions: (1) Thara nesd o bhe
coherent government fFoliciez con multi-ethnic educationg (2

toaachars  in braining roed Lo be made awsre of abhlde o ealtd

cultural sociekiesz; theay can be bkauwghb rudimeqstary wdasrotanding
about  the langquagaes  and  cuwlbtuies of olbeor ehbhnlic groups: and
thetre need to be wmore cosparative =studies on owlbicul bueal

education, both at the macro- and microa-laval.
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legacy angd_deco

loniz

Many developing countries, in their esrly develapment of
modern education systams, were influenced Dy Weztors oourt-ios

egitheir through colonisl rule or thvcuagh the achi sihies of Westor

missicnaries. During maarly  four decadwes, Ouaba
had an  education  monopaly In western Henya. 1

wperience of four neighboring groups, Idakho, lTaukina, Maragelil

and Tiriki, differed considerably in their respons

Friands f+or Africa (FaM:. [he FaPkl deoandsd &
of their religion-—-before cultural advantages and education were
imparted. The Maragoli maintaired their oaducaticnal advantagss
because of a blending of cooperation with the FAM and zonstart
pressure to obtain better education; the Tirikis, at “he other
extreme, offered resistance to ©the FAM becausze they chose Lo
cling to traditions whic wera  cortrary o Faid e doctrinas,
Theretore, educational opporlunitises wers  withheld feros thaa.
For the I[dakho and the Isukha, the educational opportunibtiez ware
samewhere in between. Thaose who converted often still heid to
basic African traditions. Being somewhat geographically ramoved,

5

they were not the central focus for missionary activaities. The

gap widened when thea FAM §ccepted the colonial government s
support and supervision. Thirough this cooperaltion, & Lisrad

system of schools and programs was developed, but davelopment did

FisM-supported zchool

Jn
ili
.

not occuw avenly scress  bthe  ar

remained the only sources of education until! locai Atrican church

L{O
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leaders becamne involved.

In spite of the fact that the Adrican nations bad achiaved

political independence, the African uwniversities taiied to

becoms institutions that independently served S34vican neads

fMMis was a resulh g T

{n

. , 1

(Plas i
UaZimiil

educational system was originally an stension of Furoosoan

cuwriricula, selectaed the tsachsars

institutions that dictatoed the

the standards which allowed the students to

and determined

the svstem. Even aftar the schools becans

H

pragr-ress through

conkrolled by Adricans, the leaders oi étrican

often those who had been trained by Western, or colonisl,

aducation.

Ruddle (1982 sxamined - the ideology of Rritish colanists,

who were the policymakers regarding African education in the

1800°s, how 1ideology affected education made available ta +ho

~fricans, and how Africans responded  to [t was

raevealed that colonial =ducetion and working

England were parallel in abjectives during this pariod. Early in

the 19th century, educational programs being considerasd {for bobh
of wvocabtional skills Lo serve

groups were aimed at the training

the need for productive labor in Great Britain. The natives of

Africa and the biritish working class were considered ".ineducabie"
AN

otharwise.

Colonial rule also attected the s=lectiocn of inzstructional

language. Yhe general principle of ritish colionial palicy was

that, as +ar as possible, priwmary education siould be offerad in
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the vernacular language for the different groups. Ihe French

and the Dutch maintained that the instructional language should

be French or Dutch in the coleonial schools. After 1ndependence,

farmer  French colonies like Hicer. Chad  and Benin  farmessly

Gahomeyi stated in theilr eduzarion laws  that Catal i edozaiann
shall be given in the French language" (Wabtson, 19790,

The roblems  encountered by some ot the doraer hiriliEn
colonies are as they were during colonial times. One prablem

has been to find a vernacular language hhat will be accoepted by

all groups involived in  the education  systen. vountiriss Lika
Nigeria, with many diverse linguistic groups, simply chos2 to
adopt English az an official landuaqe in order to achieve
uniformity in instructiom. So did &hana. Eeniya, at

independence, had thirteen different languages used in schcols.

Because of the cost of using so many languages ir 1nst

the government intraoduced a measwr?2 in which prinary educationd iz

diramidsd d oy

conmenced  1in the mothar borogue of the studarnt and

prr-ogresses to Kiswahili as the madiun of educatiaon by Standard V.

{(Watson, 1979).

In Tanzania, Kiswahili nas been the language cf primary

education since 1967. The general political opush  Lowaird &

widening use of the language has been reflected in education

policy. It has been assumed that the aventual wiswahili.

the education system should be Jjust a matker o+ “Lime. The

FPresidential Commission on Education 1in Vanzania, howewsr, Came

out in Favor of retention ot English at the postsecondary level
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and opposed crash programs to combine both English and Kiswahill

in the schoeols. VYacillation between accepitance and rajeschicon of

English is an  important reason {or the qeneralized low

aizhievement obeserved 1n Vanzanian studenhts (Cr-ioer and Doodd,

15980 .

Similarly, in a number of African countries, afforts wore

made to rewrite textbooks toc make the curyriculosy more relsvant Lo

the native culture. Since 19735, when PMozambigue bzcame

indgpendent of PFortugal, the government has bezen invelved in

reastyructuring national goals, values pricrities  and practicos.

Theiir appreach was a blend of Marxist-Leninist principles and

radical practices (Barnes, 15834). Education =zarved the prorpose

af "liberation." Schocls ware nationalized and brought ander
direct government control. The new government slowly develaped

new teaching materials which stressed Mozambigus history and

cultwre. During the first five vears of indecendence, Mozambigue

gave high priority to  sducabtion  expansEioan. Vineg arrol Linen

increased threefold. With the massive indlux o+ studertszs and

shartage of trained teachsers, the gquality of education had not

reached the governnent’'s expectations. The newly developed

teaching materialé, howaver, radically changed the content of

education and made education more relevant +to the peopls, which

in turn attracted more students.

Similar effort was observed in India. wiere there was alsco

]

rewriting of the textbooks and cuwriciculae to ds-—-enphasize th

British colonial rule. while stressing the glories 24 Indian
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history and the culture of the precolonial periods. Th= new

textbooks, as suwveyved in 1970~1971, retlected the goverrnnent s

attitude toward the West: There was a transmission to the

sbudsnts that  tho West was still btechnically superior, shill to

=

be blamed, =till to be ailated arnd still Fo R mough
approval (Elder, 1971.

Maztrui (19753 suggestad that true developmant i blhe 4 oroer

colonies 1in Africa requires three main stirateglies: (1)

, () diversification ot schools and {3

w

Domestication of school

penetration of schools into the Grrican societies. Thiara

be allowance for the African society at large to participate in

the educational system in terms of adnission reguicr@ieEnts,

curriculum content, criteria for faculty rec-uitment and

university organization. It will be interesting to see programs

o bthe

H

these types of suggestions and bthe etrect

L

derived from

increasing aducational partizigati

i

[

programs in terms of

Foreign_training _for technical protessionals
A strategy which has naturally grown out of the need tor

izatian

skilled professionals for economic development and moderr

is the sending of promising students to for=ign countries for

training- Governments either provide scholarshics and other

subsidies to send their students abroad or allow students whao are

abla to support themselves to go Lo other countries for btiraining.

This practice rovides able studernts bLhe acoosses b2 §ore

training. The results of this practice, however, are concidered

L
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mixed.

There are pros and cons for thiz practice. Some ot the

disadvantages aobserved are: (1) The knowledge and methodalogy the

students have learned in the technologically more advanced

cauntries are far removed rrom bhe roalitics of

(Z) the students have problems ftramzlating what was  a2ar

-

aricther countiry ko their job assignmant in the hoos coun iy AN

L

(:3) the "brain drain'—- the brightest and most able students often

reamain in the foreign country (Moock, 1784;.

However, with krnowledge oirowirng more gpeclalived, 1L is

often bevond the capacity of the education systems of developing

i

R

by profassional

i

countries to meet the goals of training nzede

to fiirther their

— 's
b

and to fulfill +the aspirations of student

ui

education. Nevertheless, sending students abroad remains one of

the more popular practices in developing countries.
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ENDOGENOUS VARIABLES
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An analysis of the gap between planning and implemantation

'roblems _in_pla

of education policies in Migeria revealed problems thalt may not

be unigue vto Nigeria (Nwankwo, 1980). This analvysis identiried
souwces  of gaps  belyweern planning  and  Laplewsniosolon 23 boa

following: Historical develooment of educational admisist-ation,

unclear objectives of planning, political insbtauilaty, davers

of planning bodies, inadequacy. of comnunication ard an cverall

low gquality of planning.
Historically, the administrabtion ob educatiorn in Nlioeiria bhes
been influenced by the Christian and Islamic elemaents of society.

Education plamning has only a very short history in Nigeria, and

the planning bodies are considered entities ouwtside the educabtion

system. In Nigeria, there have onisted <several education

q
-4
T
i
3
0
=
w
a
3

planning agencies &t the federal level; none
had the +full autharibty and responsioility +or slanning edtoat oo,
4S5

and execution. Communication between these planning bocisz ba

been poor or insuwificient. Closely related to historical
devel opment aire these conpeting b jectlvaes~-a@coenomnl o

modernization and preservaticn of traditionmal identit.w.
The lack of relevant data has made projection difficult,
There is a tendency for planners to use planning models that are

@ither outmocded or overly sophisticated ror e sihuabtion in

Nigeria. All these have resulted in low guality of planning.

Strategies have b=en oroposed by Mwarnkwo (1280)  te narrow the

gap:

) \(\
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- Creating a national planning body,

- participatory planning, involving the planners, the
implementors, the facilitators and the consumars of

education,

- clarification of aducational qoals,and

g
~ts

- establishing teacher centers to enlist the hel

5
teachers in the planning process.

Constraints in using the abovementicned strateglies were &lsc
pointed out by the samne author:

- Continued scarcity of trained personnel,

~ zecarcity oF fTunds,

- lack of effective mechanism of co-ordination, and

- limitations of decisiori-making power placed on tha

planning bodies by the government.
The observations made in this analysis, tc a gireat axtent,

are generalizable to other developing countries.

_policies,_ mechanisms_and practice

HH

3

Admission policies, standards and practices ere fastors

which directly contribute to the access or lack of accessz to the

education system. Education policies and admission standards are

in turn affected by factors such as education philascpny ot the

planners, the availability of candidates, the capacity of the

system and the projection of labor market needz. The planners

priorities of its educaticon ocbiectives and @valdisats tha

satl
capacity of the system in order to decide admission standards for

different levels of education. fdmission policiss, soezhanisas

and practicazs, therefore, are dependent variables themselvaes.
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as become a technology in itselt in
’

a policy 15 articulated at the
nalization and the execution of the

is of the
salection
the ones
of much study
on

e fairnezss of

validity,

i
Testing Services

its

undar intense scrutiny for

@spacialliy wharo sthhnic minorities ara
Governments of many developing

isgues concerning admission practices.

vacillating between different methods of

different stages of its history when
idenlogies have prevailed. After a

abolishing

such as

egapaEriaentation,

Lertiary sducation and relving

students political awareness for sntrancs

recently  (since 1977) come back to using

countries

China

entirrance

on Sommuan ity recomnanoat bans

entrance

majority

examinations.

During the pericd of

ware

of univeresity

students

backgrounds.

After the implemaentation of

1

T

ramlnd’

ans, A&

majority of

reflected an urban and professional ocrigin.

Japan,

known for

their

Taiwan and South

boroa  are

Lhe college students

coauntrics

.

raliability and

oractices.

used  Foir admisstian
thiw nitad Srates.

(ZTS) have been

admilission boshs,

concerned.

are aware- of the

hean

Fas

admissidn practices at

different political

decade of radical
gxaminakbiaons Fore
«N '_'!

cribtaria, whina bas
achizvemnant-oriantad

axper-inentation, the

from peasant/worker
the raenewed anhtrancs

o dhina again

in Eagt Asia

caompetitive examipations for college admissions.
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These cauntiries have also enljoyed hi

gh achievement in education

both in terms of enrollment ratios and in terms oi accompl izhmant
in basic skills acquisition. Some educators oriticize this
prackbice in herms  of its narrorness in focus and rigidity in

this

piractice. They have pointad cub the solliowing  dirawiscks ov
byvpe of admission practice (Science, 126&) s

- Teachers teach on the basiz of whalt will be teshad an the
examirations.

- Students are disao_raqed from deviating +rom standaid
tenbks and are :1FLE in kthe development i creativily.
lhesze practices, in twrm, oreato an elitist group of
obedient, conforaning individuals.

This type of admission practice favors students who are
“rest-wize", with narrow focuzes, and does not faver studenis who
are creative, with wide interests. Because the examinations area
very competitive, students who fail the first time usually deo not
have much chance to take the axamination again  and pass. his
Eype of admission grachice 15 zaen a3 & way oF bladkind LI@EEs
rather than providing access For & gigniticant number of
students.

In the United States, Education Teatinglﬁervices (ZT%) bas &
monapoly on academnic testing. Each yeér millions of students

testz designed and used by ETS. Nairn, 2t al. (1780)

take the

have pointed ocut that there is avidence suggesting hhat E78 Lests
fail to predict academic and ccocupatiornal szrfosrmanca. dimades,
bicgiraphical guustionnseilices, pErEonal  ratinog zzsaozz and past
accomplizhmenrts have been groven ko be  Loitnos oredichors of
fuhigra accompl @ shinent s, fhe fact LShat  @lachks, Labins  and other
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pt by educalion

Ui

practice actually carries oult  the “ijandatat

authorities, whether the practice zelects the typsz of studonts

worthy of education, whether theire Are unfaier practices

unintended by the educators, and with a given objectivo. what 13

way Lo maks the selsotion. Divay ClWand wadgeshod gl

The besh

the best of all worlds can be achieved by using bobh intarns]

Fral assessmonbhz as selection orilaria and

{zchool marks) and a2xle

.

using a dombined examination and guota zystem to accomnodate the

dual concerns for werit and eguibty.

One way tao resolve the problem of financing education is to

raduce *the unit cost of education. This can be done Lhirough

utilizing inmovative learning technologies which reduce the

regquirements of teaching personnesl, the most | edpenzive iten in
absorb  as inuen of the

aducation. feacher salatlies  may

racurrent costs of aduacaticon (Bvalos and badded. VUl

accounted +or 797 o SAQ%

In 1977, *teacher salaries in Bbhana

of recurrent expendituras in education, and the educabion wadgeh

’
represented 25% to 3I0% of the total governoent budget (Avalos and

Haddad, 1981) . A similar situation 1is obhserved n ather

cauntries. I+ the cost for teachers can be raduced, it would be

a significant saving for education systoas.

In Japan, Taiwan and ohher East Azian countriss, salaries

far  bteachers constitute a  zaealler propoicltion of the aduasation

=

tudget. Their educaticeon budget, in turn, is a smailler proportion
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of the national budget. In Japan, the education budget is only

Lhase coitri

174 of the national bucget (Cuwmings., 19279 . In

Classes are usually large, with the students-to-tasacher ratio

artan at 40 o 4% to L. Littal ity of  educstion dioes Aot sees bo

Slbfar From this Larga  ratiog brese oot i oo NI ST

achiievament in education both in Guantibtative ang in guelitabive

Efficient classroom management, such as the Bind practicasd

in Talwan and Japanese schools, nesds ta be r@s2arched dn oo

Tooourmte i e codiecs tral s sl b

to  ddentidy wmelhods  bo help obties

rrasesreh v ijacts,

i
el

airies

ul

cost of education production. A

currently undertaken by Herald Stevenson and Ml

the University of Michigan/Ann  Arbor on teaching, learning asnd

classroom activities in Japan, China, faiwan and the United

3

\,

tates, offer wmuch hope in this ArrB AL
9

1]

Distance education has been deployed by manyv countriss as an
h, 4 B

attiunpt to  szolve a multiplicity of problems, zuch as aducabion

tfor scarcely populated, outlying regions and schooi and toscher

shortages.

The effactiveness of distance education saems to vary from

distance oducation has

pirogram La grogi-am. In countries whars

been implemented on a large scale, there are gcudios that lanent

the Melitist" ocrientation of the content, Wi penrthaps

"reproduces" the social inequality that already exists (WE JA I

—
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the eupectations that children exposaed to SITE would attend

school in greater numbers, show mare  inhterest in lsaning. ond

demonstrate higher achievement and an improved behavior patbern

in classraooms. Results indicated Uhat, while stoadsnt s

arnd scholastic achiavenent weri @ ot af veroted B M D am
(Shoalkla, 19799), slgnificant gelns  in Languesge develaogosnk ard

gireater interest in  lewrning were  dfound  in bRbe obd loderan

watched the progiram. Attendance rather than enrol loent was used

in this s=tudy as an indicator of access to sohood mlrmoe stucanins

had ta be on the zchool premises Lo view the progiaa.

Considaring the balance of results of distance education, it

iz concluded that distance sducation may not be  zupsrios £o

traditional education, but in rural areas and outlving places

where there are no schools available, distance nducation of

-

provides a logical alternative. Since it cam b=

various forms

Je feo P P S O T
T ) EC MR o) I ) TLEVANI

daelivered arcund the work schedule of G,

@ducation is a better alternative than boarding schools.

effectiveness of individual progrsms hinges on  the aperopr-iste

techneology used +or the program, the lanquage ot instruaction and

anizook,

the relevance af the curriculum to the local cammunity 4z

1984) . With some drawbacks, distarce educaticon ra2mains an

attiractive alternatlve to traditional formal =25ucation.

Wilke orna

fhe FPeople’'s Republic of China is now sdparimenting

tance educatiocn pirsgrams.  The -adio-

Ml

of the world’'s largest di:

are mainly ailsed at

television educabticon programgs in  Chinas el .

providing educatian at the secondary and tertiary lavels. The
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aducation, cost-effective methods of teacher trraining, and the
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usa of innowvative teaching  and lesrning mehtho

reviewed by other BRIDGES components.

Financing the _schoosls_ans the edus:

Financial Gifdiculties 73 wsE ths o woszt
fundamental obstacle in piroviding wides and sore o
access to  education. Education firnanacing 1is an  ares of shudy

which warrants in-depth amalysiz beyond the =ooope o Swresnt

eV @, There are sSome COmmon Gengs 1o amplosed By
different countries in resolving Financial problamns. The
Follawing are scme of the strategies

- relying on foreign aid,

- decentralized education planning and relying on lacal

sowrces of financial suppaort, and

- privatization of education.
Improving internal efficiency of the systen

- training efficient administrative staff,

- reducing unit cost of education production,

-~ gptimal utilization of available resouwrces, and

~ low cost teaczher tiraining.

