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Abstract
 

Education system as an open system is closely interacting
 

with its environment. Policies, proqrams and program
 

implementation are thus intimately affected by the variables
 

embedded in the context. In this review, variables affecting
 

education policies, programs and program implementation are
 

divided into two categories: exogenous variables and endogenous
 

variables, depending on where the variable lies. Programs
 

implemented to "counteract" inhibiting effects caused by some
 

exogenous variables are reviewed; and where information
 

available, results o+ program implementation are also reviewed.
 

While most of the exogenous, contextual, variables are given
 

conditions, education as a force o+ development, serves to change
 

some of these conditions; the formation and the efficacy of the
 

education system, however, are subject to the inhibiting and
 

facilitating effect of the context. We are faced with a system­

environment 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 coordination between education
 
and economic development,
 

(2) 	education-empl'oyment linkage, in other words,
 
economic pay-off of schooling for
 
individuals,
 



(3) 	 goal classification o+ education and related
 
policies, and
 

(4) 	 efficient 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 :ulture belief systems 

in expectations of schools and schooling, and (2) systematic
 

program evaluation to identify specific factors that contribute 

to program effectiveness.
 

Several "cases" were presented as appendices. Reading of
 

these cases should take into consideration that each specific
 

education system produces education with a quality unique to that
 

system. For instance, graduates of the very efficient education
 

system in Japan have been criticized by some Japanese researchers
 

as lacking in individual initiative and being short on
 

creativity, albeit a mastery in basic skills.
 

Uuantitative expansion without corresponding qualitative 

improvement is being increasingly experienced by many developing 

countries. l'here are problems caused by quantitative expansion 

at the primary school level, such as a shortage of higher level 

schools for graduates to continue their education. Unemployment 

of primary school 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
 

LEARNING TO BE
 

Education is a force shaped by its context; it is also a
 

force which shapes its context. An education system is thus an
 

open system: It draws from its environment inputs and gives to
 

the environment output's in the form of graduates, knowledge and
 

skills, and values. The system itself is shaped anc formed by 

its context; 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 . Postlethwaite, I'.'8:). We have not
 

-found consensus in the categorization of variables affectinq the
 

education system. rhe direction or effect a given factor has on
 

education often varies from study to study. For instance,
 

whether population growth has a negative effect 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 pointed out by many scholars (e.g.
 

Hawes, 1983). However, a study (Simon & Pilarski, 1979) which
 

directly analyzed the relationship between population growth and
 

enrollment ratios, found that population growth had little or no
 



effect on enrollment ratios. In the few instances where slight
 

were found, they were found in Less Developed
negative effects 


Countries. Apparently, there are other variables that intervene
 

in the relationship between population growth and enrollment.
 

Factors such as economic e+-fect of educational production gained
 

in conjunction with large volume, or efficiency of education
 

production and changing attitudes toward education brought about 

by increasing popularization of. education participation.
 

However, in most studies these potential moderating variables
 

were not identified or investigated. F-requently, 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 more democratic access to school is a relatively modern
 

idea developed and nourished in the context of post-industrial
 

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

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

looked upon by developing countries as a right the government
 

should qrant its citizens and also as a vehicle to achieve
 

economic development and social welfare for the country.
 



*he assumption that educational expansion will bring about
 

,m.tch needed economic development cannot be won i rmed 

unequivocally, either. In most studies we reviewed, it was
 

qererallv found that an appropriate coordination betweer econcmic 

development and educational pl.anlirnq, rathcr l L.i t . 

e.'pansion of education, makes more of a di fference in qonamic
 

development; moreover, thisa coordination may not .Aiways nean
 

aider and more democratic access to education for the citizenry.
 

'heqrowinq economic interdependence between -atL ons has
 

added another dimension to the relationship KNaltors, 1981), 

making assessments of the relationship between economic
 

development and' educational expansion more difficult.
 

We thus come .away with lessons learned from reviewing the
 

literature on access to school: One, that it is fruitless to
 

study the effect of a single variable without takin,- into
 

consideration other variables also operating in the field; two, 

V:hat instead ot looking for static rules and laJs that d'.re-.nins 

the course of events, one should look for dynamic interaction
 

between multiple factors in which outcomes are calculated in
 

probabilistic terms.
 

Historical framework and temporal context are important 

dimensions in the study of educational systems. Folicies and 

programs grow out of their respective hi stoI-i.-al ccntext. 

Motives of planners, the kinds of policies they enact and the
 

operationalization of policies into programs cannot be understood
 

outside their historical framework. The effectiveness of
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programs is intimately related to the temporal element of the
 

programs and proqram implementation.
 

Since policies, programs and program implementation are
 

encapsulated in - their temporal and spatial contexts, 

generalization of policies and programs frcm one country to 

another presents a significant challenge. 

Compounded with the difficulty in generalization is *a
 

'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 done on
 

the basis of variable labels; one should look for underlying
 

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

generalization.
 

The literature that we were able to assemble is largely
 

fragmentary. There are policy proposals, position papers,
 

historical accounts and some empirical studies. The empirical
 

studies vary widely in their orientation and methodology. There
 

are small-scale participant observations, multiple regression
 

analyses of national statistics and a few experimental studies.
 

4 



The 	 scope of studies ranges from macro-, cross-national, to 

regional to micro--, within school and classroom studies.
 

It is therefore difficult to draw conclusions from these
 

documents, of varied methodology and diverse orientations.
 

Precise effects of variables on access to education cannot be
 

readily identified.
 

However,some basic themes have emerged after reading these
 

articles:
 

1. 	 Regardless df the political inclination of the country,
 
countries surveyed by UNESCO (1981, 1985) 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. 	 These countries identified similar generic problems
 
encountered in providing educational opportunity to their
 
citizens.
 

3. 	 These governments also identified similar generic programs
 
in attempts to resolve the problems encountered.
 

The priorities of providing wide and democratic access to
 

education perhaps vary from country to country, and within one
 

country it varies from region to region.
 

In the ensuing pages we will try to outline these policies,
 

programs, implementation of programs and, where information is
 

available, effectiveness of programs.
 

We use enrollment figures and enrollment ratios as
 

indicators of access ",o 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 learninq takes place without formal enrollment and
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sometimes without formalized organizations. However, the success 

of these situations is difficult to document. 

We use the term "participation in education" interchangeably 

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

process which involves the motives and actions of thn students in 

addition to the capacity of the system. Enrollment requires such 

active actions. 

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

inany cases, because education takes place of tenti mes in 

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 enrollment is
 

required.
 

Fully aware of the problem 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 studies of
 

countries that have been considered successful cases in providing
 

wide and democratic opportunities in education, with the hope
 

that lessons can be learned from these countries.
 

Distance education, innovative learning technologies and
 

teacher education programs are very important facets of efficient
 

educational systems. These topics, however, are reviewed by
 

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

will not be reviewed in depth here.
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THE SCENE
 

in the
 one of the most significant trbnds
Certainly 


over the past several decades has been the
 
evolution of education 


an
rapid expansion in total school enrollment at all lvel s--from 

1960 to 586.8 million in 1976 (Hawes,estimated 327.8 million in 


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


expansion rates and enrollment ratios of developing as well as
 

developed countries.
 

*[Table 1,2,3 approximately here]
 

In general, expansion was noticeable in the developing
 

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


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


and 5.2 at the tertiary level (Hawes, 1983).
 

rate of growth has slowed down significantly
However, the 

per annum during the 1960"s to 2.8 per annumfrom 4.2 per cent 


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

from region to region
considerably from country to country and 


(Hawes, 19,83).
 

universal primary
Most developed countries have achieved 


education. The expansion in education in these countries has
 

education. These
o~curred primarily in secmndary and tertiary 


countries also improved access to preschool education (UNESCO,
 

1981).
 

However, despite the rapid expansion of overall enrollment,
 

in school has continued to
the absolute number of children not 


-A 
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grow as indicated in Table 4.
 

[Table 4 approximately here]
 

Even with the expansion of educational systems in the world,
 

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

not caught up With populationthat the rate of expansion has 

growth, especially in South Asia and Africa. 

In 1975, there were about {our billion people in the world, 

and about 1.44 bi'ilion of them were children under the age of 15.
 

these, an estimated 1.15 billion lived in developing countries
Of 


(Population 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 observed that, although the percentage of
 

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


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 80% are
 

women. The majority of the adult illi+erates are found in Africa
 

and South Asia (UNESCO, 1981).
 

Nevertheless, education in the world has made great strides.
 

The absolute number of students in school worldwide is mind­

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

.9.
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the expansion of educational systems has not caught up with
 

population qrowth.
 

Population growth has consumed a major part of the new
 

increased capacity of educational systems. In developi ng
 

countries, Lhe popul ati on of pri mary schoci -aqed chi ldren
 

increased by 72% durinq the period 1Wi60 to 1980 as compared to 1%
 

in industrialized countries (UNESCO, 1131).
 

The burden of population growth on education was compounded
 

by a general lack of adequate statistical in+ormation. This void 

was spotlighted by Hawes (1983) in the editorial introducti.on to
 

a special issue of InternationalReview of-Educatio on universal 

primary education. He observed that the available statistical
 

information on both the school-aged population and enrollment is
 

either unreliable or uncertain, making the projection of
 

educational needs difficult. UNESCO's plan projected an 18%
 

school-aged populacion growth in developinq countries; a recent 

estimate is 9.3. (Hawes, 1983). 

E:isting statistical data also indicate that inequities
 

persist in the distribution of opportunities to participate in
 

education.
 

Based on the abovementioned statistical information, it can
 

be deduced that the task in providing access to education is a
 

manifoid one:
 

1. To address past deficiencies in education,
 

2. to address the new demands created by populaticn growth,
 

3. to provide education for adults who did not have an
 

http:introducti.on
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opportunity 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 1985) indicated that in almost
 

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 common goals.
 