Each * of the abovementioned topics hras been szhugisd
extensively. - In this review, we will briefly hiohiiaht some of

trim  considerations countides an s in Adophting &1 F fmitant
stiratesgies
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‘Relying on foreign sid is

¢ az the lasz

countrias look uvpon the use of foreign aid as

fear of compromises that +the country has to make in orger to

abtairn the foreiagn aid. There haz ‘hecen much writben an the
pattarn of foreign @id  givan by dirreient netiorsl caaal, sz onha
Ford Fﬁundation and the . 5. SOE Ny o Tnroraabtional
Levelopment) and  intarnational égencies (zuch s UPMZECD snd hhe

World Bank) in their efforts in aiding devaloping countrizs,

An article appeared in the Ha

(Berman, 1979 which anal yzed the melation
States foreign policies and major American foundations, rnotably,
the Ford Foundation, Cairnagia  Foundation  and Sopcbier ol e

Foundation, and concluded that these foundaticns nave direccted

i

and economic signil ficance Lo

wi

their support at aress af political
determine the needs of the developing naticn.
of  educatianal fimancing  also e

varied suocess. Orne  or the @wost sbyvious problems (32 ohat Lho

richer regions will be able o provide bethber education syshzos,

while the poorer regions will +all AFurther bshind in 2ducation

development.

Decentralized financing was practiced in Japan during the

turn a9+ the century. Howevear, because aof Lhse inegquity in kthe
kbl

e nL

quality of education produced by this grazbtice, 1ows
enacted for the centiral government Lo provide additional revenue

to aid the praefectures that bhad probless weeting  t=g ozt to

provide gquality education (Ministry of Education, Jdepan, 1780,
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Al the piresent time, there is almost no discernible difference in
the physical facilitiss, teacher gualidfications and gquality of

cuirricila in Japanese schools in different regions (Cuannings,

1279 .

Ll w4 pew - O N T g P T oy
In China, industrizs, Tagthtorios 1. R T HOOCAR N

spansar schoals of variows levels. Thera are  oclass ol e
in the facilities, teacher gualificatizns and thae gornoral guaiity
of aducation from one region *to  ancother, The governmanh has

tried various methods tc reduce the ireguitiss (Mel jing Foreion

Langleage Press, 178 wibkh vasded suooosass St U oposasont f

there 1is apparently a two-tier systewm with the "bey" zchecolse

baing finarnced and administersd dicechly v the stabe-leval
Miristry of Education, with other echools financed and gperated

at local levels. (Taylor, 1981}.

v

In order to provide wider access to school by incrzasing tha

T gon o fme ger sat wye s im sy am . .
SEND0T SO ATS L NG

riumber of  schools, hthe Chineze goveir-nment  Has

loeca communitiaes & Zponsar T £ zlazm oy
local wnumitie (R w ocrsar H J

agducation programs af variows kinds (Hawkins, 19830, 5t the

sirasent time, there are no systemaltic ztudizs on Ihe ouality and

capacities of the locally-sponsaired schools in China.

Along the same lines as the decentralization of educaticn
financing is the involvament of ireligious an& pirivatse  sochools in
les zzewm o Jdidfer i trelr

the aducation system. Countrie

prefairance foarr  involving private schools Gna  of  %ho most

important considerations is the ftear of lozing conti-ol aver the

quality and the natuwre of eduagatico.

C}é\ |
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systemn are girouped as endogenous. Throughout ouwr rreview process,

we have found that the two categorics of variables 2ve closaly

interacting with each other to give rise to the pabtarn of

education participetion in 2z country. Uereralication of randinas

i3 thuz a Shellonge.  One cannob ook alk o singls sasirtacts D

conztellabzon o

ite effect; one has to take into comsiderabtion
vairiables in their specidic combination to asszess tho of raoch

The successful cases involve countriesz in which a npumbar of

condiltions  are prasent to producs high encollaanh, S
conditions stand cut G . ROEe indluential tharn atheen.
Coordination between aeducation and economic develospmont shends

out as one of the more important conditicns. Educational sucoesc

other countries all correscond Lo hheis

and Eastearn

in Japan
and

H

aconomic  advance. Education and marpower croj=zctions

education/emplaoyment linkage repreasent

in providing the

fundamental MeCessary

participatian. Counti-ies thak carerally coardinate

ara countries where education

different sectors of development

pgarticipation is high.

According to LUNESCO survevs (1981, 1968%) , education

participation has achieved Gtremendous success abt  a worldwide

level. The tasks at hand are to address: (1) The issue of

ineguity, i.2., democratization of =ducation, {2 e Lsmsiiw of

guality of education, () the issue of educstion =ypansiaon to

avercome populakion growhh, and (4) the 1aswe of edoecshion Lo
and to facilitate: - technological and soclal

adapt to

A0



modernization. Developing countries are thus faced with a

dynamnic chaeallonge. Thay wmust  addre
inequities and also catch up with the wvergrowing population and

lechnological advances. These ohallongss aaitirs Jdiiiagont

‘.

ol taoring of eoducabion  DerdornancD, Fagrian sriwh FRO R A SO
Jathaering of statistizs on gpopulation growhh, and prosectd s

CARRULI N RN |

nanpowerr and educational needs. Unfartunately,
countirias da not have adeguate oirganizations and perzonnsl bo
collect data reliable enougbh For analysiz  and projection.,
iy 0ot recommendation to policy oleanoi-z, b
Eusiness should be to improve data collection techniques and
personnel efficiency.

To make projections and Joraulate planning in thisz dynamic
situation, adeguate planning models are needed. Davaloping

countries have & tendency to adopt models that are outmoded o

Gy
Cedbd s oa

ulibra-saphisticated, i.8., the most wup-todste  Mwaniwo,

annirg models should be of fuarndasenisa.

fo—

Careful seloction of p
importance tc a countrvy.

Any given country would have anultiple goals +ar  its
opaeration. | Frraquently the goals are not compatible’with sac
other. When no clear priority ‘betwesn gosls  2xists,
implementation of any  pragram may  becowme difficult.’ Eaoal
clarification and pricrity—-sztting should | ba  essontizl fare
planners.

There are several common dilemmas experienced by davaloping

countries duwring education expansion. Tha most fundamental



dilamma is tha dilamma between production of the wanpowszr needed

for the country s =sconomic developnent and aducation equlty.

In the long run these twe objsctives may conplement zach

athary but in the short or mediuwn ran, countries ace comnobing

1
far tha funds for  achiovemand: af theso goals. viviteE e aoloasd
conflicte were derived +rom this basic dilamma: vl The lassue oF
guanbkity ws. quality, Lhe issus  of TEICILIGE ALY S WL LAY

education and (%) the issue of vocational vs. genaral aducation,

auapocially at the secondary level.

We reviewed the didierent priogrities: countries ol

Lhese two obijecltives. As with most other issuves in educatio

development, the success o failure of taking =2ithar aocpe

does not stand on its own merit; sector coordinaltion, approoria

manpower projections and the current levels of technoloagicel

development all play very impartant roles in bthis matler.

-t ot education production is a bazmia

i

Raducing the <o

of widening access to education by incraasing bho capgecit, of thes
system. Various innovative learmning techrologiazs otffer pronise

Efficient classroom managaoaealt Cachnlguss

in this regard.
which a teacher can teach more stucents and thus cub the cost of
education, should be another promising area of rescarch.

Almost all the studies agree that community involvanesnt in

aducatiaon faciliktaltes adiucatian participatian, Walovant

curricula and close communication betwueen the zihool and the

communti ty should help promote participatioan.

Ferception of the objectives ot education has besnn exanined

X
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by a few studies (e@.g., Faynae, 19848).

Ouer nderstanding of this arez will be greatly enharnced by

P

3

shudies of the rfollawing categories

Nomothetical principles of how sinoles veriableos operate in

adivcation davelopgaent  are difrizull bho daries i S

this area suagest that it will be sore frustful o do

Schelars in
in-depth cass studiss of programs i & givan  contexb (@09, ,

Urwick, 198%).

Studiaes of the fsllowing categories wiil aireatly 2reich o

—s

undaerstanding in this fisld:

1. Systematic analysis of tihe entire process of =ducatian
planning and implemaentation from concephualizaltion of
policies, operationalizatich of policigs inbto progrens,
implementation of progirams and rinally avaluation of

programs. There are studizs of each stage of thea

process, but we have not yvet located studies thal
have run through the entire process.

[T

Thare are studies of programs in a4 speclfic country, suc

a recent article by Cooksey (1%¥8&) on secondary educstion in

L [ Tl oe an

Tansanl a. Howaver, wosl of bthese shudies

entire set of policies with many programs in eduacation olanning.

Studies aof the design and operationalicatiaon and impleasnenbabiaon

and etfectiveness of single programs would be mora intormative in

terms of in programmatic salutions to probiems 1n aczess to

education.

2 Ethnographic studies of tne perceptions and tha baliet
systems of =ducation, the schwuols and expectsd adtocomes
of the school which zonstitute perhaps the wost
important conbexhual variables which permaests all
stages of the process of aducation planninmg acd
implenentation. The difficulty of gencimaliciog Findgings
frrom one country to another is generally attriouted to
"eultural differences,” bul few albemplts hawvs Dosn nadea
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to identify what the "cultural differences" are.
Studies in this arca will offer a key to answers needsd
o make sense of some apparaent discrepancies in
findings.
Ciragramns nave

Many scholars suggest that new innovative

ot -
HEmEXEM ]

1ji

erpariance  pitoblems  1n davelaoping  counbr iss;

problems have to do with "the powerdunl and

attitiudinal oppositions of teachers, parents and

of these changes (Fayne, 198¢6).

[}
i
it
<
i
15
3
1

It seems that the culturally conditioned beli

vndarlying the nature and objechives of adiccati sn soud edacebion
systems should be systematically investigated. Wnile tho
implamentation of new programns My aracdial by chana=  hihe

eupectations of the society, in the early steges of program

design and implementation, these cultural factors have to be

taken inteo consideration for eifective programming.
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tducation in  the Feople' s Republic of China i3 a much

studied subject (e.q., Hu, 196k, Frice, 1976, and FHawkins, 1983 .

Lhina prazents an interesting case study becauwss tho countiry has

Prols L ains Taderit by el Lo

adiig ati on

faced alipost ali the

development: lthe bwden of a vast population, a vast tarerilory

1"

!

where many regions are wountaincus and difficulk to  gais aceoe

to, scarcity af natural resouirces,  poverty, lack  of
infrastructures, and the burdens of histories, Liraditions s
poalitical instabiiity (Frice, 19/5). Mhe dntenss connl Laant and

eftort toward better education on the part of the gqovernmant are

also evident throughout the country. China has aroduced many

innovative programs in providing basic education, skills training

and adult literacy. China has been "experimenting" with, on a
very large scale, policies and programs at different staqes of

its history.

Chima and India have Jaced nany of the =

1)
a4

ma aduzational

piroblems which are characteristic of most develcping counti-ies,
but their problems are magnitiaed by the size of theair
popul atiaons. In handling these problems, Uhiﬁa and India have
offered very difterent approaches (Arnove, 19793,

Their problems include: (1) Méssive illiteracy. China has a
strong national will to tackle the illiteracy problamg India =0

far has not demonstrated a coherent policy and eftort tcward

to

i

drastically reducing illiteracy., (2) lack of universal acces



China 2
education and uneven distribution of higher education. In India,
the traditional caste system still prevails, (3 a hi=rarchical,

elitist xamination-oriented education system unra2lated to

iraductive labor and ecanomic needs, (4: a lairge mMuinbar of

unemployed school leavere, in India, ancng univarsity gradoaastas
in China,
foreign educational models. The Indian education systen has bdaen

modeled after the British system, and the Chinese system maodelead

atter the Soviet system. Impressive progresz has been made 1in
Lath countries as far as  aducalion i1s  concerned;  riocwevar, bthe

levels of achievement have not met the needs of the countries.

.

The pirablems in  education ara magni fied by thaeir vast
popul'ations, traditions and enduring cultures.

Education in the Feople'’'s Republic of tChina is sometimes

cited as a model of success and sometimes cited as & failure.

Much of the argument on either side samcunts to polamics; th2 lack
of reliable statistics about educaticn in Chira makes avaluation
difficult.

The magnitude of the prablems in educatien which China is
facing is unprecedented. The enormous difficulty in
communication and transportation caused by the vast and rugged
terrain makes implementation of any program divficult. Lack of
sophisticated technology in these areas, and tihe abjsct poverty
ot the people and the burden of tradition also wmake education in
China a tremendous undertaking. It is dit+icult to compare China

with other countries; the success or failure of education in

amang secondary school graduates, and (3 dependences an

_ /\é
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China has to be judqed‘within its own context.

Education_in_ _pre-modern China befare_ 1911

China has one of the world s longest continuding kistories.

From 2000 yozars aqo, around the btime of Londfucius and othor o

i
[
P
[H]
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it
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s

scholars of China, education  has: been a highly e
institution., flasters such as LConfucivs, Fervcuciuas and obhars
often formed their own schools and aftracted great rfollowings.
The schools were supported by tuitionz paid by the studert:. Tha
masters themselvas saometimes pertoraed dubies for bhe ooae.

during which time their schools would then be sponsored by the

court. The installment of a system of civil service examinations
in China made education an important means and sometimes the only
means for people to move up in society and to escape the harsh

peasaﬁt life. This practice has left a legacy in China and some

of the East (Asian countries that can still be feit htodavs

Individuals and {amilies perceive educaticn az the sost iaporbtant
aspect of a person’'s life. To be educatad not only is to b

respected but also is a vehicle through which to achieve a belter
life and higher status.

However, in pre-revolutionary China, the long years one had
to spend in preparation for the examinations, and khe tuition and
#penses for books ard supplies ‘nade educatior, evain “hough
highly valued, beyond the reach of oardinary psasants. In an
agrarian society, sending a young man to school means kb2 loss of

valuable production labor. Such loss was beyond the ability of
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most peasant familias to, absorb. Even today, in rural China,

education officials still have problems convincing scme parents

to send their children to school. Urless there are measures to

-r.

compensate tha families for loss of production and loss o
incomz, the situabtion i= mot likel bto chanage im o Aear sil-u o
(Frice, 12746).

China’'s population is the largest in the world. Chima is
therefore faced with the most difficult task of piroviding

2ducation to a vast population of which, before 1949, more than
8o were illiterate (Beijing Foreidgn lLanguaege Fress., 1980,

It is estimated that 80% of China‘'s population live in the
rural areas where there are tremendous problems of accassibility
(Frice, 197&). In addition te the Han majority ethnic greup,
there are fifty—four different ethnic minority groups, wost of
them having their own languages different from that ot the Hans
(Beil jing Foreign Language Fress, 198: . Amang the  Han poeople,

the written language is the same, but the spoken language didtars

it

1]

from region to region with at least thirty-tive differen

variations of the spoken language.
At the present time, the language of instructicon and the

official language used by the government is "Ftonghua,” a coinmon

form of Mandarin. In regions where ethnic minorities dominate

the population, primary and sometimes secondary educakion is
conducted in the native language of the dominant language graup
(Frice, 1978).

The government of Chima has put forth a herculean effort in
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population control. Recause of the shifts in government policies

regarding population in the past thirty years and the traditional

mentality in favor of large families, population control policies

have not always been effective in  China. At Lhe  present hine
China has & population  of over a Diliiocn ivicg on & Land wirich
is slightly zZmaller than Canada and  approvimately the ssme sice
as the United States, with much {ewer resources. [he disodoulby

in educatiocn can be readily seen.

before the 1500's, education in (hina was ressrved For a
small fraction of the population, mainly for passing bhe civil
service examination. The content of study was mainly Lontucian

classics.

Western—-style education was introduced to China oy Ehrisztian

[22W)

wissionaries and the Chinese who wenlt  abrosd for educakion. (2,

1216 it was estimated ten million Chinese had receiveod a maanar
@xposuwre to some form of modern aducatior. In 1514, there were
campaigns for universal schooling, and attention was paid tao
adult literacy programs. These programs parallel the May Fouirth
Movement, which advocated the use of the vernacular lariguags in
literature and éducation as :an integral part af a general call
for modernization of China (Thomas % Fostlethwaite, lwg®).

A League of Nations repcré- on educaticn in China in Lhe
1920-1970"'s obgerved that.the education systam in Chimna during

that period lacked sufficient relevance to tha country’s

6
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Session of the Chinese Folitical Consultative Conferance adopte

a Common PFrogram. Chapter Five of the Caomnon Firogram comtains

the provisions on education (Frice, 197&):

“rticle 41: The culture and education of the Fes ple’'s Republic
af China are new, denocratic, thab 1@, nati

sciaentific and posalar.,

Airticle 4532: l.ove for the ratherland and the people, love of
labor, love ot zcience and the taking care of ooaibiis
property shall be promoted as bhe pul:lic zapurit of
all nationals of the Fecple = Roepublic.

Article 43: Efforts shall be made to develop, the natural
sciences to place them at the sarvi '
agricultw sl and  national detsn

el L o

Enowledoge shall

Scientific digcoveries and inmvent
encouiraged and  rewarded. Scieptis
be populariced.

Gy

i

Article 4é6: The method of education of thz Feople’ Avarmnnent
shall reform the old education system. =ubjech
matter and teaching methods sYs tematically according
to plan.

These policy statements clearly portray a picture of a
democratic educational system which goes hand in hand with two
main objectives of the Feople s mepublics Developsernt and

-y o

modernization of the economy and equality and democratization of

education. The translation of the latter into action has baen
confusing and difficult. Throught the histaory of the Feopla‘s

Republic, there have been changes in emphasaes from ane extrema to

another.

Since 1949, education in China has undergone fundamental

changes.

- The govermment +took over the =stabhlishment of 23ucation,
and made necessary stiructural changes in educabion.

— Educational development in China paralleled ac
develaopment in the countrys ik i3 therefors |

U
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China
the prevailing political-economic philosophy of the time.
Curricula and admission policies are the administiration of
the schools dictated by ideology.
- The period of the 1950°'s was generally recognized by most
China observers as a "golden era" of develooment.
Eduzational development fared well Jdwinag this periosd o Lims.

The Following are some statistics substankbiating bhe succoas

educational reform duwring this pei-riad in China:

Innovative programs have been deployed to promote acces

school

"Over S4,436,000 students attended either universzities
or schoaols in 1932, doubling the pre-liberation number
in universities by two—and-a-hal+ times that in

schools. By 1287, the total number of students reached
71,800,000, of which 440,C wore univarsiby students,
as campared with 190,000 five years previoudziy. By

1978, there were about 600G universities and colleges,
over 160,000 gecondary schicols and 92350,000 primary
schools offering cowses to 850,000 ceollege students,
65,480,000 secondary and 146,240,000 primary school
students. " '

Frimary and secondary school education is almost firee2 with
the exception of a few yuan for miscellaneous expensas
such as textbooks, etc.

Eefora 1949, only Z20%4 of the population receivad prinary
education. Now in China, though definitive statistics

are lackirmng, it is generally obszerved that primary cihool
education "has been basically popularized.

to

bl

in China:

To solve the problem of scarcity of schools in remote and
underdeveloped ragions, a diversity of forms of schools
has been formed to meet the special needs and lifastyles
of particular populations.

Teachers travel from village to village to teach; the

tiraveling tesacher program functions in mountaincus regions
of China.

Traveling or mobile schools serve nomadic tribes in the
northwestern grasslands.

Teachers go to fishing boats where childran are raguirad
to help the family in fishing, and teach the childien
during their off-intervals.



China g

- Afternoon and evening shifts are established +or children
" in rural areas who are required to work in fields or on
household choras.

Eduzation and production are looked upon as two endeavors

[WR

that shoculd go hans in  hand. Hence, socondary zchoosl and

university curvcicula ofthten  esphasize the ubilitarian

praoduction skills. There are different Fforms  of zsecosdary
schools; {1 or rample, vocatiomnal s=schools whicon orovide

agricultural science and mechanical training for their students

t

Ly atter graduabtion.

7

who go into the production +orce imnediate

Different forms  of higher education are now being cubt into
practice. They include work-study agricultural colleges and

workers’' wuniversities run by factories.

Educgation in China_ 1958
(The ﬁeriad of the Great Leap Forward)

In 1938, the OCentral Conmittee of the Chinese LConsanish
Farty and the State Council issued a directive which stated (Hu,
1962) s

Education must

- fulfill its political role,

- serve the cause of the prolestariat,

- combine with productive labor., and

- be carried out under the leaderskip of the party.

In this proclamation thera was a zhift in the zmphaszis of

=

the purposes of 2ducation Jrom szerving tha nesd for sconomic

development to serving the need of the politicel ideology. This

- 47
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set up the tome for the OGreat Leap Forward Movement in China,
when the country, under the leadership of Chairman Mao Ledong,
embarked on a social experimentation aimed at creating more

equality among the people, through @liminating the gaps belwaen

the intallectual and nen—intel lastual , Lecnnoorats ano

vowlhiich bhe

workers, cities and rural areas. This was a period i

general emphasis wasz "red" over "axpert."

(197&5~nresenl))

-~

Since the end of the Cultural Revolution in 1976, there
has been a significant effort to more closely link education =nd
economic construction. This has been spearheaded by the Research
Institute of the Ministry 0% Finance, which has sfated that

investment in education must be a priority for the future. The

1)

goals ar=a to:

- Universalize primary education and reduce the diropouk
rate, now estimated to be around 60Y% (Hawkins, 193%).

- Dramaticaily expand higher esduczation enrcllments.

- Bxpand secandary technical education programs and
*
graduates.

- Frovide more adult education in the form of spare-tima
schools.

The Communist Farty’s Central Committee neld ‘wo major
meetings with representatives of the Ministry of Educaticn in
order to map priorities for the 198¢°'s. The resulbts are
summarized below (Hawkins, 198%):

- A multi-layered education svstem =hould be developed with
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an emphasis aon "key" elemantéry, seccondary and Higher
educational institutions. If regional ineguitieg result,
there should not be an attempt to move toward unitormity
in the educaticon system (emphasis providad by the present
authar) .

- In higher eduation, the key word is "diversificalbion."
New experiments should be tiried and hranch - :
@2loped along with CDF“”:Q foeries wid

be dev
classas.
- Although state-supported schools will continue ta bo the

cornerstone of China = educaticonal syshtam,
managed" schools should be encouragead.
county level should be supported in their
establish and finance primary and secondary zc”oclﬁ aAs
conditions permit.

o .=

- There has been an averamphaszlsz on soianca and
curricula in higher education institutions. 3 : .
there 1is a shortage of economistsz, managers and political
and judicial cadres. Students should be encouwraged o
entroll in these areas.

- A key area of reform should be secondary education.
Currently this area is too regulated and restricted.
The priorities of the 1980's should be on expansion
and flexibility and on providing secondary education.

Figure 1, 2 and 3 precent the structure of Uhina = suhuql
svstem over different periods. Figure 1 represents  the school
system in  the 1930°'s; Figuwre 2 is a composite creation drawn by
Hawkins (19837 to represent Mao’'s idea of s=sducation in the
society; Figure 3 is a representation of the school svstem in the
past-Cul twral Revolution era, the present situation.

From these figures it can be seen that China has been

undecided about its =ducation priorities, and aboub whether to

adopt a multi-tracked or single—track education system.



12
2

China

An inherent dilemma in education irn China iz the emphasis of
education ko ftrain citizens into political AuaimenessE, b Himadn
the proletariat, to equalire the ooportunity to education - the
emphasis on  the "Red"; ar, bto trasin the educationally uoire

"capable", the intellectuals with technical skills sor=aly needed

by the country possibly at the expense of opportunibies for bk

i i

masses —- the amphasis on the "expert. Chivia has  gong thnroudgh

J

several major evolutions since 17249, each time the ewvolution wasz
spurred by the conflict betwe:an "Red" and "expert" (e.g., Taylor,
1981i7. In a sense this dilemma is not very different in nature

from the conflict of training technocrats or the masses az in

Im

other Fountries. Only in China, the conflict takes on a sensa of
urgency and magnitude that is uwnrivaled in  any other countbtrwv,
Each time, the changes in eaucaticn (as well as in cther sectors)
in China have been fundamental, involving drastic changes in the
educational structure, admission policies, and length and caontent
of the curricula. The Fonflict has been s intense that it has
previously resulted in violent confrontations among teachers and
rival student groups during the Cultural: Revolution. At the end
of the Cultural Revolution, many of the schools were closzed down
and teachers were sent to labor reform camps or con%inéd to their
living quarters. Normal education functions stopped for & period

of time in China. The experiment during the Cultural Revolutien,
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aimed at equalizing thé differences between intellsctual elites

and peasants and workars, proved unsuccessful. China has now
returned to an emphasis on the "eupert." Howaver,
amacratization of opportunity tao 2ducation has  remainec an

important enphacsis of aducation inm China.

H

u

lonfaormal educatian in Chinsa
It is agreed by many authorities on education in China that

the mast impressive aspeact of China's sducation is its neansormal

education programs. [t is estimated that in China now 2%% oi all
industrial workers are participating in some form of nondormal
education. Nonformal educatiomn in China, started in the carly
1950 °'s, was aimed at providing ppportunities {for older adults,
peasants and workers to learn to read and to promote the
political ideology of the party. It has now evolved into a
complicated system which accommodates the zducation reeds for
millions of Chinese students (Hawkins, 1983).

China’'s nonformal education system can be divided into a
rural sector and an urban sector. In the wban sectars; there

are spare—time schools sponsored by the factories, commercial

enterprise and trade unions, whose purposes are to increase

literacy, impart political education, and upgrade workers’
tachnical shkills. Speciric programs invol ve evening classes,
correspondence courses, and radio—and-television classes. It was

reported that 804 of the graduates of the radic-and-television

P

"colleges" met the standard set by regular uwniversities. (Bei jing

N
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Foreign Language Fress, 1982).

In the rural sector, the?e are literacy classes, short-term
training classes and inFormation dissemination activities.

Monformal education systemz in China are admninistared in A
adhos t'\:'al_f.l_tr‘:a i3 Looal Citgant zataons. zutahi A tnIyohoi s R R
unions, factories and commnuwnity organizations. Fgministratbd
educabion in China has undergona sevaral evolutions, swinaing
between centralization and decentralization; the avolution .of
administrative structuwres parallels the situation of Red vs.
aupert. In 129244, before the [Fzople’'s Republiz was eshtesli
public schools in China were centrally contraolled but locally
financed. There also existed a number of church-sponsorod
schools and private schools of varicus kinds.

After the establishment of the Feople’s Rezpublic o+ China,

the government took over the administration of thae sducation

system. The ‘private schools were closed down in bne 2arly
1960 5. The education systen in China becans ¥

zentrally controlled 1like wmost other operations in China in the
G50 s,

From 1958 to 19460, during the Great Leap Forward movement,
there began a process of decentralizince the aducation
administration. From 1260 to 1966, when the UGreat Leap Forward
prove unsuccessful, there was a retwn Lo the centralized conltrol
of tke administrative functions of education. From 1%4& to (97&,
during the Cultural Revolution, China again expeirisentsd with

local control and fipancing of school s. In 4act, during the
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latter part of the Cultural Revolution, most of the schools were
closed; there was a general chaos in education as well as in
other sectors of the society. After 1976, the government adopted
a more standardized centralized planning model. The Ministry of

Education now malkes major policy guidelines and allocabes

funding. There is now a now wropasal  for policies to be made

centrally but implemented by local authorities.
There area different types of schools in China under

different administrative authorities. The Lkey

administered by the provincial | authorities o muriicipal

authorities.

In 1979, the Ministry o+ Education and China’'s Central
Brgadcésting Administrative Bureau jointly started an open
university on television. These alternative programs are offerad
to workers, primary and secondary school fLeachers, clerks and
other people who are already in the worlk force. Incentivas are
provided to these students by linking the study progras with
prospective promotions to higher-level positions.

One of the important emphaseszs of the Chinese Conmunist
government is to provide more access to eaucation and other
developments to the nation's ethnic minorities, who in the past
had far fewer opportunities than the majority Han people. The
government also reporited tremendous progiress in this area:

"In 1978, throughout the country, 7,400,000 'pupils of

s Nationalities were =ztudying in giriaery schools, 3.1
times the 1951 {igure: 2,400,000 oupils in  ardinary
secaindaimy schowuls, showing an  increase of &il. . Cines; over

38,000 in secondary professional schools, an irncrease of
11.32 times and 0,000 students in  higher aducation

mincirity

A

"
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institutions, 27 times the number in 1959."
There is alsc a4 vas increase in  the number of schools
available in regions where the national ethnic mirorities 1i,e:

"In the Xinijiang Uvgur Auctcnomous Regiacn,
ordinairy secondary zchool=s 2xisted shioe bt Ly
n IR Tl

schools. . taccomnodabing, more than 80, 00U
fibet, where previously there was nobt ewen

@i w1l AV ERE SR

primairy zchool, over L0 sscondary schools amd & Large moanber
. 7

of well-agquipgad  pirimary schools  ave been s
to more than 250,000 pupils."

"N their

-

The abovementioned statistics, though impressi ve

magnitude, comparad to the nation s vast aopulation, arse still

shart of meeting the need for sducalted people. Thsmice are Lwo
perspectives one can take to evaluate the progress or lack a2+ itk
in China: (1) Compare the current situation with the ore-

liberation era and (2) compare the cuwrrert situation with other

industrialized countries in the world. When one takes the rfirst

perspective, one is usually impressed by the tramendous
improvenent; whan one takes the zacond perspective, ono 15 4lmone
equally impressed py the relative underdevelopmznt of the

countity.

In a lateral compariszon, China fares much better “han otfer
[

developing countries in primary school enroliment {33%, national

average—-—the percentage still vac-ies widely from region to
ragion.) However, onl less than 9% of the natiaon = pogulation
is admicttad to any university at all, This bespeoaks  a zerious

shortage of educatiwnal  institueticns in GChina, zEpsEcially in
Nigher levels of =2ducation.

The "experiment" in China during the Culbural Sownlubieon

o9
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(1966~1976) +undamentally .changed the admission policies, school
administiration and curriculum for schools  of all levals., The
abolition of entrance examinations to accommodate the politically

savvy, warker-paasant-soldier students, produced  a ganeration of

school orz2duates who,  according ho most obeercwbicns, arm
inadegquately equippad in basic skills. The newls irnstalload

.
(since 1977) entrance examinations and "“lkey" (elite) schools in

China’'s education system have again retwned education in China

to the pre-Cultural Revolution era’'s merit-criented ze!oction
process.  The benefits or ot the new redform ar e nob eet

clear, but all signs indicate that this new reform has not really
widaned sccess to higher education. The  absolubte number of
students in schools has increased in China since 19775 howsver,
most of the increase perhaps reflects a return to the “"normal
functioning of the schools, following the chaotic confuzion
during the Cultuwral Revolation, whan  wost  of  the schaals wera

closed and teachers sent to labor reform "schools®.

The following factors appear to contribute to the widening
of access to schools in China dwring the 1950 s:
= A coherent national policy and planning in education,

=~ A strong commitinent to nation-building and to Lthe belies
that education i= essantial to natinn—building,

=~ Strong government propaganca anchasizirg lh “in oA
democratic idea of education, Ceplacing a  certuwrizs-old

-

prejudice sgalinst education for women ans wiooei b pzacls,

- Commitkted and dedicatad education WO her S, wing eaw their
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own aspirations coincide with the objectives ot nation-
building, and

- New, innovative programs which brought education to remrnte
regions and to indeginous populatians who were not:
served by traditional formal programs.

Hi

he following factors seam o provide agbstacle: in providing
C =3

1
accass to school
— Feriodic, radical swings in central policies, togethar
with the changing of golitical leaders,

= Lack of an impersonal political machinery amnd mechanisi to
make the system imnmune to charismatic leadeirs,

- Remnants of traditional cultural instituticns., such acs
prejudice against women, elkc.,

- Lack of infrastructures, particulairly in communication and
transportation,

- Shortage of money and resources to build =chwools and to
provide instructional materials. Most of the primary snd
secondary schools are financed by local communities, a
method which perpetuates the unevenness hetwesn the rich

and the poor regions, and

SR 1]

~ The return to achievement-oriented examinatiocons for +the

selection of students, again perpetuating the dif+erences
between children from intellesctual familics and  ohildiren
from worker—-peasant families. Recent obhservatiooaz ob

S

college students admitted after 1977 alivaady oraovidos
evidence stemming from this difference.



TABLE 1. Enrollments and Literacy 1944-1979,
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Far-cent

Educational level (figures_ in _thousands)* general
School vear Frimary Secondaiy Higher literacy
1944 17,800 PO &% 20
1958 &4, 879 5E81 441 AEy
1965 80,000 12,500 e 50
1979 146,630 0,249 1020 &

Fercent of school-age population enrollad — primary and
secondary: 1949 = 18%; 1979 = &9%.

#Aall figures are estimates onlv. (Hawkins, 198%)

1744 - China Handbook, 1937-194% (New York: The MacMilian Ca.,
1947), pp. I23-3731.

1944 -~ Ten Great_Years (Feking: Foreign Languages Fress. 12&60)
p. 192. ‘

1765 - Jan S. Frybyla, The Folitical Economy_of Communist China
(Scranton: International Textbook Co., 157C), p. 449.

1979 - kong, Shiu, "Three Decades of Chinese Education,
Developmental Needs, Friorities and Strategies for the
1980°'s." A paper presented at the Fowth International
Congress of Comparative Education Societies, Tokyo,

July 1980,

Enrollment percentages from:
1949 - Ten_Great Years (Feking: Foreign Languages Fress,
19500, p. 8.
1979 - kong, Shiu, ibid.

Statistics in this table and in the text should be considered
estimates only, based on Chinese sources and extrapclations.

Source: Table reproduced from Hawkins (1983), p. 147.



Number of Students in Schools of All Levels and Typeé
(in ten thousand persons)

TABLE 2.

Z o increasza
of 1980

e A 2D 1937 1368 1980 over 194y
Highetr educational

institutions 11.7 HT &7.04 A S .
Secondary schaols 126.8 708.1 1,431.8 Sen77.8 deaig. 4
Secondary special-

ized schools 22.9 77.8 S4.7 124,35 Sk, 4
Secondary technical .

schools 7.7 48.2 39,2 KL= FB7.4
seccndary hteacher

training schools 15.2 29.6 15.5 4.8 17,8
Ordinary middle

schools 10%. 9 628.1 F3.8 5,908.1 S,501.%
Senior middle

schools 20.7 0.4 136.8 ?26%.8 4,680.4
Junior middle

schools BZ.2 S37.7 803 4,5368.3 S, A548
Waorkers and peasants’

middle schools 2.2

Secondary agricul-

tural and voca-

tional schools 447,73 45.4

Frimary schools 2,439.1

Schools for the
blind and deaf-mutes

RS |
‘Findergartens

Source: FEeijing Foreign Languages Frass, 1984,

M
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Development of modern education in vapan started with the
Mei ji Restoration (1887) (Ministry of Foreign Affairs, Japan,
1896) and was an integral part of the FRestoration. The Med ii
Restoration was aimed at creating a strang, modern Japan. It was
to a larqge extent a movement goaded by the strong econciric and
military presence of Weslern countries in Late I5bh- cantigy
Japan. e movement fundamentally changed Japan ‘s political
structure, returned power tao the enparor, M=2iji, to achieve a
wnitied Japan, and ended the-hegemonies ot the warlaords of the
Togukawa Era. The leaders behind the moveman aimes at building
a militarily and economically strong country. Education was
considered an important vehicle through which ta achieve this
goal. A modern education system -was thus establishad az an
essential dimension of Japan’'s modernization movement.

The Meiji government’'s Order on Fducation consisted of the
following points (Ministry of Education, Japan, 1980):

— Detailed analysis of the education svstems in the
West.

— Creation of a new education system with three tiers
of schools: primary, middle, and higher education
institutions operating under the central Ministry of
Education.

- Birls would be given the came opportunity to go to
school as that afforded to boys.

— Children of all social classes should attend thoa same
institutieons.

— Curricula should reflect ideas from the West combined
with continued dedication to Japanesa noral nrecapts,
pride in the country’'s heritage and respect tor the
emperor.