Lingapa (1979) summarized the goals as the following:
 

- Democratization of education, meaning that there should be
 
equal access to education -For all;
 

- 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;
 

- establishinq a close link between education and
 
employment; and
 

- integration of education and community life.
 

These objectives 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 for the
 

realization of these policy goals. Although specific conditions
 

may change from country to country, governments identified
 

similar generic programs to implement these policies. An 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 facilities; 

- shorter initial teacher training with opportunities for
 

continuing education; recruiting teachers at lower
 

salaries to of{set the problem of educational
 

expenditures;
 

- developing curriculum with survival values relevant to the 

everyday life of the students; and
 

- linkage between formal and nonformal education to provide
 

more opportunity-for education.
 

These proposed programs are not too different from proqrams
 

proposed or implemented in most developing countries where
 

limi+ed and the demand for educatiun is high
resources are 


(UNESCO, 1985). .Table 5 presents the problems and attempted
 

programmatic solutions to the problems identified from our
 

literature review.
 

[Table 5 approximately here]
 

There is no ambiguity in the goals stated by the governments
 

and the governments' intention of providing education for their
 

peoples. The phases in which the expansion occurs, the
 

strategies of development and the quality and pace of program
 

implementation are issues worthy of much investigation.
 

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

democratic access to school, but within the short and medium
 

terms, how expansion should be accomplished and what to expand
 

first are questions that are not easily answered.
 

variables affecting the choice and implementation
There are 


the variables
of programs. We will attempt to review studies on 
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that affect programs dealing with access to school.
 

A nultitude of variable s have been identiPfied; there have 

been attempts to classify then into categories (e.g.., Thomas and
 

Foatlath,.waite, I 8.). in thi s paper, -e chose to di.id.e toe 

ia i &b aes i n t, e..,-.,fenous and unrdopelnou . i . -. 

Exorenous vari are tha: lie outsi U.hebl es vari abl es t 


education planning and educalion producltion systum.; th y' prnovida
 

the context in which policies are made, operationalized and
 

imp.emenlted. They feed :e. .l.aninq and
into the systen c1F ducation 


production and receive the products of the system. rhee in ar 

intimate interaction between the system arnd the environment in
 

which the exoqenous variables exist.
 

Endogenous variables are variables inherent in the system of
 

education planning and production; they determine the
 

eFFectiveness and capacity of the system.
 

fable 6 presents a 1.izt o? theuc wxcqanous and endogenous. 

variables identiFied from our. literature revie w. 

ETable 6 approximately here]
 

Figure 1 presents a schematic conceptualizatian of the 

variables. These variables are observed in the macro-(national)
 

level, meso-(regional) level and micro-(school and classroom)
 

level.
 

The articles we review here present data sometimes at the 

micro--level, sometines at the macro-level with a few at the meso­

level. The scope of the study constitutes another dimension 

warranting attention when trying to generalize results. 

\6 
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EXOGENOUS VARIABLES
 



The most fundamental problem in program implementation is 

a
pet-haps the conFlicting goals created by different policias and 

lack of priority amona the qoals. For- inst.-ance: :f ter' 

Mal a Il;,..nchod :. 1 ., '';independence N a .si .- .uo', : ni t: b.ii. a " : 

Malays. With the Malay lanquage est.ablished a: the official 

language, private schools that did nolt use Malay, lan- uawa were 

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

',
racialiethnic identit'" wi th econonic Functions (Wang, .'9".'

special assistance was given only to Mal ay atudent.. a. the
 

expense of opportunities for other students. Sini.ilarly, in Saudi
 

Arabia, to maintain traditional cultural institutions, WoMo- are 

prohibited from going to school with male students. SchcoLs and
 

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

are many subjects where there is a shortae of Female teachers. 

For these subjects, fomale students do not have eq.il aaes as 

the male students (Chang, personal observatimn). 

The conflict between objectives for rapid ar.d "approprinte)" 

economic development and equity in education opportunity perhaps 

is the most widespread and the most acute conflict experienced by
 

Third World countries.
 

Countries like the People's Republic of China have radically
 

changed their education policies, str-uctures, admitsi.n pcli.iea 

ano curri cul a to accommodate whi chever pri or i ME- being 

emmphasi zed, economic devel cpmenIt or equal i o:! educati on, 

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



Therefore, it seems that before any poli cy can be 

imp 1 emented wi l any succ ess, i]. ann i n, ag - . --. rood to 

thoroughly clarify their goals. The operatioraliztio, of a 

pol icy into pfograls shculd take in to conid -. :i cn Other 

programs and other object,ives that mnay be a1.- :ct:-Jd b.­

operatioralization and implementation oF a particular pr.:jr.,m. 

In Kenya, two pclicy interventions were ii.pl:amant_-d in a-xn 

attenpt to i mprove educa :i onal opportuni ties for the under­

privileged: (1) The abolition of school fees in the .-rimai'v 

schools and (2) the institution of primary boarding schools in 

the arid and semi-arid areas of the country. Thera soon 

developed an influx of students iito the schools when fees were 

abol i shed. No -fi scal countermeasures wre hak,' = -- p".-: t":: 

lost revenue. Therefore, other fees were impo.e,.: W..i :inq fun-d,f 

equipment levy, activity fund, etc. Tha cost of schooling 

quadrupled in the districts where parents could least aFford it. 

In remote arid and semi-arid areas, nomadic interdistrict 

migration became commonplace. The governmernt estab l ished 

boardinq schools to offer formal educaticn to pastral childr'en. 

In these "low cost" schools . studonts ware ,-requi- . to proi da 

a =their own beds, beddinq and cutlery, well an a ocardirno -Fee-­

all oF which are barr:ers to mos p.'sa-ar al ,-hildr.e-.n Ovinyarngi, 

1922).
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Ed uc.t inn. r- am-p .[rEp.i iat..e e c o n .-..deve l oo mnen t anc. nno ro Ft.._ i..c .wcree d s 

he r-elati onshin betec:n ejucati on and mplo',,at i 'A 

fundamental issue in educational planning. 

The coordirnation of a nation a demands for .I.::illad manpower 

appropriate for the economical development of the country is a
 

very impcrtant one. Education that serves the n ed---,. ec oi: 

development and the general wel fare of 1the czuntr y ,i l 

facilitate the development of political will for planners to 

provide wider and more adequate educational opportunitie +or the 

country. In addition, a close linkage between education and 

employment will give individuals the necessary incentive to go to 

school; it will also provide motivations For- families to send 

Sthair children to school, for the projecLed ircreas in ircome
 

and social status will be .ercei,,ed as worth the p .ducti,r Labor
 

loss while the child is in school.
 

There is also an emphasis on education planning to provide 

the mixture o-F manpower af rorjite for the country's e,onomic 

development, meaning that a country should assess its current 

technology level and its projected course of oevelopment and plan 

education expansion accordingly. rhis coo dination between 

economic development, labor market needs and edcstion does not 

always translate into wider and more equal -accas-t' s.:hoel. On 

the contrary, to meet the needs of manpower with skills needed in 
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the production force, government policies have often resulted in
 

' 

providing vocational education at the secondary level at the 

3xpense of wider access at the primary level.
 

ro arque aqainst expansion of general secondary school-, an
 

educator in China in 1958 ri-earkad:
 

"All students in our present senior middle schocl row are 

product ion un i t s. :or th i s r-erason, wo ,c-nnot -+,:r- to 
extend our present senior middle school education tL mar. 

persons. We are openly graduatirig several thousand students 

each year. Even if greater efforts are exerted in this 

work, the best we can do will be to graduate a little more 

than cne million students from seni or hiqh schools ech 
.. a'. Should um try to i-ncrease this ,nuobar . . , . 

-.1:A i ~al.,.- i-rom oroduct ion wo.'r:. <Lu, 1%3) 

Similar conFlict is experienced by most other developing
 

countries. Yadav (198B)) observed that in India, the educaio'n
 

commission (1964-1966) had expressed the ,ie" that under­

estimation 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 epansior i, hiqher 

educati on, however, had been achi aved ahea'Z cU Isi .. It i : 

observed that the gain in education expansion is at the expense 

of loss in other areas. The education is elitist in nature: 

Eighty percent of the positions in higher education are occupied 

by the offspring of families in the top 30% income bracket.
 

Purchasinq power o+ the population in general determines the 

demand .or goods and services in the market. I India, the 

purchasing power of the qeneral population is such that it does 

not suni:ain a labor ,marktot highly trained t,:hnic.l people. 

Massive unemployment o+ the highly educated graduates has 



resulted. A large number of these graduates seek employment in
 

other countries, resultinq in a "brain drain" in India. 

There is also an imbalance in the distribution of graduates.
 

For instance. .7 cf t-lhe mo.dical doctors are Found in urban 

whilehreas, 79% of the population livye in rural areas. 

A plan for a new structure of educa[tion in India was 

formally approved in 1966. It included vocational education at
 

the secondary level, but the implementation of this new plan has
 

been delayed. Froblems involved in implementing the men plan 

included the avail abi Ii ty of addi ti ornal fundB and t:he 

reconciliation of equality, justice and efficiency. Moreover,
 

vocational education in India has proven to be an unpopular
 

proposition, becau'se vocational education leadz to jobs of the
 

junior-technologist level which do not carry as much pre.tige as 

engineering positions; the income level for these junior-level 

positions is far less attractive than that for prof essionals. To 

channel students into these jobs was considered creating a 

"modern caste system" (Yadav, 1980).
 

Similar problems were also faced by some African countries.
 

Asayeghn (1982) indicated that the economies in Zambia, Sudan and
 

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

expected rates. In Sudan, the 1978-198.3 Development Plan aimed
 

at a growth rate of 7.5%.per annum, but the actual growth rate
 

s
wa less than 4.5% per annum. In Tanzania during 1977, the GNP
 

increased by 4.6% per annum compared with 5.2% in 19,4-1974.
 

Asayeghn therefore suggested that a careful projection of
 



economic qrowth is very important in educational planning. He
 

out that it is not enough to use government
also pointed 


statistics For economic projection; to provide proper linkage
 

between education and economic development, one shoul d also
 

include other relevant variabLes such an tie typ,-s :
*M, is
 

needed by the labor market. Curriculum design should take into
 

consideration the types of skills.
 

An example of a government's determination in using
 

education as a means to achieve economic development is io,.nd in
 

Cuba Eq les, 1971). The Cuban revolutionary goverrmffent sought
 

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

utilize the society's productive capacity, (2) to eliminate
 

to remove class sLructure
dependendy on the United States, (3) 


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


socialist man.
 

Reform was conducted primarily outside the Lias-r'om. The
 

First stage of the reform, a -aapaiqn against illi.ti *.oc',was
 

who lived and
accomplished through a million literacy teachers 


taught in the rural areas For an extended period oF time. The 

second was the school-goes-to-country prograo, 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 heavy emphasis on combining education with productive
 

work and proup orientation is quite characteristic o! socialist
 

countries.
 



20
 

This rapid expansion in education in Cuba, however, led to 

the same dilemmas experienced by some countries: Che decision to 

emphasize primary and other basic education programs rather than 

higher education was one dilemma, because th need fc.- technicai,
 

scienti fic and administrat.ive per onnel was no: bei nq u.. i.i led.
 

Also, the strong commitment to equality and the problem oF
 

intel lectual --el ite secondary school s were seen a. a
 

contradicti on. 

Presi dent Nyerere of Tanzania placed education in the 

forefront of building a social isI: country. Hi s much quted 

Education for Self-Reliance (Nyerere, 1968, cited in Cooksey, 

1986) placed the following as objectives +or education in
 

Tanzania:
 

(1) 	 Reduce elitism and other inequities in education to
 
further social and clasF formation;
 

(2) 	 develop a socialist and self-reliant value system arong 
pupils and citizens; 

(3) 	 integrate the school into the village com)uni t 'and 
prepare the majority for a life in aqriculture rather 
than wage-derived white-collar employment; and 

(4) 	 give priority to national development needs over social 
demands in determining the expansion of the various 
education sectors. 

Since 1968, a substantial number of policy initiatives have
 

been taken, aimed at furthering one or another of the above
 

objectives. In secondary education, these include:
 

(4) 	 Introducing self-reliance activities and political
 

education into the curricula;
 

(2) 	 di versi fying school curricula awa,, Cam genra1 
academic and toward vocational, including agricultural, 
subjects; 

'27
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(3) 	 drastically limniting the expansion oF enrollment to
 

keep student numbers in line with manpower requirements
 

irrespective of demands for schooling; and
 

for Form I entry
(4) 	 reducinq purely academic criteria 

throuqh a rqional quota s'.iten. 

Throunhout the 1970 s, the government s policy ard practice 

were to prianry s::hools i.. curricuiaFavor the expansion f ith 


to* an aqricul tural backqru.nd
emphasizing subjects relating 


(Cooksey, 1986). Exceeded demands for secondary education and 

unemployment for primary school pupils forced the governmernL to 

re-evaluate its priorities (Cooksei, 19836. 

The abovementioned studies point out problems with 

quantitative expansion of education systems. Increasingly, 

-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 nature and 

quality .of education. Lingapa (1979) sumnarized the probl,ems 

in the following:caused by quantitative expansion 


- Unemployment among certain categories of educated people, 

- shortage of skilled workers in other categories, 

migration of rural educated people to urban areas, 

- large-scale unemployment or underemployment, 

- brain drain, the migration of educated people Lo other
 

countries, and
 

- high cost of education.
 

types of education are issues intimately dependent 


Economic development, demand for manpower .ith ski lls 

appropriate to the needs of the country .d expaini WF what 

an each other. 

http:backqru.nd


Even though it is logical to assume that in the long term,
 

expansion will contribute to
and educational
economic prosperity 


term, conflicts do arise,
or
each other, in the short medium 


whoer e the resources are. limi .ad To
 
all' in countries
epaci 


at 

produce skilled Iaborers- with vocational ed,.cati a .the
 

at the ex'pense of wide acces to
 
secondary level is oFten 


level. To have two paralle:l systems,
education at the primary 


seen
the secondary level is oFten
vocational versus general, at 


be the
 
as creating inequity. Policy planners should aware oV 

fact that there is a trade-off ih the atta:Lnment of -e:e gonls. 

of educat ion /econci c 
In terms of social consequences 


Carnoy, 102) that education is
 
interaction, it was argued (e.g. 


labor which is essentially a
 tied to a social division of 


reForms should develop strategies by
capitalist process. School 


which the "contradictions" 
 created by the nature of 

ar- r-esol ved. Qarnay
education/production relationships 


integratUesuggested that alternative development strategies must 


Schools shoul d be

agriculture and industrial product ion. 


the areas to address the need for rural
established in rural 


rural/urban imbalance in
development and to break the cycle of 


economic and educational development. A developmental process in
 

to involve the
education'as well as in economical conditions has 


input of the masses. Carnoy also encouraged educational ='stems
 

to take advantaqe of on-the--job-training and many forms of non­

the masses in the participation and
formal education to involve 


production of education.
 



To closely link production, economic development and 

education has been the emphasis of education in tha Peoplv's 

Republic of China. Productive work has always been a part oF the 

curriculum in China. Spare-time schools and POrt--work .Lihcol s 

also have prol i ferated in Ch i a bo!l as mean.is Lo pr.. i da, 

education to its people and as means to make eductlion serve 

productiie purposes. While China has suf.:ered from many r.adical 

pol it i cal turnovers which caused severe overhaul s in its 

education system, the basic emphasis on nonFormal .ducati on in 

its e.fects on producing skilled workers is genwralI1. onsi iJered 

one of the most outstanding features of educationi in China 

(Thomas & Postlethwaite, 1983). 

Taiwan's rapid economi= development and education enpansion 

in the 196C's and the 1970's have been remarkable. In the 1960's 

and 1970's, parallel to the economic develDpment in Taiwan, there 

was a shift in emphasis on secondar'' education. The r'at:io of 

vocational to general education changed from 30 and 7. to 2 ,'nd 

.30 (Lin, 1983). The change in the education system provided more 

opportunities for people to go on to secondary education. There 

was also a close linkage between employment and educalion for the 

graduates of these secondary vocational education institutions. 

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

attributed to the availability of large nu;nbers n.f silled 

workers; on the other hand, the economic develomont oV Faiwan 

also provided the resources and incentives Vcr educational 

expansion at all levels. 



2.4
 

As a result, universal pri mary education was r'qalized ir
 

Taiwan in the 
 1970's (L.in, I983). At the pre=ent tixe, -h 

government in Taiwan is working on extending uLi versal *.aduction 

from six to nine years and has reported trmn;rous in
::suc..ces: 

this Wfort. 

The success of education in several other E:I: .i Man
 

countries is also parlii,.llv attributed to a close 1ir;.....: 
 b . !'I 

economic development, employment opportuni ties and education 

(Thomas & Postlethwai to, 198.3).
 

Other developinq ccuntries, as
sLch Greec, gioaded hv tM;e 

need For economic development, are also in the process of p.-acing 

more emphasis on vocational education and -:i J 1 a, trai .irn. 

During 1975-1977, in Greece, education reforms wr, ii:in-aed to
 

develop technical and vocational education at the secondary and
 

higher education levels to replace an .o-lier emphasi s on
 

classics and general education (Kontiogeannpco.lr,- 107E;.
 

lhe rapid devel opmen t of technoi ogyi an inc e Make.z
... job 

skills easily obsolete. Developing countries Fno. only hove 
tio 

catch up with technological developmernt but als. have to keeo 

pac with any recent innovations. An education system,. in order­

to coordinate with and serve the nee.s of ecornmic and
 

technological development, must 
be flexible in its. strLutura lind 

content. This' mal::es the tas .: a f ,ocir inatin,. educati n, 

technological development and employment a dynamii c p-ocess. 

Effective and timnely p1 anni ng become most inpor tant i the 

process.
 

http:Kontiogeannpco.lr


In the 1980's, Little (1984) observed that this coordination 

has taken on new challenqes: 

-Global unemployment and 

- rapid dev.elopment-: oF if ormation technolccTy. 

oLh are i ss a : oncern . t ii. .o ,:: .,.lop nc c.:-_ tri z.r on.l 

but also the industrialized countries. For instance. tihere is 

oow an I ricreasinq I'l and in the more i ndutt.r-.i al i cou.tri, f 

schools to'build into their curricula, practical train~irno and 

Jo3r k ,.ex peri ences. 

The growing economic interdependence between c, itri.s .a i. 

it difficult to coordinate education with a country a domestic 

economic condition. Since there is tremendous dependence an the 

developed countries on the -part of the Thiri-d War-le. Wa.lters 

(1981) found that during the period 1950-1970. education 

expansion was not a sigrificant predictor of economic ,r.wth 

durinq 1960-1970 in terms of i ncrease or GNF per c -pi ta. The 

author" concluded that economic develc.pmenlt of the 'lii d Wic:.Ld 

countries is inhibited by their dependent status in the world 

economy. With increasing interdependence between nations in the 

world economy, the effect of education expansion on the national 

economy becomes difficult to assess. In the future, diFferent 

units of analysis may be needed to assess the impact of education 

on economy. 