Careful reading of this oruver revealad szveral intarssting
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teatures which characterize aducation in Japan: equal
oppartunity of eduzation for both sexes and for children of all
social classes;y importation of Western ideas For the service of
Japan, and wmast of all, a strong emphasis on nationalism.

[ i

Education in Japan did not primarily aim to dervalop bhe
individual ‘= pctentiél, unless it helped to achieve the ultinate
objective to serve the country.

In the implementation of the Order, central and local
governmnents both bore the cost of education. (In  other
coﬁntries, to equalize the quality and guantity for all regions,
the central government uwsually bears most of the education
costs.)

The Urder also stressed the necessity and usefulness of
education, maintaining that regular school attendance is an
obligation and that lack of schoofing was considered a parsoanal
Fallure. Faraents were held responsible for their children's
attendance in school.

In the decades following the announcement of the (rder and
the establishment of the new school system, the pace o0f education

Xpansion was maintained tfirmly in an atmosphere of social
stability.

School enrollment in Japan, in tandam with the grass
national industirial product, increzased rapidly. As a rasult, the
percentage of primary school-age children in =chool rose from 2B%

in 1873 to over S0% in 1882 to over 94% in 1906 till the present

time (Ministry of Education, Japan, 1980).
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The major advances 1in enrollment ratios between 1900 and
1980 are shown in Table 1. The table piresents & picture of
extraordinary achievement both in the ratios and in the pace of
education expansion.

Itie establishiment of private educatiornal instituticons at all
levals of the school system began with the introduction ot modern
schooling in 187.2.

Thig extraordinary educational development in Japan came in
the context of rapid economic and wmilitary development. Since
the nineteenth century, Japan had bagqun to initiate military
skirmishes with her neighboring countries; these hoshtilities
culminated in the large scale invasion of China as well as other
Asian countries. Duwring World War II1, Japan occupied much of the
territories of East and Southeast Asia while engaging in the
costly struggles with China on the Asian mainland and the United
States in the Facific. The 2nd of the war Dbrought Amarican
gccupation to Japsan; education began a new era.

During the American occupation in the 195C°'s, largely due to
Ameirican pressure, curricula in Japan were modified to reduce the
emphasis on nationalism. Replacing the strong emphasis on
nationalism was renewed emphasis of the individual.

In postwar Japan, the ecdnomic progress has been one of the
most remarkable of development cases in the world. Duwing these
years the education system has been both a strong contributor to

progirass and & prime recipient of the fruitz of =conomic

advances. 0Over the period 1955-1978, per capita income rose 18
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times to nearly $7000 "U.8." At the same time the nation’'s gross
industrial output increased 29 times. Belbween 195% and 1978,'the
total funding for education grew 32-fold.

Japan s educational enterprise has also served as both a

zausze and an effect of events in other aspects of rmationar 1ife.

The continuing expansion of schooling opportunities to all
segments of society over the past century has contributed toc a
higbh degree of social mobility and a resultant leveling of the
sdcial—class Syétem. Children born at a particular social
stratum can always use education as a vehicle to climb the zocial
ladder. Since access to education is provided to evervyone, it is
the performance of an individual in the system that determines
success or failure, a condition far dift+erent from that found in
the strictly stratified society in mid-19th-century Japan (Kida,
at al., 1983).

Table 1 presents enrollment statistics of Japanese schoole.

Gbszeirvation (Cummings, 1780) of madern schools in Japan
indicate the following characteristics:

1. Divisive interests are involved in education:
The central government and business sector look upon
education as a means for training'a skilled labor force and

highly qualified manpower, for identifying prospective
"elites, and for teaching a common cultuwra.

2. Japanese schools are inexpensive:
From all indications, schools in Japan are well managed.
Lower percentages of expendituras are allocated to aducatiocn.
Froportionate to the enrollment, there are fewer teachers
than there are in the United States and in other developed

cauntries.
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Japanese schools are equal:

The postwar public concern with education has placed
pressura on the central government to reduce inegquities in
education expenditure per student. Today, at the compulsory
level (nine years), there is virtually no variation between
regions in school facilities and teacher qualificatione.
Remartable equality in distribution has been establizhad in
tarms of basic essentials in education. Similar1§1 Leschers
in Japan tend to have universally esquivatlenrnt gqualidiicaticns.
There are even laws which subsidize children from low-income
families to pay fcr =chool lunches, sxcursions and othas
regular activities. The law also provides bLransportabion
subsidies to enable students living in small islands to ride
boats to mainland schools, and also authorizes salary
supplements to induce shkilled teachers to worlk on the small

islands.

ifi

4. Japanese schoolz are demanding:
A nationally standardized cuwrriculum is implemented in svery
school. The curriculum is very demanding. The school days
are long and more numerous; 240 days per year as opposed to
180 days per year in the United States.

The school is an education unit.

th

6. Teachers are secure in Japan.

Teaching in Japan is a respected profession. feachers are
highly regarded by society and receive a reasonable salary. #s
public servants, teachers in Japan automatically receive tenure
upon initial enployment, provided there area no special

circumstanceaes.

Cummings (1980) also observed the following characteristics

of the education process in Japan:

With the increasing importance of the school system,  a
child’'s progiress through life in Jagpan is now marked b5y sc ooling
events. The opening ceremony in a schaol is always an important

event invalving both parents and students. Schnol premiszes

- ® - K] 3 .
assume an important function in a community, where important town

0
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meetings are held. Farents participéte extensively in the school
process. There 1is & close relationship between schcols and
parents.

In Japan, student absenteeism is rare. 0On a given day the
absentee rate is ususlly less than 1%. Farents bBeliowve chialdien
should go to school and take it as their own  resgponsibility to
see that their children go to school (Cummings, 19803 vYaou et ala,
1584).

| In the classrocﬁ, discipline is maintained ir arn orderly
mannei-., Disputes between students are handled With gireal care,
invelving the students, parents and school officials.

Japanese schools ares designed for comventional teachirngy
according to Cummings’ observations, this seems fc be what is
going on in the classroom. Teachers are requireq to teach from a
nationally standardized curriculum (Cummings, 1980). It waz also
cbserved that teachers in Japan spent more time engaging students
in the curriculum (Stevenson et al., faorthcoming).

Education in Japan and career opportunities are claosaly
related to each other. BGaining entrance to a better high =school
and a better university will guarantee a person a better job in.
Japan. This intimate linkage between employment and education
provides a véry strong incentive for individuals to go tae school
and do well.

In addition to quantitative expansion, Japanese education
also excells in teaching basic skills in reading and mathematics.

A series of studies is now being carried out at the University of
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Michigan/Ann Arbor, under the direction of Harold Stevenson,
which is analyzing teaching materials, classroom interaction,
teacher and parent attitude toward school and scholastic
achievement, and cognitive development of =chogcl children in
Japan, flaiwan and Minnesota (Stevanson, 1983 and torthzomingi.
It will he interesting to see the results of these studies to
identify the wvariables that make schools and education in Janan
sc effective.

There is no single factor that contributes to the success of
gducatiaon 1in Japans there are, however, a cconstellation of
factors that have contributed to the success of education in
Japan.

Fut into the framework of our categorization of exogenous

and endogenous variables, the success of Japanm can be better

understood:

EXOGENGOUS VARIABRLES

Japan’'s population is relatively small compared to that in
China. The country is small and therefore, within the five major
islands, the density of population is very high. Large cities
like Tokyo are known for their crowdedness. Japan 's population
is readily accessible. There is a well develdped transpartafion
system in Japan. There are no outlying regions to speak of.

This efficacy in transportation and communicatiorn facilitates

educational sxpansion.

./]_,
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Japan’s'population is also very homogeneous. With the

exception of some immigrants from other Asian countries and the
native Inus, people in Japan share essentially the same culture
and language. There were no barriers in education caused by
cul tural or lanquage differences.

L

etween-sector _coordinat

It
ik
12

Education in Japan, since the Mei ji Restoration, was seen as
an integral part of a national building movement. Different
sectors in Japan closely coordinated +*o promote, the ecanamic
welfare and the smooth and efficient operation of the country
(Vogel, 1279).

Education planning and economic planning are «clesely
coaordinated. Education fock precedence during the HMeiji
Restoration, because the government saw educaticn as a tool .to
tirain the manpower, and instigated an awareness in its pEople for
economic betterment, modernization and, during the Meiii era, a
strong nationalism.

The rapid economic development in Japan during the Meiji
era, as well as after World War II, improved the standard of
living. Japan was also changing from an agrarian society to a
post-industrial society with @ different set of manpower needs.
All these prcvided incentives for education and the atfordability

of education on the part of average.;itizens.
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The close coordination between education and economic
development provided a close linkage between educaticn and
amployment and between education and upward omobility. Entranca
to h;ghér level education is determined strictly on the basis of
competitive examinations that are content-oriented. Family
background and social status do not determine a person’s access
to the more reputable schools unless they can be translated into
better academic preparation. Farticipation in education is
perceived in Japan as a basic and essential way of moving into
desired social strata and to fulfill one’'s aspirations.
Education 1is perceived as an integral pért of a person’s
development.

Traditional culture values_education

Like other East Asian societies, the Japanase place a high
value on education for its own sake. A "learned parson,"
("Sengei"), is highly respected in the society. Failure in the
education system is considered a loss of personal honor. Gefore
the Meiji Restoration, education was reserved for the elite

class;y once it was offered to average citizens, people valued

the opportunity to go to school highly.

Schools in Japan are an essential part of the community.
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Teachers and administrators are respected members of the
conmunity. Because aof the perceived relevance and traditional

values, parents see it as their resﬁonsibility to <=send their
children to schocl, to help their children in schos! work and to
cooperate with  the school. The same cloze cocperation and
parental involvement are not always abserved in the United Statas

(Yyao, et al., 1984).

EMNDOGENOUS VARIABLES

The education system in Japan is- apparantly vary ef$iﬁient.
The proportion of education expenditures is smaller in Japan than
in other dgveloped countries. There are endogenous variables
inherent in the education system in. Japan that make the svstem

N

efficient and effective.

Education has been accorded a hidh priority since Lhe Meiji
Restoration. The government was commnitted to developing
education in the country. The central government bore the major
burden of fimancing, and laws were enacted to help the poorer
regions with education financing. Today in Japan, there are no
significant differences between the poorer and the richer
districts in terms of expenditure for education. Facilities and
teacher qualifications are also wvery similar from one r=2gion to
another (Cummings, 1979), thanks to the comnitment aof the

Japanese government to its support of education.
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Frivate schools are part of the Japanese education system.

These schools observe the same standards and uwze the same

1

curricula as public schools. Ey involving the private

the government increases the capacity of the education system.

Efficient schools

Japanese schools are run efficiently and in an orderly

mannar . There are fewer school personnel relative to school

enrollment.

Within education “penditures, teacher salaries occupy a

smaller percentage compared to that in the United States and

other developed countries. There are fewer teachers relative to
the number of students. Teachers in Japan typically teach large
classes (around 40 students per class). Order is established

early in the school vyear. Japanese teachers are able to engage
students for longer periods of time on academic tasks. This
makes education production in the classroom very afficient and

reduces the unit cost of eduzation.

a0



TABLE 1. Percentage of School-age Children in
Primary Schools 18864-1946,
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Soviet Educational Palicies ana Practices

One of the most prominent teatwes of Soviet education is

the extent of rigid control exercised by the central authorities

and the degree of unitormity enforced in policy and practice

thiroughout the entire country. In

country, there are local differences, and there are instances of

things occuwriing at the school level withoutl the knowledge or
approval of the higher achDrities. Yet in the +tormulation of
basic policy and in the details of school practices, hthe
authorities keep a +irm agrip on what happens in the Soviet

schools and colleges.

i
1]

Education must serve the needs of the Soviet society

interpreted by the Communist Farty. 7The single-mindedness of

Soviet policy dims makes it possible to generalize about Soviet

education more easily and accurately than about any other courTtey

approaching the size and complexity o+ the W. 8.8 R, tbrant,

1977).
In appraising the educational system of any country, certain

aspects must be considered. The ftirst involves the "professed

aims" ‘of education. In the Soviet Union, this means what the

Communist  leaders, echoed by educators, proclaim to be the

principles and purposes of Soviet education. (hese are the
ideals, tiranslating into policy.
The second aspect is that of ‘“actual practice," which

includes the school system itself and how it operates. The third

aspect concerns the "actual results," or the product of the

such  a  wvast  and varied

A

N
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system as it ftunctions in practice (Debitt, 1941).

The basic aims of Soviet educational policy are unigue.

Communicst aducation sets for itsel+ a mnuch broader task than mere

instruction. It not only ains at pireoviding the youth af the

country with those kinds of knowledge and skills that will hbe

most useful to the state, but also seeks to remold the charactar

of the individual and inculcate a uniform pattern o+ prescribed

beliefs, attitudes, sentiments, and values consonant with
Comnunizt ideology (DeWitt, 1951). PFolicy respondz to pracmabtisz
considerations, i.e., trraining persoannel tor an  economy

undergoing rapid industrialization.

Lo 1 R A L ) e e oo et e o s G et St

From 1850 to 1917, public education spread throughout the

Russian provinces through the "zemztvo" which was  Lthe local

administrative body in Tsarist Russian. The zemstvos paid

particular attention to the constiruction of new schonls. They

also opened their own teachers’ colleges and organized special

courses for the improvement of teaching methods. Extension

courses were established for adults and libraries were built

(Reynolds, 1981).

The expansion of schooling in the Russian countryside after

1864, bringing basic education within the reach of Lthe majority

of peasants in the European heartland, was initiated ULy the

purpaseful saelf-activity of the anonymous peasant willions. The
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contribution of the "elite” (through loecal zemstvos or

large scale aonly after the grealt {famine

dicslocation and disorder

- officialdom) began on a

of 1891-22, when sians of social stress,

bagan to mount. tefoi~e  that date, 1l wasz the psasants who
the

supplied the energy, money and =tfort to launch and maintain

schocl expansiaon. RAfter that date, peasant preszurs for gaore

construction

—

schools continued to aftfect the pace of schoo

(Eklof, 1984).

fhere were three stages of Russian aduszaticrnal history attar

1864. In the first stage, the peasant-spoansored "volrve" schools

spread rapidly. During the second, the "remstvo" organizad the

schools and then began slowly to aésume the costs. In the third,

‘beginning after 1900  but gaining momentum after 1908, the

Ministry of Education gradually took over the "zemstvo" schools,

assuming the cost of school construction and maintenance and

setting the rules on how schools should be built and run, and who

should teach.

There was an increase in all primary schools, rural and

“urban, from 8,000 -in 1883 ta 25,000 in 1878, to 86,000 in 1896

and to 100,749 in 19211. The increase in the numb=r of pupils

was, for the respective years, from SOL,000 to 1.1 million, 2.8
million to &.&6 million.
With the increase came a crush of applicants but not snough

The 1211 School Census showed that in 1210 some 999,852

schoal s.
were formally denied admission to the elementary schools. Tinis
was aut of an estimated school-age population of 12,060,000 and
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an enrolled (ages 8-11) population of 6,600,00@.

5 late as the end of the centuwy, nen-—-institutional sources

still accounted for a remarkably high proporticon of the total

nunber of  literates in the ‘countryside. Thirty-six parcent of

the literate factory population learned to read and  wreits from

"f2achers"” hired individually by parents or collectively by

villages. Frivate education, although outlawed, was maintained

in the countryside.

The percentage of the populaticn above the age ot ten who

could read and write increased from 4 percent 1n 1897 Lo 4§

percent in 1914. The degree of literacy was higher among men

than women and higher in the wban areas (Reynclds, 1981).

One of the first duties o+ the Communist social ravolution

was the institution of secular universal public educaticon.  From

1918 to 19237, drastic measures were taken to uproot the

t 3

educatianal system and to lay the foundation for Soviet ideology.

The'government began the task of btuwilding a universal eslementary

zchoal system to erase illiteracy. Starting at the elemenhary

level, the government built a single ladder systen, intearating

general and vocational education. This represented the concept

of equaiity and unity of all the people under the working

peoplas’ "leadership" (Resynolds, 1981).
Immediately after the Uctober Revolution, the new Zovia

government began to introduce a szries of fundamnental =ducational
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reforms. The new policies were promulgated to solve the social

and educational problems created by the revolution and to Justify

about by the new oabjectives. These

the new practices brought
abjectives had ta fall within %the framnework o©F the anifying
revolutionary theory.

The following outline guided tha educationsl palicy oF
Russia in 1917:

The Constitution of the Russian Democratic Republic should
guarantee:

- the right of the population to receive education in its

own tangue,
~ the separation of church from state,

free, compulsory general and polytechnical education,

the supplying of all students with {food, clothing, and

schoal supplies, and

- transfer of all mattersz pertaining to sducaticn intec the

hands of the demagratic organs of local governments

(Shore, 1947).

In Russia, o the eve of World War I, primary and secondary

schools had an enrollment of 7.2 wmillicon pupils (DeWitt, 1961).

- 0On January 23, 1918, a decree was issued that separated tihe

church from the state and the schaool from the chur-h. The school

became a secular institution. At the same time the national

mincrities were given “he right to instructicn in theis native
rright to

language. Women obtained equal rights, including the

education at all levels.

/ \\¢
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Since the schools were to belong to the people, they were to

be fully accessible to all childicen af both zenes, and

instruction was to be free. The whole system from kindergarten

s the university waz declared Lo be one school. The bazic Iink

was to be a universal, free, compulsory, saculear  and

undifferentiated school with a general nine-—yvear course  of

instruction. The first level would consist of five yaars and the

secand level would consist of four years.

zintesr wasz antitlead

Any person who had reached the age ofF
to be admitted into any institution of higher learning without

submitting any certification of graduation from a sacondary or

any other school. The only requirements were an icentity card
and a birth certificate. All tuition fees were abolished.

The fundamental aims and principles of the Soviet

aducational system were laid down in 1919. These provided for

MU SEr L 8s,

the estabPishment of pre-school institutions such  as

kindergartens and children’s homes, and free compulsory schools

for all children of both sexes between eight and seventeen yvears

of *age. University and other institutions of higher education

were to be open to all. Education out of school was %o be

expanded to include 1libraries, schools For adults, peoples’

palaces and universities, cinemas and theatres. The state was

to supply all pupils with food, clothing, boots, and free school

aids.