Sex. _diff ere.nce s_ and thbe l abor mar_"-:ket 

Although much hais been waritten about gender diF f 5encesi 

education, education of women in the Third World is a re.lati vely 

new area for rescar-ch. An .impirc i ve bib 1. ccraphv, ccamp il by 

Kelly and Lulat r'aealed lack of baLn c of kn,.L.dq,, (19 80.) a a 

about education of women in the Third Wo-id. tSt[hiatci. 

indicated that males are more often more literate th.."an .. aes 

irrespective of place of residence. Males tend to have greater 

access to school and better support in the family. This. point,. i7 

illusLtrated by a study of groups aivuriiid as the Ha.sL .as tin.... 

Kenya, special districts in India, and families in Appalachia in 

the United States (Bcwman and Anderson, 9,0 . 

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

approaches to studying gender differences in t - labor ,;rIket 

outcomes of school ing. Major dimensi ons al ong the sex 

di f-Ferences :i.n the l abor marl::et, as con sequenc.:es o j ... ::.:At 

should include market-activity, waqes, earning proii.. As nd :raes 

of return as well as occupational distri buti on. Two views were 

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

"human capital" or "household production" model, which '-elies an 

the behavior of males and females in relation to their 

educational and labor market decisions. 

Multiple regression of market hours wo- ked indicated a 

neqative effect of education based on a 1970 sampie of ..000.women 

aqed 15-50 in Colomibia (Ram, 11.8i). A tabular anal.,.i.- w:s u-ed 

in Mexico and Costa Rica. A multiple regression analysis was 

http:kn,.L.dq
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also used in Sudan. Discrimination theory attributes this
 

in the labor market; the

difference to discriminatory practices 


difference to the
attributes this
"household production 	model" 


relation to employment c.utside of the iom"ne.

household decision in 

other 'an;1 .. ,
Education in Ind i a providsi 

Data demonstrated that literacyeducation/employment inequit'. 

very low. In 1971, 80% had no rates for women in India are still 


not complete the first level; oi

schooling, and another 11.7% did 

level, only 0.-'% surv:ived to thethe 0.3% who completed the first 


(Singhal, 19B4). At the postsecondary level,
secondary level 


When patterns of
there were no females from rural areas. 


women were
employment were analyzed, it was found that educated 


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

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


These
 were higher among educated women than among educated men. 


data made it clear that access to education in India is lif.ited
 

for women; it i-s further limited at higheir educat'ion .evels. 

does not provide sufficient
Furthermore, the labor market 


incentive and pay-off for education for women.
 

that the perceived pay-o+ forIt is generally believed 


the most

education with employment opportunity is one of 

why parents send their children to school.important reasons 


qL)
 



This opinion is most eloquently reflected in the PloraDisease 

(Dare, 197). There is a qood deal of evidence that suppor-ts 

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

Irue. He recently studied evidence From B:tswana. Lesotho in 

south Africa, Ghana in west Africa, Moxico, Conr "l ;.irica and 

India, and found there were more reason-s tlhan1impi..- motivation 

for economic betterment that prompt parents to serd hak.i r" 

children to school. 

In all of the samples studied, there were demands for 

education independenL of the desire for sal ariec iobs. To be 

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

culture of the country, is in itself an incentive ,or .rents to 

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

found that there was an interplay of both motivations in the 

economic and employment market conLext. This interplay resulted 

in a unique pattern oF enroll ment in the regior1. For inst.nce, 

in Lesotho, where the mining companies employed males witi littlie 

or no education, the female enrollment in the schools was hiqh. 

In rural India, where children had to shoulder a significant 

portion of the financial responsibility for the family, these 

children- were economically constrained from going to school; 

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

school either, because of a longstanding cultural institution 

against educating females. Their families believe that schools 

do not offer the type of knowledge and skills that enaole females
 

to fulfill their destined social roles as wives and mothers.
 



These children were, therefore, culturally constrained. However',
 

both the economically constrained and cul tui-al 1 y cort-ai ed 

families sent their children to experimental niqht schools. his 

can only be explained by the reasoninq that learnin t.o -caud and
 

wri ei- is important to these p eop Ie, c i h?.. can . 

education an overridin priority. When educa;ion is of.. -d at;
 

little opportunity cost. these Families will sand their chiidr:n 

to schools (Oxenham, 1984).
 

This type of explanation model can best be studied with 

multi --vari ate arlal ysez, i t proper oper-ati onal izati on can be 

designed to measure the dif+erent motivations to es.tablish a 

hierarchy of priori ties thai: parents 1ia'e iin rwaard to 

participation in education, and to assess the opportunity costs 

of education to use as a basis to desiqn alternati ve and 

innovative forms of education systems to accommodate the 

Families. 
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In many countries where inequities in education 

opportunities are observed, a common patLe rn oft inequiti . of 

educational opportunities is ethnic dif-er nce. 

In 1976, the total population o. Fiji was just over a nalt. 

million people. Fijians and Indians are dominant group. in the 

population. There were marked inequities in the education 

systems for these two ethnic groups. The indianE have 

consistently pressed the government Oor multicultural on(J 

inteqrated schools. However, the differences have persisted 

despite the government's efforts to narrow the gap Qul.livant, 

1983).
 

In Sri Lanka, it was found that two ethnic groups, Burghers, 

and Tamils, were overrepresented in the university population, 

whereas Si nhal ese and Moor-Mal ays were underrepreserted. 

Di stri buti on of uni versi ty facilities also re I t d thi s 

inequity. However, with the implementation o Sinhalese as the 

instructional language in some universities in 962. it was 

observed that the Sinhalese had become dominant in the university 

population. Evidence thus suggests that language of instruction 

is an important factor of education in a multicultural society 

(Gunawardena, 1979). 

In India, in spite o" a constitutional directive to provide 

free and compulsory education to all children Fri':m the sco of 6 

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



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

the age group betw:een 11 ond 14 ,azs a:rly
enrollmect ratio of 


37.9% (Yadav, 1980).
 

rhe educ-atior of throe qro,ps in India i J ag rinq b.-hi d
 

the schLdul.od c.atsli 
 and Sch edule.,
Women, rural popul ation ,-and 


India.
Tribes, the lowes-t social castes in 


Met<..of
There is a low enrollment rate ard a high drop-out 

girls in India. Only 30% of the girls enrolled in p-imary 

:sKou= 1s
V. While nro:l uent i, pr ;ryschools will reach Form 

for boys is I00%, the ratio +Or girls is cnl'y b%.7, Rural/uran 

It was augqesh-ed that educ~a:iondiFferences Are also striking. 


is perceived as irrelevant in rural India (ad-,v ABU). It i'
 

proposed that. the curriculum o education in India should be made 

more relevant to everyday life to provide the necessary incentive 

population to participate ini educati:ofn.to attract the rural 

In a survey of educational. pol icies i u ti :.. I'.:-.i 

a ..rLesocieties, Watson (1979) concluded that there cannot ba 

common policy toward education in multi-ethnic =ociaties, because 

countries differ very much in historical origi n, ethnic make--u!p 

attitudes toward ethnic djf+erences. Policiesand general 

concerninq education in multi-ethnic countries ,ftan go through 

to economic and politi._al contexts.several evolution, according 

In Federal societies, such as Ni.,sri a, po icies raa-d. g 

one reqio,; tD .ar:-ther.diFferent ethnic "groups may vary f;'om 

It was cb'erv d b'y Watron (197) that sci Wzims .,i dep-­

the USSF, China an-d Irdi: , reqcardlessrooted racial mix,, such as 


http:schLdul.od


of political inclination, achieve a degree of national unity by
 

providirng recognition oF the ethrnic: and languaqe di f : ncs of 

the ethnic minority qroups. In these countries, special
 

-io x., .th'n i . " .pro is are "-Cnded to ethnic mi.noit'i 1 i. 

deqrees of suces.
 

A 1.arge number of Thir-d World c untr ies owe their ethric 

makeup largel y to the impact 0 F colonial i" ul . In . . , 

national boundaries were drawn up with little or no consideration
 

For the tribal qroups livi ng on eilher side .: hisofthe border. 


already complex tribal situation was further complicated 6y th.-,
 

influx of Asians and Europeans.
 

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 diversity­

in her people, the problem Nigeria faces in building a unified
 

notion has been overwhelminq (Bray, 1?71). Fe inhens:i Lv ot Ch. 

problem was highliqhted by its c.ivil war from 1Y67.-1?/70 A ;ter
 

the cilil war, Nigeria, with the help ol financial resources
 

generated by its petroleum industry, 1 aunched pr-oqrams in 

education aimed at resolving ethnic rivalries.
 

The first strategy in Nigeria is the Universal Frimary 

Education Program (UPE). This program increased access to 

school, as well as provided a fir-st step to,_arn building a 

national unity. The second strategy was to bring education under 

the uni.ied control f the federal government. The third 

strategy was to designate English as the uniform instructional
 

fY
 



languaqe. 

There were a number of drawbacls observed in these prcgrqams; 

the cost of education was the most important problem. Forced 

o? some Thc .lseofpeople.curricula bred contempt on the part 

for z w.r."as.,
quotas to guarantee access :o education same qou 

heated controversies (Bray, 1971). 

tho South A.sian :untris makeThe complex racial mi'as of 

them interesting cases to study. These countries obtainod their 

racial mix to a large extent throuqh tha coltonial ',ulascurrent 

by the British and the French; these coincided with the palitinaL 

a large influx o Chines. intoproblems in China which caused 

these countries. 

Ethnic problems in these countries are compounded by the 

fact that ethnic Chinese often achieve higher levels of economic 

attai nment than the i ndi genoussuccess and educational 

In addition, Thailand, MalaysiA and Sinqafpore allpopulation. 

have a substantial proportion of ethnic Chinese (.able 7). 

ETable 7 approximately here.] 

These three countries differ significantly in their 

policies regarding ethnic difFerences.
educational 

Chinese migrated to Thailand in considerable numbers during
 

the eighteenth and nineteenth centuries. They brought with Ghem 

skill- welcomed by the Thais. They were encouraged to. int&, "s arr­

with the Thais and were generally inteqrated into the society. 

the contury, King Vajiravudh (191"}.I)A.iter the turn of 

of punitivedenounced the Chinese in an article, and a series 
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measures followed (Watson, 1976). The Chinese schools were 

rorced to close and Thai was imposed as the universal language of 

instruction. Ethnic Chinese students were required to 1earn Thai 

ai-id follow a nationally set c.rriCUlurn. 

M1hil y-sia one of the mo-it delic:atl-cl bal .r: d mul*-. cis ,.Lhu 
i
 

countries. At the present time, Malays juqt -lightly otrL:tum:.,er
 

the Chinese, while the political zoholding pow.je......e irn...hy.. 

Education reform in Malaysia was used as a strategy aimed at 

natiornal inteqration. The basic objectiv .F, Mal.-ysian e-i,.- ti orl 

re-forms in the last two decades has been directly relatod L".o .,) 

aspects of national integration, structural and poli tical 

integration, in order to (1) eliminate the identification o! ra':c 

with economic functions and (2) develop a sense of Malaysian 

national identity, especially among the non-Malays (Wang, 1979). 

A unified school system was established undcr centr-alized 

control. The official national language was changed to Malay and 

a standard cur-iculurn was required ofl all school s. Fi : an Ci.L a 

assistance was provided for Malays, especially in pre-university 

classes. Government scholarships were given 'to Malays who met 

the minimum entrance requirements. Remedial courses were 

instituted to help Malay students en Lering the university.
 

During this period, a number of technical colleges were also
 

established (Wang, 1979). 

A large number of Malays thus attained upward mobility 

through education. The education reforms had thus provided wider 

,access for Malay students to participate in education. Since 

http:irn...hy
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most of the '5Lbsidies were given to Malay students only, this new 

reForm. aimed aL cat.nq a nat: i onal id.-:ity, i.-n 

criticized as b.inndi'scriminatory against std-.nts wh.-c not 

Nalays, especi4lJly thep e.thn ic Chinese Aak.son, .:_. 

The_.6jiicy f iingp ipore has beenr nt"-. ,-, . ... I 

ethnic group Q iihin its territory, but al so to gran:t ii.;+ ::t01 

educational rigbqS. Sinhce 1965, the governme:-t of Sina.,-- r­

sought to bring itb its education system the four dc..inant 

1 anguages, Chi ncse+ Tamil, Engl i sh and Mal a. rhe education 

system at the prkes'4ri6 time is mstly i 1 ic ,u., ;hi , a;i and 

English. The four- domiVnant languages are used at primary and 

econdary 1 evels. TI'ii s p'lodcy was impl eer ied to pr ,c ,.e th:a 

dominance of one cult alrooIp over the other gr-o.ups and t
 

build a truly pluralistic society in a counlry where Chinese are 

the majority of the population (Wang, 1974).
 

I L can be seen from the abov..n: t' i ored c.. - th:. .. J..:::. t i. n 

policies pursued by governments are very di.f'rent. -e,.r.di On
 

the political philosophy of the governmher:, di fmFereiit po.icies 

have resulted in differential accesses to educalion, despitaL the
 

fact that most of the governments profess to provide equal access
 

to education.
 

In many multi-ethnic countries, hatred and prejudi:e have 

formed through centuries of racial/,ethnic con iict. These are 

factors hard to overcome and cannot be -legislated ag.ist. 

However, education, being a driving .orco in a .s:.-i:t-,_ is a 

place where hatred and prejudice can be qradually eroded. Watson 



(1979) sugqested that in the United Kingdom, the following car, be 

d :ne qr.adual I.' r-du-e_ rac.ial ter.sions: (1) The . n ed t. beto 


coherent government policies on multi-ethnic education; (2)
 

.osc.. r . i traininq nued to b-e nd aa.r e . thur ,. t Ii
 

cultural socie-ie-H; they can be t..uqh rudime.nt ary, ur:d.:r. i.ar.ji,,
 

-
about :he 1 -l .. iid .aI l.L 0 other etl ic groups:. ndtF 

there need to be more comparative studies on mulLicultural 

education, both at the macro- and micro-].-eval. 

http:rudime.nt


Many developing countries, in their early development Vf 

modern education systems, were irnf luenced by Ws.te-.r c..". 

e-i the- throuqh col1 on i al rule or tnrhr-,ouq t t V act. i i i i.- r 

mi ssi onar i es. DLur i nq near .i four decades, L.. -r msr : - .Lni . 

had an educationr monnopol'y in western ::.nTahe d.:ai.al 

experience of four neighboring groups, Ida.ho, isukina, Niaraqcli 

and Tiriki, difFered considerably in their resp,:;rze- to the 

Friends for AiFrica the demanded p.r.ic: -'- ,.. ,(FAMc;I';. FAM a ..... 

of their religion--before cultural advantages and education were 

imparted. The Marapoli maintained their educati onal advzntaqa.-­

because of a blending of cooperation with the FAM and constat 

pressure to obtain better education; the Tirikis, at t:he other 

extreme, offered resistance to the FAM because they cho.se to 

clinq to traditions which were contrary .o RPM s doctrines. 

Therefore, educational opportunitie wer e w.it~",he ld vn Them. 

For the idakho and the Isukha, the educational opportunt:ies. ware 

somewhere in between. Those who converted often .till held to 

basic African traditions. Being somewhat geographically removed,
 

they were not the central focus for missionary activities. The 

gap wi'dened when the FAM accepted the colonial governments
 

support and supervision. Through this co ertion, a 'imred 

system of schools and programs was developed, but development did
 

not occur evenly across the areas. FAM--supported sch.w l. 

remained the only sources of education until local African church 

http:d.:ai.al
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leaders bedame involved. 

In spite o+ the fact that the Adrican nations had achiqved 

political independence, the African universities faiied to
 

become institutions that independently served ..irican :eeds 

f ...:., 


educational system was original ly an ex tensi on of ' 


(Na . i , 19;5) . hi s was a r Feu of the om-I-t . 

E.u oe.n
 

institutions that dictated the curricula, s.elected th, te.,chrs 

and determined the standards which allowed the students to
 

prog:-ess through the system. Even after the school 

Ibrol , ?.i ,
cor l id "
i cans, . of ; eJLA. .:.t.h.. : ;",= 

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

educat i on. 

Ruddle (1982) examined 'the ideology of British coionists,
 

who were the policymakers regarding African education in the
 

1800's, how ideology affected education made available to the 

A.fricans, and how AFricans respondeC to education. 
 (. ws
 

revealed that colonial education, and working. cl.as. :.t.- in
 

England were par-allel in objectives during this p,.riod. Early in
 

the 19th century, educational programs being considered For both
 

groups were aimed at the training of vocational skills :o serve
 

the need for productive labor in Great Britain. Me natives o+
 

Africa and the Dritish working class were considered ".neducabie'
 

otherwi se.
 

Colonial rule also affected 
 the selection of ins.tructional 

languagc. The general principle of British colonial policy was 

that, as far as possible, primlary education should be of.-e-d in 



the vernacular lanquage for the di-fferent groups. [he French 

and the Dutch maintained that the instruction.-l lanquaqe shculd 

Dutch in the colonial schools. After indeperdence,be French or 


on ies li ke Chad and ber i r :former lii cner, .

Dahomey) stated in thei r educa i on I J hL T :lIi ._ d_ ..r 

shall be qiven in the French lanquaqe" (W.a"Lson, .V/. 

Th~e problems encountered by soma t'e for.ser I ..

f o.rmer French col 

ot .. r : 

colonies are as they were during colonial times. One problem
 

has been to find a vernacular lanquaqe that will be accep ted by 

all groups involved in the educat i on system. _.unt. .. I ik' 

Nigeria, with many diverse linguistic groups, simply chose to
 

adopt English as an official 1anquage in order to achieve 

uniformity in instructiop. So did Ghana. Kenya, at 

independence, had thirteen difFereit languages used in schcois.
 

Because of the cost of using so many languages ir i nstruct i o;, 

the government introduced a mneasure in which pr-ianry educato" is 

commenced in the mother tonque o'f the studr:L a.-, ui-..'.-r 


proqresses to Kiswahili as the medium of education by Standar.-d V. 

(Watson; 1979).
 

In Tanzania, Kiswahili nas been the language of primary 

education since 1967. The general political push toward a 

widening use of the language has been reflected in education 

policy. It has been assumed that the eventual .:in4-.hili..:ation oG­

the education system should be just a matter o '.ime. The
 

Presidential Commission on Education in Tanzania., howeer, came
 

out in favor of retention o+ English at the postsecondary level
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and opposed crash programs to combine both English and Kiswahili 

in the schools. Vacillation beteen acceptance and raject ion of 

English is an important reason ?or the general ized lw 

achievement observed in lanzanian students (Cripor an~d Qcd, 

Similarly, in a number of A.frican countries, e. ts. were 

made to textbooks make the curryic.lum more relev'.n torewri:e to ant 

the native culture. Since 1975, when Mozambique became 

independent of =ortugal, the goverrnment has been invc.l ved in 

restructurinq rnational goals, values priorities and pr acticco. 

Their approach was a blend of Marxist-Leninist principlies and 

radical practices (Barnes, 1982). Education served the pu.-jpzoe 

of "liberation." Schools were nationalized and brouqht under 

direct government control. The new government slowly developed 

new teaching materials which stressed Mozambique history and 

culture. During the first +-ireyears of indeper"denc.-., Noambique 

gave high priority to education ex pa "i,. Fh annru i man 

increased threefold. With the massive in-flux o-f students and 

shortage of trained teachers, the quality of education had not 

reached the government's expectations. The newly developed 

teaching materials, however, radically changed the'content of
 

education and made education more relevant to the people, which
 

in turn attracted more students.
 