For all the problems encountered by a poor country that had

Been recently devastated by war, this program graatliy exceeded

N\
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the real possibilities. The opening of universities .to all

necessary to create

without any special qualifications made it
special facilities for preparatory studies. For instance, the
borkers' ‘Facilities which were affered  at the highze schools

offered pireparatory courses. Fredictably, tne social composition

of the student body was radically alt=red. In 1925, #8.3 parcent

of all students enrolled in the universities had come from the

Workers’ Facilities.

Anpother decree in 1919 made 1t compul sary for

population of the republic between the ages of eight and +fifty to

learn to read and write in Russian or their native language. It

provided for a twa-hour reduction in the working day, without

loss in wages, for attending schools for reading and writing. An

intensive publicity campaign was undertaken to persuade the

illiterate that it was their basic civic duty to actively help in

the speedy achievemz2nt of wniversal literacy. By July 19E1, 4.8

million people, most of them in the Red Army, bad been taught to

read and write. It was not until the late 1920 's that the point

of almost complete literacy amang adults was reached. In 1939,

95 percent of men and 81 percent of women were literate (Tomiak,

1972) -

By 1920, total enrollment in Soviet primary and secondary

schoals reached almost 10 million.

EQHEQELQE-QDQ_EDQ_NQE_EEQQQELE_EQLLEZuLlEEl:gzl

plan was prepared for introducing universal
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for the whole country.

primary education on a compulsory basis

It became evident that ideology alone could not accomplish this

feat. Exhausted by the war, the Rewvolution and +for=ign

tntervention, combined with the lack of capital, no wndustrial

production and a decline in agricwltural output, the courntry was

tacing disaster. Early in 1923, fees were ilnpozed at  all levels

of education, with some exceptions. Une ot the fundamertal

principles of Communist education -—the right to free education-

ceased to apply.

The dreams of progress turned into a nlghtinare of

regression. In the first months of 1221, the nuwuber of primary

schools was estimated at between 76,000 and 82,000 with & to 4.8

million pupils. Ry AQpril 1922, the number of schools had dropped

to 68,0003 by December 1922, to 55,0003 by October 1%92%, to

49,000 with 3.7 million pupils.
In 1924, there was some Linprovement, and  1ndusteial

piroduction was roughly back to prewar (1913 1levels. This

continued in 1927 and 1528.
The middle 19220°'s produced many interesting innovations and

ideas in educational thought. One was that productive work and

socially useful labor were the bases of all education.

During this time *the U.S5.8.R. was transsocrmed firrom an

agricultural economy to a rapidly developing indusirialized

economy. Education was one of the major factors for industrial



Saviet

arowth.
The First Five-Year Flan pushed on with compulsory aducation

of all from th=z age of eight for at least a fow-vear course of

primary schooling. It alseo introduced wniversal coampulsory

schcoling faor boys and girls up to age fouwrteen Lo industicial

towns.

The need was for more and better trained scientists and

teachers and for the training of practical workers. Selaection

methods for admission into higher =2ducaticn  and ra2zearch

establishments were changed. Greater importance was placed on
In the academic

academic contests and scientific competition.

the country's higher education institutions and

vear 1929-Ia,
more than 3,000 postgraduate

research establishments had
students, nearly two and a half times the number in 12i7-28. The
foundation for an intensive prageam pf  indushkrial  and

technological improvement was laid.

.

Major policy changes came in the next year with mandates to:

Increase the efficiency of instruction of pupils for studying in

higher—-education institutions and technical schools: stirengthen

school discipline; revise all courses of shtudy in primsry and

(by 1932, almost all childresn aged eight to

secondary schools
eleven were receiving full-time education); and to reinstate the

school textbook as the principal teaching aid in 2lace of the

project method and other "progressive" eidperiments.

During the Second Five-year Flan, a wuniform system of

grading progress was introduced. A scale of one to five was
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adopted. The grade of five/excellent exempted a candidate from

an axtrrance examination at the higher education level. Al so

adopted was a unified system of certiftication of the scientific

and teaching personnel at institutions of higher learning.
iy this time all prcogressive ideas and maethods  were ool
vpon with disfavor by tihe political authorities, for they were

seen as being anti-Marxist and unscientific. FPFsychological tests

and intelligence tests were abandoned.

The Third Five-Year Flan (1-Z228-4.) outlined a plam v the

intrraduction of universal ten—-year =ducation in towns and seven-

vear education in rural districts. A detailed system was
introduced. for registering children subject to campulsory

education and for a strict check in regular attendance. However,

in 1940, tuition fees were imposed in higher educaticn and in

grades eight to tem in secondary schools (Tomiak, 1%72). Even
50, there wazs a steady enrollment i1ncrease hto 54,4 million in

primary and secondary schools at the beginning ot World War 11

(DeWitt, 1961).
With the danger of a German invasion, “tensive pirocarams

were developed to prepare large numbers of skilled workers:

Vocational schoels with a two—-year course of instruction: railway

six—-month

schools to train railway transport workers; &nd

training courses in factories (FZQ) to gprepare skilled workars

tor the basic industicrias (Tomiak, 1972).,
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The German invasion dealt a staggering bGlow to the Soviaet

geducation system. A total of 82,000 szschools atltendsd by 13

million children were destroyed in arsas undzr bempovary dMazi

occupation, as were 334 institutions of Nigher laarning.

Countless libraries were buwned to the ground. An untold numbar

of thousands o beesn-

1]

teachers were killed in action. Hundimed

“r:

aQ

i

aAged boys and girls were left to man the factories in wartime

(Kuzin, 1972).

In order to familiarize adolescentes with the techniqu=s of

warfare and to prepare them for taking part, two lans were passed

concerning military and physical training ot pupils. In the area

industrial tiraining, special vocational schoals were organizaod

G

for children aged twelve and thirteen in order to give tiem a

four—-year cowrse of general education and vocational Lraining

cambined. Over two million young workers were trained in the

vecational schools and FIZI0 courses during the war vy2ars (Tomiak,

1972 .

in the middle of the war, the compulsory educatiorn of

children from age seven (instead of eight) was intraduced. A new

type of evening school for general education was ocpened for

-~

warking youths who had interrupted their studies bzcausz of the

warr. The network of vocational-technical schools was considerably

upanded. (Kuxin, 1972).
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The Fourth Five-Year Flan emphasized reconstruction and the

develcopment of the national @canomy. Froposed wara the

restoration and expansion of the network of primary and s=zcondary

schools. Frovisicns for  compul 20ty education Far all zhildren

fraom saven yearrs of age were introduced. Flarmsz wors asmade fo the

impirovemant of the gquality of teaching and aducatisn in Lhe
school s.
By 1250, there were 200,000 schoolszs of general =aducation

with 33,53 wmillion pupils, of whom 7.5 willion  atbtended 18&, 000

sinall primary schools. The number of seven-yearr schosis rose
firam 45,700 in the schoal year 19240-41 to 99,400 in 195051, The

number of ten-year schools lagged behind. Theare were ocnly 19,000
of them with 10.2 million pupils in 1950-51, while there had been

18,800 with 12.2 million in 1940-41.

other branches of the educational system, a guicker

In the
racovery was made. The seccondary specialized educatinan
establishinents reached the pirewar level in 1247, The

institutions of higher education accomplished the =same in 1548,

Co—-education was discontinued in the complete secondary schools

in the late 1940°'s and separate schools for 'boys and girls were

introduced in all large towns (YTomiak, 1972).

Then the Soviet government turned its attention to the

praoblem of political education. A system tfor training and

]

ratraining lzading party members and Soviet workerz was adopted.

b

; Yy suocesstul.

This eaffort ke tirain specialists was not  vea

According to the statistics of the Ministry oi Higher ZEducation

\\(’.\ |
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for 1949-50, 238 of the &l14 heads of departments of Marxism-—

the £,7%& lecturers in the subject in

Leninism and 2,201 of

higher education ectablishments had no degrea or title.

the Fifth and Sixth _EFiverxass Plans L1195

[ increase Lo heaoher

The Fifth Five-vesar Flan proposec  &n

training and & doubling of the number of graduates in higher

aducation entering the important branches aof industiy. Alss, a

IG-%5 percent increase in the number of studerits graduatiog deran

higher and secondary specialized education establishnents was

proposed. Flanned were the improvement and expanszion in the

teaching of science. Also introduced was a plan for compulsary

ten-year schools. In 1952, polytechnic training in the school

was reintroduced.

fuition f=es +for pupils in the upper grades of hh2 zecondary
schonls were abolished. Evening andg correspondenasn SouwrsEs in

secondary specialized and higher education institutiocons were

planned. These were intended to incirease the nuabar of stddsnts

-.who could attend without giving up +u11—timé empl cyment.

Boarding schools were introduced on a large scale. The idea

was vigorously pursued. With the high costs involved, the

boarding schools began to receive less and less atteniicon in tha

years following (Tomiak, 1972).

1950 marked a turning point in Soviet school

The year

enrollment. Elementary grade enrollment was cut almost  in hald,

dropping from 23.7 million in 1948 to 1Z.1 million in 193, This

P
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decline can be primarily
rate during World War 11
The Sixth

prragrass

lite,

14

attributed to a sharply' reduced birth

(DeWitt,

19517,

Five-Year Flan (1956-60) includsd the plans for

sive a@xpansion forr all the different biranches of nshicnal
econanic as well a5 cultbuwal. I 1eSE,  athior  the
Memorandum, the following =adecational policiss were

whrushchey

enacted:

1.

4.

Universal and compulsory eight-yvear education zhall be

introduced;

the ages of

Complete secondary education beginning from

fiteen or sixteen shall be carried out on the basis of

combining study with productive work:

TEe

Complete secondary education shall be given in th

basic types of schools:

a. Schools for young workers and rural voubhs,
offering part-time education in out-ob-uniri how s,

b. Secondary general-education labor polytechnis
schools with production training, sifzring throe-
vear full-time educétion after eight vzars of
compul 2ory general education, and

c. Technical schqols and ather secondary specialized

education establishments., offaring both garmzral

secondary and specialized secondary education on &

full-time or part-time basis; and

i

Froduction training and scecially weceivi wars may b

carried out at instructiornal and producticr wvorkshops in
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nearby industrial enterprises, in pupils’ teams an

collective and state farms, akt instructional

experimental farms and at instructional production

workshops in schools o Grroups orf achools Yomniak,

New curricular plans were included. Mananist zubj2ocbz cane

\
e e aaem ETA

to occupy 3IP.S5 percent of the total teaching hime,

percent, labor training and socially useful work 15.7% parcent,

soduization LT

di-awing, music and singing 4.2 percent and Gy sical

percent.

The lowest percentage of total population was reached in

1956 with 28 wmillion students enrolled. fotal enro.laent

increased gradually in the late 1950 ‘s, reaching about F1 million

in 1959 and over 33 million in 1960 (about the same as 1730)

(beWitt, 19&1).

Educati .n_D.L_u:.i_ng_gng_ﬁ.gxgnzn_anc_!_E-.i.gb.t,lz_:..i..xg:\_’gé\.c._i;-'-_.:ﬁn.s___(.;':-‘:é.i.:zg)_

The Seventh Five-Year Flan (19&61-650 stataed thak in the

field of education the following were to be the main hbash:

the country in the period of transition to Communisms:

"cardinal soccial problems" by the

.

1. The salving of ‘the

\
elimination of substantial distinctions between mental

and physical labor:

2, The introduction of universal coirpulsary zacondary
aducation for allj
3. The public‘upbringing of children of preschocl! age and
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zchool age in preschool institutions and boarding
schools of different types;

4. The creation of conditioné for & high standard ot

gtruction and educakion foir the vising gqerneralicong and

S. The eupansion of higher and secondary specialized
education (Tomiak, 197d)

The attempt to bridge the gap between physical and mental

work by combining study with production training ran into sarious

. The econdary general-education opolviechnic scohoaols

I

roblams

[H]

o

could not cope in an effective way with industrial prachite and

uwl

still give students a wide range ot choice of training. Thiz wa

caused by the lack of necessary resources, eguipasnkt and

personnel . Folytechnical education, practical training and

courses in theory and practice productiaon were not sbandoned,

although the total time deveoted to them wasz reduced. The last

cF secondary schicool ook place

graduatiaon from the eleventh grade
in 1966 (Towmiak, 1972).
During the Eighth Five-Year Flan (196670, Eive Fedaral

Ministry of Education was set up and the Academy of Fedagagical

Sciences was resrganized. A Scientific Methodolecgical Council
was set up to improve teaching mehthods. Its menbzrs were

rt
n

prominent scientists, psychologists and teaching methoos axper

In the school vyear 1967-68, new syllabusesz . for labor

ware introduced +or all levals, Mew svllab

n
1.
17
i
z
1]
i
]

training

introduced in the first, second and touwrth grades, &:@

ﬂ

a number of subjects in the higher arades. In 1948 plans wvere
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announced for an increase in the production of audio-visual aids

for schools. In the same year, conpulscry Bra-canscitiphtion

military training in all schools for boys aged fiftcen and clder

15969, the first crole of sducatiosn o th

i

RS annotnced. in

eight-year school was reduced frow +our to thiree vearS.

By 1970 about 8o percent of pupils rFinishing @i ght -year

schools went on to receive a complete secondary education. In

4l

the course of five years (19646~-70), seven million specialist

with higher or =secordary specialized educaticn vere sreparzd.

The 1970 census of population showed that 735 paercent  of the
and 50 percent in the rural

working population in urban areas

areas had attained secondary or higher educations.

Education_and_the Ninth Five-Year Flan (1571-1373)
The directives +for the Ninth Five-Yaar Flan promised

univarsal secondary education by G5 The hraining of abouk

nine million specialists, including experts in the new fields of

science and technology, was envisioned. Flans were nade to ralse

the salaries of schoolteachers throughout the country By .20

percent, ta increase scholarship grants in higher education

institutions by 25 percent and to increase grants for students in
secondary specialized educational establishments by an average of
S0 percent.

In September, 1970, there were 15.1 willicn Soviat zupils of

primary age who were follawing the three-year couwrse beguan at

seven, but only 2.3 million of them ‘were in primary schools,

v
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Five years later, with a total of 12.7 million primary ﬁupils

reflecting the decline in the birth rate during the 960 s, oanly

1 million were in primary schools. By 1980, the total had risen

Lo 13 wmillion, yvebt the number of achildiren &t b

-t

decreazsed to & millicon. The rest were in zchool:z g e
"incomnplate secondary" (2ight yeairs: or  secondarty (fars wvoar or

eleven—-year in certain republics) with a faw at zpecial zcheols

faor the handicapped (Dunstan, 1983).

(L7756-1784)

The Tenth Five-Year Flan did not announce raidizal
ragt-ganization. The developmant plans called for nmore, done
better. Universal secondary education was called for. it also
demanded thac improvementsz be made in  the enkire genaral
education school syvstem, especially the secondary schools. The
school curricualuam was  focused  upon, shressisg bhe nged Lor
tradical revision of school curricula and textbooks. Eazial

aducation was axpanded. Fupil  laboir education was iapiroved.

Moral education of pupils was introduaced in new (eight-grade)

courses. A major eftort was made to bring the levels sf teacher-—

training closer together to end the disparity between wrian and
rural kraining.

The basic goal {for nationsl aducation wasz met, which was tha

tranzition o universsl ften-—-vedsr secondairy  education for bhe

Soviet seven—to-seventeen-vear—-old population. Virctdally all of

the 15-yeai--old graduaates of compulsory, =2ight-yess, inconplete
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secondary educaticn completed their schooling in one of several

types of upper secondary schools. Between Y0 and &0 percent went

from the eighth grade to the final ninth and tenth grades of

whare most complated thelr education. Iotwesn

genaral education,
one—-thitrd ard one-half of the fifteen—-vyear-oclde finlshed thae
and hmonanical

gighth grade and enrolled in schoolz ot wvocational

education. Even when the population growth rate dropped. school

graduates wer2 the principal source of industrial labor resarves.

Training manpower for the rural zectoi of the  zoonosmy was tha

number one priority.

During the Tenth Five-Year Flan, approximately 24 million

1S5-year-alds had completed eight-year scheols, while over 20

million i7-year—olds received a complete (ten-year) secondary

education in genersl education (Frchkofiev, 1982).

The Soviet economy at the beginning of the 198U's has had

tremendous problems. Output, especially in agricultures, wes vary

low. The educational system was xpecﬁed to do its share in

meshing progress in education with the needs of society overall.

The principal tasks were to improve the quality of teaching

labor and mairal education in schoal; to eliminate rformalizsm in

the evaluation of work by teachers and pupils, to make education

truly relevant, and to improve the preparaticn 5f school gupils

for socially useful work (Frokofiev, 1982).

The close linkage of the formal aducaticn system to
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occupational training intensified. Vocational guidarce and labor

tiralning within the tern-year general education  school channeled

voung people to career choices beftore they agraduated.

acadenic cowrses Lo heach

,—.

Folvtezchnical caontent was stirossed

tha basis technologies of industrial and agricul tural oaroduction.

Curiicula and textbhooks were 1apircved. "Meo-polyhzohnical ™
bias was aobserved in the curricula revisions. Deficiencies in

the organization of physical education were examined.

The most interesting educational task to appear i the

"Guidelines" was the plan to lower the age of starting schaol. [t
had been debated for many vears and had been th2 subject of

experimentation and innovatian, but this was Lhe first +time that

it had received such prominence in & major national policy

document. The goal was to ‘'create the preconditions for the

gradual transition to teaching children from the age of =ix in

preparatary classes at  general education schiacls  {(Dunstan,

Educational opportunities for all citizens iz a professed

aim of educational policy in the Scviet Union. Farty leaders,

intellectuals, factory workers, and Ffarm workers all believe in

education. Yet the ordinary Scviet citizen knows that aguality

of opportunity does not always guarantee =qguality of results.

Educzational cpportunity in the Scviel Unieon 15 inclusnced by

three major factors: social claes, g=ogranhy, and naticnal or
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ethnic origin.

The class factor affecting a child’'s educational chances is

a delicate subject because the Soviet Union is attempting
classlessnesc. vyet there are four obvicus clazzez:

1. A tiny top class consisting almast entirely o Lhe most

important party members. who wield signidficant politicel

and economic power. These receive the maximum rewards.,

2 A second class of managers and bureaucrats on one hand,

Ay

and technicians and intellectuals on the other-. Tiis

class would include nearly all of the Soviet citizens

(5.5 percent) who have some higher educaticn.