Similar effort was observed in India, where there Aas also 

rewriting of the textbooks and .urricula to do--emphasize, the 

British colonial rule. while stressing the glories o.- indian 
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The new
 
history and the culture of the precolonial periods. 

ret lected the qo,.ernment si970-19/1,
textbooks, as surveyed in 


There was a transmission to the
West: 


tha West wa- still technica lly uperi-i a.till :o
 

attitude toward the 


.studernts that 

and stil ol~ be c:..uht -notor
be blamed. stiiJ to be emulated 


approval (Kider, 1971). 

Mazrui (1175) suqqested that true devel'opmient in Me +orer 

three main strategies: (i)colonies in Africa requires 

Domestication of schools, (2) diversificationr of schools and (0) 

societies. ihere shouldpenetration of schools into the Af rican 


larqe to participate in
be allowance for the African society at 


terms of adni 5ion equirements
the educational system in 


for faculty recruitment and
curriculum content, criteria 


university organization. It will be interestinq to see programs
 

derived from these types of suggestions and the eiViects f the
 

increasinq education-al parti:ipation.
programs in terms oF 


Foreign_.trEaikning -o rt_e..chni.i.al_ r e!nai s 

A strategy which has naturally grown out of the reed +or 

skilled professionals for economic development and modernization
 

is the sending of promising students to foreign countries for
 

training- Governments either provide scholarshios and other
 

allow stadents who are
subsidies to send their students abroad or 

able to support themselves to qa to other countries for training. 

This practice provides able students the acc:.swses Kc more 

are considered
training. Th6 results of this practice, however, 
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mixed. 

There are pros and cons for this practice. Some oi the 

disadvantages observed are: (1) The knowledge'and methodology the 

students have learned in the technol ogi ca lIy more advanced 

count-i es are far removed -roi the . ,a1 it:i. 5 K.a. h,.,W e .. i.; I:;t 

(2) the students have problems tran.latinq what was Wsarred in 

another country to their .job asiqnmnt in the hcme county; .- nd 

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

remain in the foreign country (Moock, 1984). 

However, with knowl edge growi -q more speci ali :od L i s 

often beyond the capacity of the education systems oF developing 

countries to meet the goals o- training needed bv prFesional. 

and to fulfill the aspirations of students to further their 

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 qap between pianninq and implementati on 

of education policies in Nigeria revealed problems that may not 

be unique to Niqeria (lankwo, 1980). This analysis iden i..,ed 

sou- ces of- .: between p1 ainrni an .i.,# . . , . rap s .rcd -.

-followinq: Historical development of educationaL .d i",ist.-..ki,
 

uniclear objectives o F pt.nninq political in...bi.l.ty. di.ve.- it'i 

of planning bodies, inadequacy. of comunication and an overall 

low quality of p1 anni ng.
 

Historically, the administration o+ educatioF in .iqei.j hE 

been influenced by the Christian and Islamic elements of society.
 

Education planning has only a very short history in Niqer-si and
 

the planning bodies are considered entities outside the eduial:isn
 

system. In Nigeria, there have e:isted several education
 

planning agencies at the federal level; none oV them! however,
 

had the Full author-ity and responsioility tor plR: ~nnin . ,.eu::csti. 

and ex.ecution. Comurnication btw.een these p].anr r. boaiE--- has 

been poor or insu.ficient. Closely related to hist.orical 

development are these competing ob j ect i -- ecnmic 

modernization and preservation of traditional identity. 

The lack oF relevant data has made projection dii:.ficult. 

There is a tendency for planners to use planning modaIs that are 

either outmoded or overly sophisticated :or the s.i'_as:.icun il 

Nigeria. All these have resulted in low quality o+ p1-anninq. 

Strategies have been proposed by Nwanl.::Qo (198Q) to narrow the 

gap: 

http:in...bi.l.ty
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- Creating a national planning body, 

- participatory planning, involving the plaIne-s, the 

and the consumers ofimplementors, the facilitators 
education, 

- clarification o+ educational qoal6,and 

the help of- establislhing teacher :ente's to enlist 


teachers in the planninq process.
 

Constraints in usinq the abovementicned -trateqie waire also 

pointed out by the same author:
 

- Continued scarcity of trained personnel,
 

- scarcity o- -unds,
 

- lack of effective mechanism of co-ordination, and
 

- limitations of decision-making power placed on the 

planning bodies by the government. 

qreat extent,
The observations made in this analysis, to a 


are generalizable to other developing countries.
 

W&Mik policies. fnec[aisp ndpat 

Admission policies, standards and practices ar'e Mot.Jrs 

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

education system. Education policies and adrission standards are 

in turn affected by factors such as education philosophy ol the 

planners, the availability of candidates, the capsasity o the 

system and the projection of labor market needs. The planners 

set priorities of its education objectives and evalat- the 

decide admission standards forcapacity of the system in order to 


different levels of education. Admissin policies, Ml :4,nisfs 

and practices, therefore, are dependent variables themselves.
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Selection and testing has become a technology in itself in
 

modern social science. (ince a policy is articulated at the 

planning level, the operationalization and the execution of the 

plans requir-e in--dopth analysis oF the val idity, rel iabili-ty and 

poten-.ti al side eff.ecLs ot the .selection pr'antice.. 

A-cadenmi c tests, especiall y the ones used for *.ni ati. csn 

purposes, have been a subject o'f much study in th Unitad Mates. 

Agencies such as Education Testing Services (ETS) have been 

under intense scrutiny for the fairness of ts admission teLs, 

especially wliero ethnic minorities are concernea. 

Governments of many developing countries are awarE-of the 

issues concerning admission practices. China has been 

vacillating b.etween different methods oF admissi.bn practices at 

different stages of its history when different political 

ideologies have prevailed.- After a decade of -adical
 

experimnentation, such as abolishing entrance ex a;.ir'atiosri tor 

terti ary education and rel ying on commun ity recmoendat ic. and 

atudents political awareness for entr'ance criteri a, LMin'a has 

recently (since 1977) come back to using achievement--orian.ed 

entrance examinations. During the period of experimentation, the 

majority of university students were from peasant/worker 

backgrounds. After the implementation of the ranewed ,nttrance 

examninations, a majority of the college students in Chira again 

reflected an urban and professional o-igin. 

,Japan, Taiwan and South Korea are countries in E Asia 

known for their competitive examinations for college admissions. 

(
 

http:achievement--orian.ed
http:admissi.bn
http:poten-.ti
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achievement in education
These countries have also enjoyed high 


terms oi accomplishment
both in terms of enr-ollrient ratios and in 

Some educators critic.ize thisin basic skills acquisition. 


practice in terms of its narrcness in .ocus and rigidity in
 

pr.actice. They have pointed out- the . l low:Lq d .,r.b : it" hi 

type of admnission practice (Science, MW:E) 

testad an the- Teachersi tcach on the basis of what will b 


examinations.
 

- Students are discouraged from deviating -4romstandard 

tex:ts and are stifled ir the develoipment ,jr cr.eativity. 

-'hes, practices, in turn, creaWL an- e-;litist .grou W 

obedient, conforming, individJuals. 

rhis type of: admission practice favors students who are 

"test-wi se", with narrOw focues, and does not Favor sntudetsI who 

are creative, with wide interests. Blecause the examinaLions are 

very competitive, students who fail the first time usually do not 

have rmuch chance to take the examination again and pass. This 

type OF adii:si on practi ca i a eon am a way of~ biakqc :; .2:AIES 

rather than providing access for a si gni i cant number of 

students. 

In the United States, Education Testing Services (ETS) has a 

monopoly on academic teztinq. Each year milli,cns of student-:s 

take the tests designed and used by ETS. Nairn, et al. 1l81-) 

have pointed out that there is ,evidence suggesting ta;t EYE tests 

! ail to pr-edict academic and c.ccpatiral W ades, 

bicr..phica' persons! r atin, 01c .:nj past 

accompli shment have been p;-ovien W be k.se .rlsi r of. 

utu.re accomiplishmen"ts. Fhe Fact that- Bliacks, Li.n: and other 
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minority students tend systematically to receive lower scores 

demonri-trates a potential bias of these test-., Many sci-hools are 

now not relyinq totally on ETS test scores; t:hey -ake into 

consideration other variables such as hiqh school a r -d
 

b.oq.aphical. infolmation 
 and past acconpl1. hnn i r ,d~i-.s.,r', 

purposes. 

Litti- is known about admission practi el* in ri-r ,.:le w. l;i 

countries. Bray (1985) , using information based on prav:%.ou- worrk 

in the area of education in developing cotr;trjes, -'c ud tahat 

selection for entrance 'to higher educ"a'tion lfai.:e..a.iy , 

forms. Most countries attempt to establish a systeri'atic practice 

-for admission selection. 9ray (1985) identi fied nirne caL.zao.r-ies 

of selection practices in developing countries: 

- E'aminations, 

- government quotas,
 

- character or political per formance,
 

- social class, 

- gender, 

- religion, 

ethnicity,
 

- personal wealth, and
 

- bribes.
 

These nine categories are 
 identi~ied as Oaing p.-a-ti,7ed in,
 

developing countries. 
 While the cbjeclives o -duca'ion and 

philosophy of education are given factors., research h.L-U d be 

done on admission practices to ascertain whether the admission 

http:prav:%.ou


practice actually cai-ies out tha "miandat.a" se.t by edu.cation 

the prac.ti ce selct- .-the h yp o-f .todnt,;:authori ti es, whether 

worthy of education, whether there are Lunfai pr.ctiCeS 

a-nd wi th a given o bje-i:i va,. ohA.ti- isunintanded by the educat .ors 

the i , . oral 9t :UZI: u,w .. .. :the best .. ay to mak , 'c 

can be achie'ved by usin-,g both itnt-ai.J.the best of ail on. ds 

a.-s monta as- e i : is io i "i. a( schnal man-rk.:s ) and -,lernal I: e.e nd 

using a dombined examination and qLlota system to ac. mmodate ths 

dual concern, f ,.- ,er it n.tnd equiy. 