A third class is made up of white-collar anmd skilled

blue—-collar workers, most of whom have a high-school

education. This class tends to live in the cities,

although it also includes some highly skilled

agficultural Workers.
'The bottom class of unskilled farm laborers and urban

workers is the largest. Most of these ﬁeople did not

complete seven grades of school. The farm worksts forin

the largest, paoarest subgroup of this class (Jaceby,

1974).

Those whc succeed in the Soviet educational system are more

likely tc be in the two top classes. Yet parents in the third

class place a high value on 2ducation. Sco the university bzcomes

their major access intao the two top classes. [t is difficult to

gain entrance to the universities for, asz thz number of high-

v
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school graduates rises, the competition for university entrance

sharpens. The influence of <lass becomes very important.

University entrance is supposed to be based on entrance

@xanination scoires.  However, paronts wiil use any a@astre

their childrem into an institute o university. dne comaan

piractice in  the cities i3 the hiring of grivabe tutors for

students in both lower and upper grades. Fi-rivate coaching iz one

of the "gray 'areas" in the Saviet philoscphy. Thiz practice

discriminates in many ways. For one, it discrimina

thosa who do not have the money to hire tulors. The rural

families are in a double bind for, even if they had the money to

hire a tufor, they probably would not be able to find an

acceptable ane..

The percentages of full-time university studentz whose

parents were members of the intelligentsia rose from 41.1 percent

that T time wre

in 1985 to 45 percent 10 1948. buring

proportion of students with a collective-farm backgiround dropped

do  zuggest a

[

from 19.5 percent to 15 percent. These =statistic

failure to close the educational gap between classes. it is

particularly evident between the lowest class of farmers and the

rest of Soviet society.

Geography is another factor in the gap betweern opportunity

and achievement for Soviet students. The diffaraences in rural

and urban areas are caused by economic and social conditions.

Economicaily, & large work foirce is needsd on the farms
bacause of the unmechanized agticultural system. BEzcause of
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this, the gqovernment controls the movement of the farm workers.

Because the standard of living is much higher in hhe cities than

in the countryside, it is difficult to keep well-educated, well-

tirained graduates in the rural areas. Mawly tirrained teachars
spend their "two-year tenwe" in poor, rural araas, then rush

back to the cities. This rapid twnover leaves & few, 111

prepared teachers in the rural areas to teach the children. Also

because of the poarer are poorer

economic conditicons, there

facilities, equipment and materials. 2o the childran winio nead

the most help often receive the least help from the public

zschools.

Soviet citizens born on farms do not have mobility, for thev

A}

do not have the "internal" passports possessed by those who live

Entrance to higher educational institutions is one

in the city.
of the few legal ways af obtaining that official documsnihalion.

Statistics from the 1270 Census revealed the educstional gap

hetween urban and rural areas. In cities, approximately 4.2

percent of the population had a highear education. In the rural

areas, the percentage was 2.4. Fifty-three percent of the urban

residents had some secondary education bevond the seventh grade.

The percentage was 31.8 among rural residents. In the "warking"

population, approximately nine percent nad a higher education,

while the percentage was only 2.3 in rural argas. More than &3

percent of the workers had socine secondary, while only 47 porcent

did in rural regions.

National or ethnic origin is another major factor in the gap
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between opportunity and achievement. Nationality is also closely

related to uwrban/iruwral patterns. With the exception of the

the best-educated nationality groups are

v

Gecorgians and Armenians,

a@ither at Slavic origin or from the Zaltic area. U b £1Ffhosn
major Soviet nationalities, the Georgiamns are too—ranking. hey
have achieved a level of education thalt is superioce o Ihat of

nore numerous groups. MNearly S8 percent have been sducated

a
v

beyond the primary level. Among smaller naticnalities, the Jews

have rezached a point where 82 percent of their arous hace an

education abave the primary level (Fravetz, 193C).
All Asian and Turkish peoples fall w2ll below Slavic and

Baltic peoples in their levels of education. The eastern regions

of the GSoviet Union, where most of the Asian population lives,

are also the most rural areas of the country. 0One cof the serious

problems among the Asian minorities is their negative attitude

aboul education for women. They freguently cppose asduacatioe for

1]

women beyond primary school. = Therefore, mothers with littl

education are not able to helg their children with schooclwork.

n

The Soviet policy on instruction in the national language i

clear. Farents have the right to chcose the basic lanzuage for

schooling for their children. However, the general policy works

differently among different nationality groups. The Russian-

language schools are likely t5 have better—qualified teachers

than the native-language schools have. This is Linws in bBobh

urban and rural areas.

Therefore,

¥

All university classes are conductad in Russian.
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native—-1language secondary schools cannot lead to higher

education. In arcas where the general educational level is low,

the Soviet lanquage policy leads to the dominance of the Russian

language anang khe hettor—educabed (Jacnbw, 15740,

There have been several "ipnovations" to attempt to &r idge
particalarly with

the gaps that exist in the aducational systaa,

Some educaters identify the imost talented rural

.

the rural youth.

students and <2nd them to special boarding schaols. Candidztes

arre selectad by competitive examinationsz at  the agsz

Allowances are made for the disadvantaged backgrounds of Lthe boys

and girls. After a few years of rigorous study, the students

enter an Olympiad, which is & large-scale conpetittion similar Lo

an open scholarship competition (Snow, 1969).

In several experimental programs, the goverament prrovided

=pecial tutaring for rural students before the annual university

o it o ie overy cosbly

axamination. This is still experimental, ¥

The more common way of increasing educational opportunities
far rural students has been to give them preferencs in wniversiky

admissions. A form of "quota" system is used. The university is

responsible for access.

—_—

The Soviet educational system is cne of the larc

waorid. Fresently, SO million peocple are receiving instruction in

and colleges. The sirgla-mindedness O

a variety of schoolg

policy aims is complicated in practice.
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A ten—-year general education for all childrer was set as a
centrral government policy in 1938, This plan was disrupted by
World War II, but by the late forties, over half of the young
peaple wers  enirolled in full -time general schools. The massive
decline in births aftter the war atded the2 process of full
arnt-ol Iment. Full coverage 1in primary education was accomplishad

in the 19¥70°'s. Enrollment in the senior classes ot the gamneral

aducation schools peaked in 1976-77, bult has fallen back since

then {Tomiak, 1983).

In the vocational schools, graduations reoze From  about a

third of a million in 1933 to 2.3 million in 1979. The estimated
graduations in the next five vears are expected to be only 2.4

million. The growth in the secondary specialized institutions is

declining. The 1980 enrollments, on & full or part-time basis,

were  about 1.5 million. The opart-time gensral schocol has
erpanded to about 5 million pupile. The old correspordence

coui-ses have been phased out tou make way for the evening (shift)

schools.

There are numerous problems that are related te vocational
échamls and the important process of labor Ltraining in Soviet
educagion. One is that, at the age of %ifteen1 the pupil must
At the general schoocl or leave to athtend a secondary

either stay

technical—-trade school. Another is the lack of prestige attached

o

[

te attending a vocational school and its percsived value. A
third point is that the standards o general educaticon (heaching

and content) air@ not as high as in the ardinary school. bLastly,
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a major difficulty in the training of ¢kills lies in predicting

how many and what kinds of specialists will be needed.

It appears that Soviet education may be approaching &

zsolution to the problem of vacationalism in bhe genetal school

sector. The general <school i= now so broad that its pobantial

Arrangements are being made to send pupils to

cannot be ignored.

a new kind of institution, "production training centres" or
L]

"combines," which are supposed to be properly =stafied and

£ arown to 2,000 with plams bo

aquipped. &y 1981, the nuwbar had

accept up to 85 percent of the senior wban pupils. At the saone

time, efforts are being made to train vyoung neasant in

mechanizing proceduwres. By 1979-80, no less than 83 percent of

the Full-time general schools had arranged ’“deepenad labor

instruction® for their pupils, with nc less than 4.4 wmillion
pupils involved.

The lkey @lements  in the processes of espansion  and

improvement of education in the U.S5.5.R have been *the conviction

that education is the crucial factor conditioning social and

@conomic progress, and the general belief that to learn and to

woirrk are matters of civic duty, not =imply aof personal advantage

The middle 192¢°'3s praduced many interashting

{(Tamizk, 1972).

innovations and ideas in educational thougnt. One w

roductive wark and sociall usaful laboyr wera hthe DbDasis of all
u]

education.
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Access to Education In Eastern
European Socialist Countries: Programs and Policies

Introduction

The purpose of this Paper is to discuss programs
and policies which have influenced access to education
in Eastern European Socialist countries since World War
IT. The paper discusses pré—war educational systems in
six selected countries and praoblems, policies, programs
and outcomes of post-war educational reforms. Outcomes
are discussed in terms of increases in literacy rates

and general school attendance since World War II.

For the purpose of this paper Eastern European
Socialist countries are defined as countries
geographically located in Central and Eastern Europe

which have communist governments. Politically, they

all subscribe to some form n# Marxist-Leninist
doctrine. 0f these countries, six have been selected

for discussion in this paper: East Germany, Foland,
Czechoslovakia, Romania, Yugoslavia, and Hungary. This
Paper addresses these selected six countries ag g
group; however, unique features of each country will be
discussed.

Whereas these countries differ in degree of
economic and educational develdpment, and differ in
cultural heritage, they share a great many

historical experiences, including foreign occupation

3,

2\
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during the Second World War and Soviet assertion of

political ideological dominance after the war.

Educationally the selected six countries have much
in common in that they all experienced interruptions in
their educational systems during World War II and were
forced due to destruction of the war to rebuild their
educational systems from scratch after the war. After
the war all of these countries adopted socialist

educational reforms in restructing their educational

systems.

Historical Background: Pre-War Education

According to researchers of socialist educational
systems, overall, educatior in pre-war Eastern Europe
may be described as unevenly developed, but in most
cases backward (Grant, 1969; Berend, 1980; Kozakiewicz,
1980). Much of the backwardness in education in
Eastern Europe can be attributed to elitism in access
to education and lack of educational facilities,
especially in the countryside. As a result of these
two forces, Yugusla?ia had an illiteracy rate of 40
percent; Poland over 25 percent, Romania 25 percent,
Hungary 8 percent, and Czechoslovakia 4 percent (Grant,

1969).

N
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Among the pre-war educational systems, the East
German system was the most advanced. Likewise, under
the Weimar Republic, Germany had one of the highest
standards of living in Europe due to modern

industrialization and a well organized educational

system. The German educational system included
primary, secondary, vocational, and college or
university schooling. Schooling was compulsory to age

14 (Grant, 1949).

When Hitler came to power in 1933 radical changes
were made in the organization of education, however,
the pattern of primary and secondary schooling remain
the same. The major changes were that the educational
system was centralized under the National Ministry of
Education and Youth Welfare, the nazification of the
teaching profession, and the politicalization of the

school curricula (Grant, 1969).

Pre-war education in Poland is.described as of
high quality (Brant, 1949; Parker, 1972). Poland
inherited a 1long tradition in education dating back to
the Middle Ages. The Poles heritage'of scholarship can
be traces ¢rom the foundation of the University of
Krakow in 136; (Brant, 19469). Yet, prior to World War
II, the Poles experienced the highest illiteracy rate

in the Eastern Europcz region.
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Although Poland’s School Reform of 1932 provided
for compulsory education at the primary 1level for
children 7 to 15, it is spectulated that about 10
percent of th population in this age cohort did not
attend school (Grant, 19469). In the countryside 73
percent of the primary schools covered the 7 years, but
did not cover the material provided in the urban
primery schools; over 350 percent of the primary
schools in the countryside werea one teacher

establishments (Grant, 19469).

Access to education was also limited by fees for
seondary schools and lack of well developed vocational
schools. The 1lack of vocational schools limited the
opportunity for those who desired to attend secondary
school, but did not meet the requirements for the
general secondary school, to continue schooling beyond
basic schaooling. Consequently, the secondary schools

included only a small section of the population.

Likewise, entrunce to higher education was very
selective, with bias toward acceptance of children
representing more urban, professional families. In the
entire system of higher education, under 1 percent of
college students represented working-class or peasant

families (Grant, 1969).
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Consequently, whereas the pre-war educational
system in Poland was of high quality, lack of accesé to
education created a legacy of much illiteracy and

educational backwardness.

In addition to the problem of unequal distribution
of education in Poland prior to the war, the war had
davastating effect on the Polish educational system in
that scholars and educational institutions were
destroyed by the Nazis. Among those on the Nazis’ list
of priories of Polish people to be killed first were
the intellectuals, the aristocracy, the clergy, and all
Jeus. In all about 20 percent of the Polish population
was destroyed by the systematic attempt of the Nazis to

eradicate Poland and everything Polish (Grant, 1949).

After the German invasion, the western provinces
were incorporated into the Reich, Polish schaools were
closed and the Polish language forbidden; in the
meantime only elementary schools and a few technical
schools were allowed; secondary and higher education
was forbidden (Grant, 1949). Thus, due to devastation
of the war, post-war Poland was left with the task of

restructing the educational system from scratch.

The Czechs, 1like the Poles, have a tradition of
educational excellence which can be traced to the
Middle Ages. Renowned as a center of learning during

the Middle Ages, the Charles University in Prague is
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the oldest university in Central Europe. Further
Czechoslovakia has long been more industriélized, with
over 80 percent of its population urban (Grant, 1949).
Therefore pre-war Czechoslovakia was spared the
educational backwardness and low living standards that

plagued Poland and Yugoslavia.

Czechoslovakia‘s pre-war educational system was
one of the most widely spread among its population,
resulting in only a fraction of illiteracy among its
population. The pre--war educational system in
Czechoslovakia drew from the German model. Schooling
included primary schood which was compulsory to age 14,
secondary school, which offered two tracks to higher
education, and college or university education (Grant,

1969).

Two factors that influenced the literacy rate in
pre—war Czechosclvakia were the structure of secondary
education and the strict enforcement of the 1922
Education Law which made education compulsory to age
14. BStrict enfogéement of the compulsory school
attendance law increased the number of students who
acquired schocling to age 14, particularly in the urban
centers. The structure of the secondary school
included two options for attending secondary scﬁool:

academic or general secondary school and civic
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secondary schaool. Both options provide an oppartunity

for higher education.

By having two options, students who were not ready
for the more rigorous curriculum of the general
secondary schaool didnot reach a "dead end" upon
completion of secondary school. Instead, the option to
enter civic secondary school , which integrated
practical vocational skills with general education was
provided. The civic secondary school could lead to
higher vocational education® and ultimately entrance to
college. Consequently, the civic secondary school
encouraged many students who did not qualify for
academic secondary school to pursue higher education
through this route, thus increasing the number of

persons attending college.

The major pre-war educational problem encountered
by the Czechs was the unequal distribution of education
between the countryside and the urban areas. Although
the 1922 Education Law made schooling compulsory to age
14, in predominantly rural Slovakia only 38 percent of
the under 14 population went to any kind of past

X
primar; school (Grant, 1969). This meant that the rest
of the popul;tion in this region had only five years of

formal schooling.

3y
R
\



MADISON, Access tn Education in £Eastern
European Socialist Countries (7/28/8B6)

Unlike East Germany, Poland, and Czechoslnvakia,
little educaticnal reform had been achieved in pre—-war
Hungary. According to some researchers, lack of
educational advancement in Hungary prior to the Second
World War may be closely related toc the unstable
political position of Hungary, which was ruled by
successive palitizal regimes {(Grant, 1949; Berend,
1980). Hungary's presccupation with wars and revolts
resulted in a underdeveloped and ecnnomically stagnant

nation.

Consequently, prior to the Second World War,
living conditions in Hungary were among the poorest in
Europe. Fourteen in every 10,000 were dying of
tuberculosis, infant mortality was high, and
unemployment rampant. Illiteracy was 8 percent, and
over 20 percent did not even complete four years of
primary school, let alone go further. Among the
secondary grammar school students, only 4 percent were

from working-class or peasant families (Grant, 19469).

Even though *he educational «ystem in pre-war
Hungary was of high quality, lack of access to the
system to most of the populatieon, lack of reform to
make education universal through primary school, and
the parallel lack of econemic development left. the
nation in a state of illiteracy and backwardness at the

end of World War II (Berend, 1980).

4
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For‘exceeding the illiteracy rate of Hungary, pre-
- war Romania had an illiteracy rate of 25 percent.

During the pre-war period less than 6 percent of

Romania‘s population continued primary education
beyond the fourth year (Grant, 1969). Al though the
educational system was desigrned to allow all children

an opportunity to complete 7 vyears of compul sory
schooling to age 14, most terminated education at age
11 (Grant, 1969). This meant that in reality, upon
completion of the fourth vyear most 1left school; this

was particularly true of the countryside.

Besides the obvious lack of access to schooling
for a large percentage of the Romanian population,
another problem in education was the narrow
concentration on humanities and languages, with very
little attention given to <vocational training. The
educational system was designed for the development of
intellectuals rather than technologist. Therefore the
pre-war education system, though of high quality, was
available to an elite class of intellectuals, creating
a large underclass of illiterates. Likewise there was a
void of individuals prepared to pursue vocational and
technical DCCQpations necessary for economic

development.

Perhaps the most cultually complex of the Eastern

European countries is Yugoslavia. The complexity of the
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culture of Yugoslavia had influence on the development
‘Df pre-war ' education in the country. Yugoslavia is
comprised of six republics and five nationalities, and
has four languages and three religions, Orthodox,
Catholic, and Muslin (Grant, 1949). Among its many
nationalities, the Catholic population was mcre
prosperous and more culturally westward and the
Orthodox and Muslin, poorer and culturally oriented to
the East. The problems of cultural heterogeneity
contributed to unequal distribution of wealth and
inequity in access to schooling, resulting in a country
of mass illiteracy, among other social and ecoromic

problems.

This legacy of illiteracy, can be attributed to
the fact that pre-war education in Yugoslavia included
only four vyears of compulsory basic education. Access
to secondary education was severely limited due to high
selectivity, with the only way of reaching higher
education through the academic secondary school.
Vocational education or technical training was almost

nonexistent.

Although education from { primary to higher
education existed in pre-war Yugoslavia, access was
unequally distributed by economic;' ethnic, and
religious groups as well as by regions of the country.