Redu!c.;Lion o _Lt!u i!.L-._.os ..of!-_ eduJca..ti_ on 

One way to resolve the problem of'fil nanci ng e tiaion Iz to 

reduce the unit cost ot: education. This can be done t.hrough 

utilizing innovative learning technologies which reduce the 

requirements of teachinci personnel, t:he most e n..oanai", i 	tem; in 

ofv 'heducation. reacher .alri as may aLbsot-b a- Ui. as W 

ecurrent costsa of educa:ion , ,_-os .a.nd . -' nJ, .N :. 

In 1 9 7 7 , teacher salaries in Ghana accounLd -,or 7% to f80'". 

of recurrent expenditures i.n educaticnl, aid the educ.atLion.ti budge: 

represented 257. to 30% o-f the total govern,.oent budqet (;-'valos and 

Haddad, 1981). A similar situation is observed in other 

countries. If the cost -for teachers can be reduced, it would be 

a signi ficant mavi;q For educatioin EstoLa. 

In Japan, Taiwan and ol:her East A.ian ccuntri, sal aries 

F.or lacher s cina t i ..... e a smale r prp.:oti:. ion , F the : .. -a ion 

budget. Their education budget, in turn , is a smaller proportion 

http:educ.atLion.ti
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of the national budget. 
 In Japan, Lhe education budget is only 

17% of the national budqet (Cummiriqs 1779). In Lhasa cou tri.s,. 

classes are usually larqe, with the studen-s-to-.teacher. 
ratio 

often at 40 O r 4.4 to 1. (,.alit. of adu,-i.ov, doe not , ; 

suffi.er' .fr-om th is 
 Iar'.a. r.i.-o;i.,.th,.eme rcc! t7I Z an:-..,-:
-:,ju haw.
 

achJi.e., malnlt in educa:ion both in I:il:.. andquan;r1: ttive inLqLi5.itai. *ve
 

milasLures. 

Efficient classroom management-, such 
 as the kind p:-actic--d
 

in rai wan and Japanese .-ools, raeds to be 
 ros;arch-d :i. ar d:.r­

to identify met-hods 
 Lo help othei- c Lit:ri.: c e: t'i" i..t.'I 

cost of education production. A series of rearch projcts, 

currently undertaken 
by Herald Stevenson and his associates 

the University of Michigan/Ann Arbor Oi teach:i.n'g, lear-rrinq and 

classroom activities in Japan, China, raiwan and the Uited 

States, offer much hope in 
this area.'
 

Distance education has been deployed by many zountries as an 

attanpt to solve a multiplicity of problems, such as :a.iucab-ion 

for scarcely populated, outlying regions and schoci and t.oacher
 

shortages.
 

The effectiveness of distance education saems to vary 
From 

program to proqrsan. In countries "hore di stanc. cducation has 

been implemented on a large scale, there are studics i:hat lament
 

the "elitist" 
ori entati on of the conternt, ., ch perhaps 

"reproduces" the social inequality that already exists e.q. , 

http:suffi.er
http:adu,-i.ov


where such
 
Ginsburq & Arias-Godinez, 1984). In rural areas 


have been inplemented, ownership o radio and other
 
proqrams 

control and there~ore 
telecommunication equipment determines the 


the program.
the effectiveness of 

of telecommtn ca.io y...chciL ! to th,.'
The appropriateness 


factor overlooked by many planners (Haocook,

country is often a 

o+ trained technii ars toto the shortage
1984). Due 


much of the sophisticated
appropriately handle the equipment, 


deveopinq co.nt'i s lacL is

technoloqy is wasted. What most 


and to -oordin. I: aduca:ini

organizational structures to ,. naqtu 

with telecommunication systems. 

adult educat oc:.rn, MheIn order to meet the needs for 

proqrams using self­
government of Zambia developed education 

paced correspondence courses in agriculture, health and nutrition 

with emphasis on rural mass production. In a country where oral 

the ca cti vcness o:)explanation dominates in teacning, 

be evaluated (Si.ci.ana, 193).correspondence courses remains to 


In countries where there are different language and cultural
 

was found that programs were more successfui when they
groups, it 


in the same language as the students. But the
were delivered 


progr"ams m:ake it
prohibitive costs of producing education 


to produce programs in different languages. Distance
difficult 


education is, therefore, producing mixed results.
 

mixed results can best be illustatsd in a study
These 


conducted in India, the Project SITE. Satellite Intruction
 

Television Experiment (SITE) was implemented in rural India with
 



the expectations that children exposed to SITE would attend
 

school in qreatler number:s, show more i!nterost in larr,in, nd
 

demonstrate higher achievement and an improved behavior pattern
 

i n cl..ssrooms. Result s ind cated th at , i1, seu,:rt :erd.::. 

an!d .scholast:ic achievement: were rno't " af"fecte'd OY. tow:.pr.:::qr;am 

K3qni jant in *I 

greater interest :in lea.rning were foind in ,."e chi Ldan h." 

watched the program. Attendanc.a rather than enrollment was used 

in thi stLId'y as an indicator o-" accas. to school cir .-.'.td .­

had to be on the schoul premi.seE to 'i .w the .roq:-m. 

Considering the balance of resulLs of distance educa::ion, it 

is concluded that distance education ma'y not be .upriL b,. 

traditional education, but in rural areas and outlv.ing p,ace 

where there are no schools available, distance :ducation of 

various forms provides a logical alternative. Since it can b.--: 

delivered around the work schedule of the s':ud: ns, d si-.t.an:e 

education is a better alternative than boar-dino schools. 'm':. 

effectiveness of individual programs hinges on th* aoropriate
 

technology used 'for the program, the language o. instruction and
 

the relevance of the curriculum to the local community (iancock, 

1184). With some drawbacks, distance education remains an 

attractive alternatIve to traditional formal education. 

rhe People's Republic of China is now e.paerimentin witt one 

of the world's largest distance educati on pri-q-ams. The radio0'­

television education proqrams in China are m.ani.nly "ined at 

providing education at the secondary and tertiary levels. The 

(Shukla.:.., 1979), i qa~irna i &arqLL~qu deopmark.:c~i 
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open university system has reached 25 of the Chinese workers in 

various factories. The Engi i sh-as-a-secnd-1 anguage teaching 

program is one of the most popular proqramns in the Peopl e's 

Republic. Chinese sources Iave indicated that mosL q:-aduat,%-:s -rf-n 

these proqrams meat the same standa:rd held : 'hi ijs.- : . ar­

schools (Beijing Foreign Language Publications, 19E2). 

Impleentation of innovative 1 uarrni ng pro ra,. w=i tIr:., 

technologies seems to meet with at least one cbstccle--the
 

perception and acceptance by students and p-irc.nts of the new 

technology and methods. Since the school is conside'red rn-L only 

a place for learning but also a social/cultural institution, 

there are culturally conditioned ideas and e:.pectationE as to 

what a school is and should be. The new learning techrnologies 

involve not only different methods of delivery of information, 

but also, in most cases, radical reorganization o.F the c~.assroom1 

the management of the school and the rol e o+ the tzichr:r'. 

Despite the positive evaluation of i ectiveness ,, li.ing -i-s 

delivery function of ;these new methods, some parents were found 

skeptical about the new programs.
 

Newfresearch and development are needed in these innovative 

technologi'es, to explore the social Functions and consequenc:es of 

learning delivery systems developed around these methods, to 

detern.ine whether some of the Functions of socia lization in 

traditional schools and classrooms are being removed or replaced. 

'Other Cost-Cutting measures that will kc du.ation
 

production more economical are: The streamlined administration of
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education, cost--effective methods of teacher training, and the 

use of1 i nnovati vc- teachi ig and I earn i n methods, i ch wil be,ii 


reviewed by other ERIDGES components.
 

Financia.l di F ficul'ies have been i ,oi.ctd-, 

fundamental obstacl e in provi di ng wi d-r and :&or e dm:,c.:. :: 

access to education. Education financing i ,s areea o .udyan 


which warrants in-depth araiysi, beyond the F:cc of. nrnt
 

revi ew. her'e are some common eri c str .,.,i H aIo : b / 

different countries in resolving financial orc.blems. The 

followinq are somne of the atrateq ies.­

- relying on foreign aid,
 

- decentralized education planning and relying on lncal 
sources of Financial support, and 

p rivatization of education. 

-training efficient administrative staifi
 

- reducing unit cost of education production,
 

- optimal utilizatio oi available resources, and
 

- low cost teacher training.
 

Each* oF the abovementioned topics has been studied
 

extensively. In this review, we :ilil briefly hiohliht some of 

the considerations courtri es h.a',, in ,adptin" di :aent 

s rategies.
 

@itc natkivei finO.anc,_qial! rsre s
q! 




Relying on foreign aid in a commonly adapted strategy. Some
 

countri.es look upon the use of 4oreign aid a. the I-BsM. r~crt~:. -or" 

fear oF compromisaes that the country has to make in order to 

obtai, the foreign aid. There has becO much wri tken on khe 

pattern o.f f eri,.n. a.d q i by Li ''eni n&.,i:.:,r vouh ,. 

Ford Foundat.i on and the U.S. k;qency for . ntr;- .i- - iLr.I. 

Devel opmen-It) arnd inr -nat-ional agenc;i es (s..-uch a s iUj'.ESLO:. an.rd MI:-_-

World Bank) in their efforts in aiding developing cou,tries.
 

An art e i n the Hl ry..rd_. d:.2qt i oral. 