According to pre-war figures, 446 percent of the

10
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Populatign wasg Considerag as illiterate, which jp

itself is extremely high (Grant, 19469) . Yet, among

was over 79 Percent and 72 rercent among the Bosnian
and Herzegovinans (Grant, 1949), Education for other
groups . wag neglecteag altogether. Even among . the
Macedonians, instructions were not given jp their
language, rathar instructions were given only in Serbo-

Croat,

Becausa of unequal regional distribution of
education, the gulf between educational atttainment in
_the northern and coasta) regions ang the ract of the
country illustrates that Pre-war educatign wasi a
failure for the Ration jp terms of dCcess, Again,
these'dif¥erences ‘alsg Fan  along Cultural ang ethnic

lines,

Like Yugoslavia, Pol angd also alsg Suffereag great
losses during the war, The country emerged from the
horrorsg of OCcupation during the war with 5 major tagpk

of reconstruction in hand; 14 Percent of the Schools

Overal) Pre-war educational Systems jn Eastern

Europe were welj developed in East Germany, Poland,

'Rumania, and Czechoslovakia, with Hungary and .

Yugoslavia being the least developed. Whereag the

11
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educational systems were well developed, lack of
enforcement of compulsofy basic education 1laws had
impact on illiteracy in countries such as Poland. . Also
neglect of vocational education had serious effect on

economic development in all of Eastern Euraope with the

exception of East Germany and Czecnoslovakia.

All of Eastern Europe was confronted with the
problem of lack of access to education for the working-
class and peasant families. This was particularly true
of the countrysidg where there was a major shortage of
basic schaools. The problem of lack of adequate
educationally facilities in the coutryside was more

pronounced in Hungary, Yugoslavia and Poland.

In addition to the 1lack of an adequate supply of
basic schools, the very fact tHat fees were charged for
secondary schooling limited the social range of
students who were admitted to secondary school and

subsequently to college. Hence, the major praoblem of

education in pre-war Eastern European countries was not

the quality of education, but the 1limited scope ‘of
courses of instruction, the general shortage of schools
and teachers, and unequal distribution of educationail

opportunities by class and region.

12
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Devastation of the war added to these problems
causing all - of these countries to establish major

refaorms in education in restructing education after the

war.
Post-War Educational Froblems,
Policies and Programs
According to some Eastern European scholars, since

World War I education in Eastern Europe has
experienced phenomenal growth and development (Rerend,
1980; Rybalkaov & Solaviev, 19805 Kluczynski, 1980a,
1980b). These authors report that adult illiteracy has
been redﬁced to almost nonexistence, ten years of
schooling has become universal, with most countries

striving for 12 years of universal education.

AN  overview of the educational problems that
existed after World War II, reform policies and
programs, and the consequences of reforms to access tb
schooling provide a clearer picture of how
accomplishments in improving access to education were

achieved.

Post- War Educational Problems

Post—-war Eastern Europe found itself in economic,
social and political disarray. The same educational

problems that had plagued most countries prior to the

'
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war still existed, but in larger magni tudes.
Economically these countries trailed far bshind the
Western countries. The per capita GNP level of the
Comecon countries,; except Czechoslovakia varied between
£300 and $600 in 1950, therefore achieving only one-

quarter to one-haltf of the most develeoped Western

Euraopean standard (Berend, 19380).

The major problem Eastern European countries faced
during the early past;war years was a growing lag in
their educational systems which limitad the cpportunity
for industrial expansion and econamic growth. While
rapid expanison of heavy industry, service industries,
and the baginning e+ high technology took roots in th
West, these countries were in the mist of picking up
the pieces from the destruction of war which left
countries such as Foland and VYugoslavia in worst

canditions than they werz pricr to the war.

Although the number of children attending schaool
in Hungary bhad increased to 92 percent, education was
still limited +to fowr or sixx grades (Berend, 1980).
The number of children attending secondary school had
increased from 35 percent in the 1930°'s to 10 percent
after the warj; the illiteracy rate was still around 3
percent (RBerend, 128Q). Like most other Eastern

Eurropean countries, most of the illiterates were to be
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found among the agricuiture population (Kozakiewicz,

1980).

In terms of schooling itself, schools still placed

heavy concentration an  general aducation. The
structure and content of =2ducation was obsolete. The
general frameworks of education were designed to

develop elementary knowledge of reading, writing, and
arithmetic at the basic level and general edugation at
the higher 1levels (Rerend, 1920). Little in the
curriculum  applied to practical woirk or applis=d
knowledge, instead the curriculum provided preparations

for fuirther education (Berend, 198a).

Most Eastern European countries were holding on to
the age old traditions of knowledge for the sakza of
knowledge, thus providing an elitist education for =
small sagment of the paopuliation (Fozakiewicz, 1?29 .
Only 20 percent of the apprapriate age group attended
sacondary school in Hungary and only 10 percent aof the

college age group attended college (Berend, 1980).

Shqrﬁages af qualified teachers, inadequatea
equipment, and lack of funds to secure thesé resources
made technical education nearly impossible during the
years immediately after the war. In Humgary onlv S

percent of the student popultion raceived technical or

15
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vocational training (Berend, 1930). This pattern was

similar throughout Eastern European countries.

Besides the problems of shortage of qualified
teachers in technical educatiop, there was a general
shai-tagz of qualified teachers at all levels of the
educational systems in most of Eastern Europe. Most
teacher received training which was limited to laower
" levels of teaching. Many teachers‘ in the schools
located in the agricultur= arsas had only <secondary
level training (Brant, 1949). Well trained teachers
tended to seek jobs in the wurban aireas, severely
restricting the quality of education provided to

children of peasant families.

Even  with the introduction of socialist
educational reforms, designed to equalize aducation,
inequalities in education still exist in Easten Surope.
Kozakiewicz (1980) repaorts that econamic, demaograhic,
space and regional, school, and psychological barriers
contibuted to problems of access to educaticn today,
although legal standards for equalization of
educaticnal cppcrtunities have been in effect since the

late 40s and early 50s.

Some examples cited by Fozakiewicz are that

whereas basic and secondary education is firee,

16
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econamics is a serious barrier to higher education. For
example in  Poland 25 to 40 percent of +the cost of
teaching a student 1in an institution of higher
education is covered by parents. Limitation on state
funds curtail the number of state schoolarship that can
be provided to families to defrav a proportion of the
cost of higher education. In many cases children of
urban professional parent étill have an educational

advantage aver their rural counterparts who are poorer.

Another example of unequal access to education
cited‘ by Kozakiewicz is the demographic distribution
of the population. High birth rates in the countrysidea
have impact on access to school in that shortages of
school facilities are created. This problem, when
couple with regional barriers such as lack of tiransport
facilities to bus children of overpopulated rura} areas
to less populated nearby regions, ci-eates disparity in
the levels of schooling provided wban and nonurban

children.

In Poland around 1970, the index of learning for
15 year olds in rural areas in proportion to the index
of learning of 16 vyear olds in urban area was 1:1.29;
for 18 vear olds 1:2.03 (Fozakiewicz, 1280) .,
Inequities in =ducaticnal represertation by class and

social status area still avident in socialist

17

S

)



MADISON, Access to Education in Eastern
Eurogpean Socialist Countries (7/28/86)

educational systems. For instance, in 1978 in Hungary
four times as many children of ‘white—collar worlkers
went on to secondary schooal than children of manual

workers (Kozakiewicz, 1980).

The current problems the socialist countries are
confronting in achieving equal access to education are
no different froﬁ the ones MWestern countries ara
currently encountering. Considering the pre-war
picture of the sacialist educational system, evan with
the current protlems, the socialist countries have made

strides in improving access to education.

Policies and Programs

Approaches to socialist educational reform in
Eastern European countries varies according to the
political, social, and economic problems of each
countivy. Whereas during the early stages of
educational reform the Soviet educational model was
followed, aver time, with the exception of East
Germany,  all the Eastern European courtries have
deviated from the Soviet model to align educational

reform with the current economic and social needs of

their respective countries (Parker, 1972). In this
sanse socialist educational policy tends to reslect
nationai educational goals rathar than represent &

monolithic communist educaticornal model.

18
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Nonetheless, one can not separate communist
political ideology from educational policy in Eastern
Europe. Irrespective of their distinctive featureg, all
of the socialist educational systems of Eastern Europe
are basad on Marxist-Leqinist tenats which advocate
that 1) education should be used to transmit the moral
standards of conduct for participation in a socialist
society, 2) al'® individuals should have the opportunity
to attain the highest level of educational achievement
' based on ability, 3) education ‘should be continued
throughout 1life, to improve the individuals maximum
contribution to the social and economic development of
society, 4) education should be used to up—date
production and to keep pace with technological
advancements essential to the economic development of
the pation, and 5) ecducation should be used to achieve

the goals of communist political ideals.

Thus according to Rybalkov and Soloviev (1980) ,
the major objective of socialist education is:

--- to shape socialist personalities who
employ their talents and capabilities for the
benefit of socialist society and who are
distinguished by their willingness to wark,
by their prepardness to take part in npational
defanse, by their collective spirit, and by
their striving for high communist ideals
(Rybhalkav % Solaviev, 1980:2).

Consistent with socialist ideology, educational

refarm in Eastarn Eurcope was based an the prinicples of
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moral socialist education as the foundation for
creating a socialist society. Faced with the problems
of educational backwardness, as illustrated by ‘'high
illiteracy rates, and economic underdevelopment, as
illustrated by lack of industrializationm and poor
standards of 1living in most of Eastern Europe, the
first educational reforms were designed to create a new
socialist order to improve overall living conditions.
The objectives af educational reform were to expand and
2qualize access to education, to improve adult literacy
rates, and to develap thé capacity of the work force to

sustain economic developmemt.

Throughout the 1940's and 1950°‘'s each countiy
passed educational reform laws to attain the
objectives outlined above. In Romania, for instance the
1948 Law for the Reform of the Educational System
stated that the goals of education were:

To eliminate illiteracy; to broaden and

democratise the basic educational systam as

to include all children of school age, as

well as adult illiterates; to aducate the

youth in the spirit of popular democracy, and

to instill in them the spirit of patriaotism

and proletarian internationalism (Brant,

1962:31).

In addition to objectives outlined in this policy
statement, steps were taken to improve the content of
education in Romania to include more courses in science

and technolagy, and ta link schooling with needs faor

national economic development.
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One of the major aims of the 1948 school reform in
Romania was to make basic education universal, free and
compulsory to age 11. This law was extended in 1958 to
make education compﬁlsory through the seventh year of
schooling. Compulsory schaol attendance was increased
to eight vears in 1962; eight vyears of education
became universal in 1965. In the 1970‘'s Romania
achieved universal schooling to 10 year and is
currently aiming for 12 years of universal schooling

(Farker, 1972; Mitchell, 1977).

Educatianal reform policies were also passed
abolishing fees for schooling at all levels except

kindergartens and boarding schools. By 1965 frae books

were provided for all schoels through secondary

schaaling. Underlying these policy objectives was the
notion that educational expansion was absolutely

fundamental ta all of the nation’'s econamic, social,

and political ohjectives.

As mare attention was given to the eccnomic
develcpment .cn the natian, during the 1270 g
educational reform was directed toward curriéulum
changes which raflactad the sconomic develogment olans

y

for the country. Educational refarm guring the 1970°s

sion

o

included mcre tightly centralizing =cducational dec
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making through the creation of the Ministry of
Education; more emphasis on practical high schools and
increases in the number of vocational courses %aught in
general high schools; and expanison of polytechnical
education in higher education. Although these refaorms
were resisted by Romainan educators at the local level

and parent, these reforms were implemented.

In 1945 Poland’'s Ministry of Education initiated
policy which advocated unified, free, compulsary
education, open to all levels. Subsequently the Decree
on the Organization of the School System of 1949
decreed that seven years of basic education would be
compulsory, the technical network would be expanded and
part-time schools for adults would be established to
stamp—-out adult illiteracy. To accomplish these goals,
crash programs were implemented which included adult
education courses to wipe out illiteracy and
accelerated school building programs to replace those
destroyed by the Nazis.

Among the reformes in the structure of the

\
educational systems were the abolition of the three-

grade classification of elementary schools, the
unification of secondary schooling, and the
reorganization ot vocational schooling. Also,

aducational reform in Poland included coordiration af

the primary schools in given areas, and stricter

rd
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enforcement of school attendance, which rasulted in
effective compul sory education to eight vyears of
schooling by 19646. By the 1970's Foland had achieved

universal education to 10 yvears.

In the 70s reforms 1in higher education in Foland
led to the expansion of technical education and the
cireation of polytechnical education through the
establishment of polytechnical institutions of higher
education. These institutions facus on. science and
technelogy education in the expectation that such an
emphasis will further strengthen the nation‘s move

toward a more industrialized nation.

Even though considerable emphasis has been given
to the development of vocational and technical
education, Poland still places emphasis on jeneral
education in wvocational schools. Unlike +he Soviet
model, in Poland, vacational education includes more
hours of general education in vocational schools. For
example, in Polish vocational schools, 74 to 74 hours
of general education subjects are required per week,
contrasted with 4% to 48 hours per week in Soviet

vecational schools (Mitchell, 1977).

To link education with 2conomic development nlans,

in Poland higher education planning was cent-alized

/A
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under the Ministry of Education. The Ministry of
Education is responsible +for planning educational
programs, setting budgets, determining admission
quotas, identifying research priorities, and specifying
job placements far all higher aducation institutions

within the boundaries of the country (Williams, 1982).

During the 1980s efforts were made by university
students and faculty to induce reforms in the central
control of higher education to allow faculty and
students more participation in university decision
making. This attempt was not successful, however, with
the influence of the Catholic church in Poland and the
moderate success of the Solidarity Labor Mavement, one
observer spectulates changes in higher education are

inevitable in Poland (Williams, 1982).

The fact that Poland is the only Eastern European
socialist country to have a private univeristy, the
Catholic University at Lublin, is an indication of the
determination of the Polish people to deviate from the
Soviet model. Such determinatiaon may result in other
reforms tao bring the system of higher education clasar

in line with the cultural heritage of the peopl=.

In Hungai~y the 1945 Education Law abciished the

dual elementary education system and reguired all
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students to attend 8 vyears of basic education (Grant,
19269) . Secondary education was expanded to include
technical, agricultural and ecanomic schools and four
year teacher education. To more closely link education

with work skills, apprentice training was absorbed into

the technical educational system. The Education Law
of 19435 aiso nationalized private and church schools
and instituted a complusory basic school from & to 14
vyears of age. To strenghten this law the 1949
Constitution guaranteed every citizen the right to free

and compulsory basic education (Grant, 174%).

To further expand technical education in Hungary,
the Education Law of 19461 increased emphasis on
polytechnical education in general schools and expanded
compul sory education to age 16 (Halasz, 198&4). Whereas
basic education ended at age 14, vocaticonal education
and other alternatives far schooling made it paossible
for compulsory schooling to age 1é6. This model of
educational expansion was unique in that the basic
school was not expanded, instead vocaticnal technical
education was added to the educational system. Thus
students who 1l=2ft general school at age 14 would be
required to continue their studies in secondary oar

apprentice school until! age 16.

During the 70s Hungary was among the Eastern

European countries +to initiate reforms to move away
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from the Soviet centralized model of educational
planning and decision making. Whereas the Hungarian
Fedagogical Institute has chief responsibility for
Planning educational curruculum and teaching programs
for secondary and elementary schaols, there have been
reforms to ,educe the strength of central direction of
the curriculum, the introduction of an elective element
in the schools, and an increase ‘in teacher autonomy

(Norman, 1980).

In Czechoslovakia post-war educational reform was
initiated under the 1938 School Law. This law brought
all schools under state control; provided each
nationality the right to be educated in their own
language; expanded technical and adult education; and
eliminated 2arly selectivity for secondary schaol. In
the 1948 School Law, the basic aims of the educational
system were stated as:

To make culture, training and education

demacratic. Emphasis is given to the idea of

the "political" school: the schoel should

train young People to take an active part in

the building of a people’s

democracy..Children are brought wp in the

spirit of the Counry s progressive traditions

and that of sacialist marality (Grant,

1969:90).

Additional reforms in 1950 lengthen basic school
to nine vyears and further expanded vocational and

technical education to increase emphasis on

polytechnical and technical studies in the schools, as

W
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well as the introduction of new types of schools for
adults. Among the adult schools introdu;ed were the
apprenticeship centers. In order to meet the acute need
for a trained adult population, apprenticeship centers

were established throughout the country. Apprentice

training centers were situated in and run by major
industrial concerns, where the apprentice would be
bound by contract for the entire course. Since the
objective was to train qualified workers about 80
percent of the time was spent on vocational training

(Grant, 12&2).

In 1978, Czechoslovakia, reversed its nine yvear of
schooling policy to reinstate the traditional structure
of education: eight years of primary and fours years of
secondary training (Berend, 1980). This system
provides twelve years of education, which is universal.
The major objective of this refaorm was to ensure ten
years of basic general training and a better or more

equal combination of general and practical education.

In Yugoslavia the Ffirst post-war educational
reforms were initiated in 1945. The general aim . of
educational reform was:

To enable the younger genaration to
contribute by their work...to the continuous
development of productive forc=s, to thke
strengthening of sociaiist sccial relations..
to provide the foundation of scientific
conception of the world...to make youth
familar with the history arnd achievements of
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the Yugoslav peoples and the entire human

race..to raise young people so that they may

come to be loyal to their socialist hameland

and to value the international solidarity of

the working people (Grant, 1949:90-91).

This aim was incorporated in the 1958 General
Education Law which adopted the eight year school as
the basic unit; expanded provisions for secondary
education to shift emphasis from the general schaool to
the vocational and technical schools; and established
the right of individual to receive instructicn in their
native languages. Secondary education was reorganized

to provide alternative rcutes to higher education

through the technical and vocational schools.

Due to the lack of well trained adults to carry
out the economic development objectives of the country,
Yugoslavia, like most socialist cauntries, intiroducad
policy to increase both the quality and number of
trained personnel in industry. The underlining
principle was reflected in a policy statement from the
Federal Executive Council in 1953 which stated:

The education of the working people is an
integral part of the building up of sociaiism
in our countrv, of development of our
productive forces, an indispensable condition
for raising our country out of =conomic and
cultural backwardness, far creating as
favorable a structure as possible for our
population to acgquire greater vocaticnal
training, far the mAximun possihble
contribution by each individual at his work
post, for his higher living standard, for his
personal affirmation in society in which all
roads are open to the worker for a better,
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finer and more cultured 1ife (Bertsch %
FPersans, 1980:87).

This sentiment was reflected in the 1958 General
Law on Education which set provisions for adult
education and advanced professional training.
Successive laws concerning adult education and workers
education were passed in 1950, 19653, and 1970. A
Resolution of the Federal Assembly on Vocational
Training of Personnel, passed in 1960, encouraged
indﬁvidual enterprises and social services to set up
institutions for training; established basic prin-iples
of vocational 'training; provided directians far
workers, educationg and made provisions for
decentralization of educatiaonal policy. The Basic Law
on Work Relations of 1965 set conditions for work
organizations providing continuing educatian far

werkers (Bertsch & Fersons, 1980).

In 1970 the Yugoslav Federal Assembly passed the
the Resolution on tha Development of Education on the
basis aof Self-Government which introduced the principle
of equal education for youth and adults. This law
states that a student at any age or school level may
leave the educational system at any time to enter the
work force, then reenter schoal at the point where he
left without encountering any obstacles oar new

requiraments (Bertsch % Persons, 1980).



MADISON, Access to Education in Eastern
European Socialist Countries (7/28/86)

The basic objective of the 1970 law was to provide
individuals the Dpﬁortunity to 1leave school to pursue
productive work to fill the gap in personnel needs of
industry, while at the same time retaining the right to

continue their education at a later time.

The Resolution on the Develbpment of Education on

the Rasis of Self-Government of 1970 not only
provided an opportunity for workers to alternate
between schooling and pr_ductive work, but also

provided an opportunity for young adults to gain

practical experience in sel f-management.

The cgoncept of sel f-management , which was
introduced in the S0°'s and developed in the 1970°‘s
transfers to the working class responsibility for
management and decision making on its own bzhaif
{S0ljan, 1978). In the self-management process the
working class as workers and citizens were delegated
responsibilties for production management and decision-—
making in the complexity of social and private life

(Sol jan, 1978).

One example of self-management in action is the
process of workers’ education decision making at the
enterprise lavel. In each enterprise, warlers

participate in decisions concerning workers‘ education
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leaves and financing of workers education. Through the

sel f-management process the worker ‘s council,
camprised of workers, determine the specifics of
financing workers- education in terms of the amount

each worker is to contribute fram his income +ao a

collective fund to finance workers’ education.

In addition to legislation at the npational and
republic levels, bylaws are made in each production
enterprise which form the basic principles of waorkers’
education in that crganization. These bylaws usually
include the right and obligation aof workers to further
training, regulation -for study grants to workers, and
labor regulations rules (Bertsch & Fersons, 1980).
These laws set guides for workers and industry for
implementing sel f-management in  industry decisian

making regarding warkers’ education and productisn.

Perhaps one of the mast unique features af
educational policy in Yugoslavia is the
decentralization of educational decision making.

Whereas all of the other socialist countries of Eastern
Europe have centralired educational systems, Yugoslavia
viewed centralization of aducational policy as
contradictory tq the socialist goal of papular
participation of citizens in public affairs at all
lavels, Therefare the Federal Constitution of

Yugoslavia delegates responsibilies for education and
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culture to various decentralized governments (Farmerie,
1974). With the introduction of self-management,
decentralization of education has bheen extended to

local citizens.

The self-management concept is operaticonalized in
management aof schools at the 1local level in that
educational decision making is shared by parents,
educators and governmnent officials through the
Municipal People’'s Committee. The Municipal Feople’'s
Committee not only decides which subjects are to
provided, but also makes decisions concerning
allocation of funds and staffing of local schaols
(Farmerie, 1974). Based on Farmerie‘s ohservations, he
concludes that this system is very effective and should

be considered in other developing nations.

Whereas the East Germans had a legécy of
educational excellence, in the 40's reform was
implemented to adapt the sysfem to communist ideology
and to advance the ideals of socialism. Thus in 1944
the aims of educational reform in East Germany were
define as:

(The School) has the task of developing

socialist national awareness of youth, of

teaching youth love for the German Demoacratic
Republic, and to be conscious builders of

socialism in the spirit of socialist
morality, proletarian internationalism and
firm friendship with the Soviet Union (Grant,
1949:90) .

A
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Consistent with this view of education, the Law
for the Democratization of thne German Democractic
Republic Schools passed in 1944 declared that all

children had an equal right to education and made

aducation a rasponsibility of the state. When the
Constitution of 1949 was written it guaranteed the

right of all citizens +to an education; defineq the

purpose of education; and separated the church and the

school (Srant)}.

In further expansion of educational reform, the
1959 Law on the Socialist Development of Education
extended the basic school to ten vears. In the mid-
. 19260s ten vyears of schooling was made compulsory 1in
East Germany. For those leaving the basic school at 16,
there were various.types of vocational schools, which
praovided another channel! to higher education. Upon
completion of vocational education students could go
into employment, or enter higher vocational schopls,
evening secondary schools, adult courses and ultimately

enter a university or college.

To enhance adult education, oart-time secondary
evening classes were provided for adults. The evening
sacondary schaools provided three-year pregaratory

classes for adults, usually those who had completed

vacational training and wanted to enter higher .
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" education after some time of productive work (Grant,
1969). These schools were run by the universities and

-other higher education institutions.

In general, post-war reformé of the educational’

systems in Eastern Europe share a common basSic
philosophy and certain common program characteristics
designed to increase access to education. Commmon
program charactristics include: expansion of compul saory
basic education and introduction of adult education to
remediate educational deficiencies in the adult
population; expansion of secondary education to provide
more options for secondary education and elimination of
fees for vocational education; shift. of emphasis in
higher education to polytechnical education and
intraduction of policy to give compensatory admission
credits to ' students from working-class and peasant
families; introduction of workers’ education and
continued lifelong learning adult education for worlkers
to keep abreast of changing technologies in industry.

Consequences of Educational Reform to
Access to Schooling

As a result of Soviet influence on post—war
educational reforms a general pattern of school systems
emerged. The educational systems in Eastern Euwrope all
consist of four tiers: pre—-school, basic, secondary and

higher education. Therefore the outcomes of reforms
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in education will be discusseg for each tier in this

structure of educational organization.

At the first 1level is the pre-school which
includes Crechs which serve children tnder three vyears
old, and kindergarten which serves children ZF to the
age they enter basic school. Freschool education,
though not compulsery, is pro?ided in all Eastern
European countries. Pre—-school is not universal,
although some countries, such as Romania, have goals
to make pre-school universal. Also, pre-school is not
funded by the central government, which means parent,

industry or local governments finance pre—school.

Pre—-school education plays a major role in early
socialization of children to socialist ideals of
"shared experiences" and moral education (Mitchell,
19775 Kluczynski, 1980; ). Kindergart.-n, also provides
a mechanism for identifying children with family
environmental problems and learning disabilities early
in order that they can be corrected to improve the
youngsters success in basic schooling, thus improving
access to secondary schooling (Mach, 1934). The
problem with pre-school is that it is not universal and
mast childiren do not have an opportunity to attand pre-

school (Mitchell, 1977; Mach, 1$84).
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Some countries, however, sucﬁ as Czechoslovakia
héve instituted proggams to improve access to pre-—
school for more families. One program implemented in
Czéchoslovakia Places the kindergarten in the basic
schaool where trained specialist can work with the child
to prepare him/her for entrance to basic school. This
program, intraduced in the 80s, is designed to give
children with special educational problems, whose
parent can not.afford' pre—school, the sam= advaﬁtages
of pre-school education as children who attend pre-

school (Mach, 1984).

The basic school, described by Grant (19469) as
comprehénsive and unified from early childhood to
middle adolescence, is the fundamental unit of every
educational system in Eastern Ewrope. The age children
start basic school varies from 6 to 7 years according
to different countries. With the exception of East
Germany who has 10 years of basic schooling, all of the
other countries have a unifaormed 8 vyears of basic
schooling. Expansion of basic schooling has increased
the opportunity of mofe youngsters to rsceive mnore

years of schooling in the fundamental basic skills.

In ali of the countries basic schooling is
compulsory, and is contrellad by the state. Sfased on
Kleinberger ‘s (1975 classifications of conpulscry



MADISOM, Access to Education in Eastern
European Socialist Countries (7/28/86)

education laws, compulsory education laws in Eastern
European countries may may - be classified as the
“"totalitarian type" of compulsory education 1aw. One
characteristic of "totalitarian type* complusory

2ducation laws is that the type of school the child

must attend 1is prescribed by law and that alternative

schools are not acceptable.

Consistent with this definition, parent are not
allowed to select a Private school or educate their
children at home. Compulsory ecucation laws in Eastern
Europe prescribe that all children belonging to a
specific age group must attend a state sponsored basic
school. Enforcememt of compulsory education laws
coupled with the establihment of more basic schools in
the countryside has had impact on access to education

for many children.

As a result of basic schooling reforms, by 1940
over 80 percent of school age pupils in Yugaslavia
were attending basic school; 28 Percent went on to
caompletsa secondary schanl; and nearly & percent
attended college (Grant, 192&9). According to the 1970
census, in Hungary the rate of illiteracy had fallen to

below 1 percent; virtually all school age children

attendead school; at the end of 19640 the 130,000

students finishing the eight grade appraoched the
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number of pupils enrolling in the first grade (BRerend,
1980). By the mid 1970°'s secondary education had grown
into a mass phenmenon in Hungary. In 1983 over 920
percent of youngsters completing General School went on
to Middle School; in the 1983-84 schaool vear the actual

figure was 92.9 percent (Kozma, 1985).

Expénsion of secaondary school incfeased the number
of students continuing beyond basic schooling. The
secondary school 1is divided into three types: general,
vacational /technical, and trade. 1In all  of the
countries except ' Yugoslavia, secondary education is
subject to central planning, which is based on the

economic needs of the country (Kluczynski, 1930).

The expansion of vocational and technical
education had impact un decline in general aducation.

For example in Romania, the ratio of 75 general and 25

specialized vocational/technical high schaools has
turned around to 25 and 75 (Mitchell, 1977). More
recently, however, the Romanians are reexamining
pracﬁical education expansién policies. Since the

1980°'s, aducational policy makers throughout. socialist
countries have been concernad with establishing an
2quilibrium between the traditional general education

and practical technical education (Kluczynski, 1980b).
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In Hungary, by the 1970°'¢ increased access to
vocational schools was reflected in the increase in
attendance in vacational schools which rose fraom 15
percent in 1960 to 26 percent in 1970. At the sametime
enrollment’ in general secondary schools decreased from
nearly one-third in the late 19560 to cne—fifth in the
1970s (Rerend, 1980). Increésed access to secondary
school through vocational school was also experienced
in Poland where 94 peircent of the primary school
leavers continued education ip a three-year basic
vocational schaol or in a  four to five vyear fuil

secondary school (Kluczynski, 1980).

Prehaps the educational refarm which has had the
most phenomenal impact on access to education at the
sec;ndary level is gpen passage to higher ievels of
education by providing multiple channels for entrance
to secondary schools. Whneraas thé channels to secondary
school vary by country, all of the Eastern European
countries have attempted to eliminate "dead ends" in
the secondary schools (Kluczynski, 1980b; Rybalkov %
Salaviey, 1928a0). By adding more aptians +oar secondary
school, students and parents may select the type of
s2condary school  that bast fits the abilities and
interests of the student rather that force students
out of tha school system because the general secondary

school was pot suitable.

A
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Higher education, the final tier in the
educational system includes, the traditianal
univeristy, teacher training colleges, and other
iﬁstitutions of higher l=arning such as

technical /vocational institutions,; " and pelytechnical
institution. Several measures have been taken to
increase access to higher education. Expansion of
teacher training at the higher education levz2l has
rasulted in better prepared teachers anc somewhat
recduced the shortags of teachers in some countriaes,
thus increasing prospective teachers and in-service

teachars access tao specialized training (Grant, 12569).

Alsa, providing more and better training for
tzacher as well as providing more teachers incraasas
the local populaticns a;cess'tc education. The guality
of teachers training in Hungary has been upgraded
through improvements in teacher education curriculums
and levels of specialization. To increase the supply
of teachers in rwral areas, bonus pavment programs,
scholarships sponsored by lacal authorities in exchange
for teachers returning tc the local community to teach,
and other incentitive to attiract teachers to rural

areas have keen instituted.
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The least impact on access to higher education has
occurred in the trad{tional universities. Although
access to the traditional university is still limited
for many students, the social distribution of students
has been improved in most countries to include maore
working class and peasant students through special
admission credits. Critéria for entrance to a
university may include, performance in general
secondary school or a vocational ar technical higher
schoel, examination scores, labor force needs of the
particul ar country, and demonstratad commitment to
socialist morals and to the socialist goals of spciety
(Kozakiewicz, 1980), rather than entrance scares and
performance in secondary school alone. This combination
of selection criteria faor university entrance makes
university schooling accessible to more individuals,
yat selaction far university attendance is still very

elitist.

In spite of increases in university level college
attendance, in Hungary only 7 percent of the college
age group attend college (Rerend, 1980). Over half of
the students in higher 2ducation were pursuing
technical training rather than a liberal arts

education. For example in Hungary only IO percent ot

[T}
A

the students in universitiszs, 2xcluding those
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teachers’ training college, were pursing a liberal arts

education (Berend, 1980).

Emphasis on the integration of general education
and practical education has signficantly increasad
enroliments in technical institutions of higher
education. Yugoslavia, for example has exparisnced a
tenfold increase in enrollment in instituticnse of

higher education since World War II (Grant, 174&9). In

Il

Romaria whare nrno technical institutions existec in +h
early post-war period, at the largest tecknical highar
education institution there were 15,000 students
2nrolled at the undergraduate level and 2,400 at the

postgraduate level in 1977 (Mitchell, 1977).

Anothar ar=za where thare has been tremendous
growth in  access to education is adult education.
Aduit aducation  programs, originally designecd to meet
the need to =ducate large masses of adults who had
missed the chance to attend basic school, made
education accessible to adults. Adul t aeducation
provides courses of every kind from basic school to the
range of secondary vocational school leading to higher
aducation. Adult Schooling was praovided in  the work

place or in a classroom setting.

During the earlier periaods immediately after the

war, adult education was perceived as a temporary
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expedient which tended ta disappear as the literacy
rate of adults increased. Alsa universal basic
schooling considerably reduced-illiteracy among adults,
thus eliminating the need for continued focus on adult

basic education.

In Foland over 129,000 adults were enrclled in
adult education courses in 12465-66, which was 10
percent increase over the previous vaar (Grant, 19469).
0f those enirolled in adult education &3 perrcent went on
to further study; 28 percent entered universities and
the rest went to other institutions of higher =ducation
(Grant, 19249). In Romania 1literacy classes were
attended by 870,000 adults in 1049-50 alone (Grant,
1969). In the mid-fifties there were nearly 35,000
adults attending basic school in Yugoslavia and aver
180,000 attending basic adult school in Hungary (Grant,

12469).

As the need for basic adult educaticn declined,
emphasis has been placed on continued education far
adults in the form of educaticon for worlkers, Thus,
education for the working person, particulary higher
education, has become a permanent feature of  ail
Eastern European educational systems. Education for kha

2conomic

\1]

werking people is closely lipked  +o  thk

’

devaelopmant of the country, therafore fhesse Do g ans

]

ara designed to me=2t the current and “uturz needs +2
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econumic development (kluczynski, 1980L). Cooperatiaon
between institutions of higher education, research
institutes and plants provide variocus forms of training

for working persons.

Access to =ducation for worters included svening
and coriespondence caurses, peoples universitiasg,
workers univerities, and apprentice and trade training
centers. The forms of workers education vary from one

.
country to another. In East Germany, Ffor example, 'in

=1 2s

it

—
=

addition to correspondence courses amd avanin

l1y]

at universities, colleges and technical schocls, there
are pumerous state and social educational institutions
which encourage adult education. Among these
\
institutions are:s enterprise academies, scientific
societies, academies of industrial branches, institutes
for the managament of socialist econamy, eveaning
ciassas, academies for advanced education, TV courses,

parents’ courses, and amen‘s courses (Rybalkovw &

Solaviev, 1980).

The system of workers education in Easterr Europe

is conducted through the peccles universitias and

workers’ universties. The differences in these twe
types of workars’ aducation is that tha ceoplas
universities cover a krcad array of courszecs srnc zgdress
the naeds of the p2ople as a whola. The worisrs®

universities are cepzndent on econcmic 2nterprizas ko

44

\W



Europzan Socialist Countries (7/28/84)

determine their curricula and are largely sponsored by

industries.

According to some observers of VYugoslavia‘'s
aeducation and industrial develaopment, policies
concerning self-management and workers educatior have
been successful in the transformation 'gf a
predeminately illiterate, poorly skilled nonparticipant
society into a mare highly educated, trained, and seif-
managing peolitical culture (S50l jan, 1972; EBertsch %
Farsons, 1980). RBertsch % Persons (193Q) ireport that
of the 4.3 million Yugoslavs emploved in 1973, about
330,00 were enrolled in various <forms of workers-
education. Bertsch % Persons conclude that:

While the wofforts of promoting workers-

education have shown certain shortcomings,

the overall record is an impirassive one. The

institutions within the werkers-® educaticn

systam have aided in eraciacting illiteracy,

as well " as providing a more highly skilied

work farca and a citizenrry better equipad

with the knowledge and consciousness that are

neaded to play an intagral role in the "salf-

management"” sociopolitical ard economic

systems (Bertsch % Parsons, 17380:94-97).

It is evidant that access to =ducaticn in Easten
Europa has been improved since World War Il when ope
compares literacy and _schonl attendance ratas of +he
late 40s with «current statistics. Impravements in

education are also reflected 1n incustrial cevelcpment

in the region.
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Shafer (1973) points out an illustration of the
impact of education on economic development in
socialist countries by uéing the German Democratic
Republic as an example. She observes that one
indicator of the success of socialist educational
reforms in the German Democratic Republic is the growth
in the country’'s economy to the point whare its
industrial output ranks sixteenth amoné the nations of
the world and its per capita income is the highest in
Eastern Europe. The population’s occupational skills
suffice to reach this standard. The basas for it is

laid in schools (Shafer,1978).
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