(Berman, 1979) whicI anal v"ud the rel-ti,.-r.-hi!-,..c. L::cr'.i"i. 

States foreiqn policies and major American foundatio is, rotab .l', 

the Ford Foundati on , Ca-regi Fondation"c'"-.... a"nd 

i cl appeared q . . 

Foundation, and concluded that these foundati ons niave dircted
 

their support at areas of political and economic significance I:o 

determine the needs of the developing nation.
 

V)ecan Ir al izat ion of educat.ion-al fIn ncinq :4 

varied success. One ., the most obvious p:-bln_, is '-l V" 

richer regions will be able to provide better education -systes,
 

while the poorer regions will fall +urther behind in education
 

development.
 

Decentralized financing was practiced in Japan during the
 

turn f the century. However, because o. the inequity ir: the
 

quality of education produced by this pra-, ire, !own.... 

enacted for the central qovernment to provide adnitional revenue 

to aid the pre-Fectures that had problems meeti.-,,g te cost to 

provide quality education ,,Ministry of Education, japan, 1'O). 

http:countri.es
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At the present time, there is almost no discer'niUle di,f een er in 

the physical f:acilities, teacher quali i,-ation and quaiity . 

curi'-icula in Japanese schools in different regiocns (Cummings,
 

1979).
 

In Ch i nda . du tri :;:cr"ie , : .... :... fa . ::. .....loca.:l;'. 


spo~nsor school o various leovels~. There ar cla diff emns 

in the facilities, teacher quali i ati an.:.n'd tha .".ra-l ,uliK.. ,' 

of education from one region to aother. The ,.ove:.nm.n has 

tried various methods to. reduce the inequiA ti-.s (Seijing F--rei:.,
 

L qLago Press-, bS.,) wihl vdi d si -c ('2: L"; : -vn..-u t 


there is apparently a hvwo-tier system ..i th the "Qey" schools 

being Fi rianced and admi.L n i stred i ec:1 by t h stat:e- e*ev1 

Ministry of Education, with other schools -financed and u:pra,'t.d
 

at local levels. (Taylor, 1981).
 

In order to provide wider access to school by increasinq the 

number o F school s, .[h .h i neae government has Z.I" ar. . i 

local comiimu i ties to spcnsor schoo:: s . I. i .: r cI a a.:.:+:. :'.. 

education programs of various kinids (Hawk,*::ins, 1983 , t the
 

present time, there are no systematic studies on the qualit.'y and 

capacities of the locally..-sponsor ed schools irn Clina. 

Along the same lines as the deceqt.alizatiorn o-f educati on 

financing is the involvement of religious and private schc.;s in 

the education system. Countri. es seem;; to dif-er i , t:ei r 

pref'irence for- involving private schoois. Ono t, t moAt 

important considerations is the .enr of lo;sin'g cnntml' over the 

quality and the natur'e of edu.ati ".
 



V58
 

One interesting study compared Thai land s ef for-t in .h i Fting 

education planning responsibilities from the central aovernmnt 

to the provinces and municipalities with the practice of 

privatization of hiqher education in the Phi.ippiiies (a; s! n 

1 "hi-s in,:",icaEted thnt i h. n,..:I ,. study 1 i1: .': 

enrollments of students in higher edu..cation,, while in t Ie 

Philippines, there was a hiqh;:er percentiaqe c., :tudants .r, hi,::h r 

education; however, compared to the students in Lhe Philippines, 

Thai students were better prepared academically ard had be'.ttr 

chances o-F employment upon graduation, 

One of the concerns some governinenis have in terms a.f 

privatization of education relates to the prc-blem i-F equity a-i d 

the actualization of educational philosophies 'el d b, t i e 

government. In the People's Republic of China in the 193 's., the 

government closed down all private schools, mosL of theii oporal:ed 

by .Arerican missionaries (Price, 19?76 . I; Tani a h Zh? 

socialist governmentL a IIowed kh.. ±:itenuc oF pr'ivte .-hctIr­

which charge fees for education. This practice was cJi izid 

for allowing inequity to exist within the ed,ucati.n sys-e:­

(Cookseiy, 1986). 

In Japan, private schools, mostly sponsored by Christian 

missionaries, are incorporated into the system arid are under the 

regulation of the Ministry of Education (1920). lAe do not hive 

much information on private schools at loer levels :A apa,. At 

the university level, the private universitis ,do n't en joy as 

good a reputation as some of thC public univur-itios such as 

- - - - . '... ; - ' .. ,i ... .,,-.... : 
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Tokyo University. 

Privatization of education finaneing is the-efore arn i ssue 

of much debate.. At stake aro the qove-nment's and the .iety'a 

perception and ideology as to what education is and -hould be, 

:ard wheth;:.-r the pri,.ate ". s-',ctr "aii be ",i-u.te ' .
 

thus have control over education.
 

Im2rove internal efficiencq oF tlhe education _sqeny 

Improving internal efficiency oF the education :y-,ej ccvo;s 

the entire garrut 0+ issues studied by Froject ..... ; cf 

these issues, including cutting unit cost o;: education 

production, .improving management e-F ic iency, or ani z a- i cne 

efficiency of the school and cost-efficiency organi;.atonral, 

efficiency of the school and cost-ef+icient classroom management, 

are revi~ewed in-depth by other BRIDGES components. Here, V.,e will 

only briefly highlight some of the issues. 

Perhaps the most intriguinlq issue in educat.:i'l :rn:i. 

management is the distribution' o resources across di. ererst 

"?levels and different types of education. This issue inv/ar'iably 

involves the quantity versus quality issue 6F education. 

At the present time there are no comprehensive Theoric.s in 

resource allocation and enrollment mi' (Urwick, 186) which 

provide a basis for "Optimal" resource allocation and nr-ollment 

mix. Factors other than economic considerations often play 

imiportant roles in this d ter;in'iin 1'.ak. (' 19841 195-

The World Bank's report on economic returni C+ education 



education is far
indicates that economic returns on primary 


higher than on hiqha-r levols of education (l-)yneman :1985.)
 

this observation has to be taken into consideration
However, 

overal. 1 pictj.tre of ec.nnomi c devel. pmeri''.,nanpower'wi -hin the 

demands, the sociaL neds -for edl., c-.Li on 'tind ih%c-- *-.I ihi .l.. : 

..intentions bf the leaders of the country. E.0pansicI,i ri.L:ary­

education without proper coordination with the co:.u',try s naed -,r 

technical and administrative manpower and the generated needs for 

hiqher education will ca,.se problems in economic dvelc.pmert-, 

frustrations in the ciraduates, and emfolrc'm-nt 1m: .,ahrc. 

primary school leavers. Such was observed in Tanzania wi.h the 

"Education for. Sel-F-Reliance" (l.lyerere, t968) progral,-sl zA.:3y 

1986).
 

Efficient management_.of edcationsystems
 

The need to efficiently manage education sYEot -.
.:s i t s old
 

as the systems themselves. As dduc,-ation y:im ,.,w in .ize and 

complexity, the problems associated withii their man--gemrt and 

administration grow proportionally.
 

An impressive annotated bibliography on practice and 

research in educational administration and management was 

compiled by Basil (1979) f6r UNESCO. Efficiency of management of 

education systems, like any other aspect o.f a c-urtrys' 

development, is related to the overall level of development of 

the country. The management of modern ccmple. rga:-i:at".nz is 

itself a product of modern industrial society. rhe problems o+
 

http:rga:-i:at".nz
http:management_.of
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mitnagetent are therefore most acute in the newly independent
 

counrl-ties which are trying to move from mostly an , prai ­

industrial societies to modern industrial societies. rhe concept
 

of scientific, conscious iplanning and 0,xQcUfion .- r aFficiancy
 

and productivity may vary in these cultural c'n . JL:.xZ 

there are issues Fundamental to the admir:istration ant .an,:mei 

of all public (and private) work, not iust to id.tcat i :.n 

production. They are, however, beyond the scope oF the present 

review. 

CONCLUS ION 

The education system as an open system is intimately 

interacting with its environment. Educational ,o]. icies are made 

in the context of a coLuntry's hi story, cultural nd 'Bo::Ial 

institutions, its ecological conditiuns and its :ener.&L tcit, of 

economic and technical achievement. Progr-ats d-sij gried as 

operational.ization of policies are also afFected b3" 1-he contexts 

in which they are implemented.
 

We have identified two categories of variables a .ffecting 

programs and program effectiveness in terms of participatian in 

education or access to school. Those that prcvide the cirntext 

fo- planning, programminq And program impleme itation are 

considered exoqenous variables. Trhose variables that are 

inherent in' the planning, programming and program iaiiplementation 

* ) / 
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system are grouped as endogenous. 1hroughout our review pro:ess,
 

we have Found that the two cateqoris o-i variobles -areclosp:ly
 

interacting with each other to give rise to tha unique pattern oF
 

education participation in 3 country. Gereralization o-i findinqO=
 

a*.h h.t t , ,ri;ciiis thLus a nco. O-e crnot lick . a i . <aL-Z 

its. eff,:ect; one has to take into considcraLion D cornstellat-cin W, 

variables inr their sp cific combinai. 1 taoioal.,es- te n; L.­. -t:. 


The successful cases involve coLntries in which a number of 

cndiionB are present to produce high enoil, arn. Some 

codi tions stand out as mo n .uent i.al i..-rv : .-. 

Coordination between education and ecoinomic develoo!munt ;:.nds 

out as one of the more important conditions. Educatioarl sua. sc.
 

in Japan and other Eastern countries all co-r'espond to thai"
 

economic advance. Education and manpower projections and
 

education/employment linkage represen: anoth:r condition which is
 

fundamental in providing the necessary incentive: + o- educa Kon 

participation. Countries that c . ul I , co- i" O f."hes-= 

different sectors of development are countries where education
 

participation is high.
 

According to UNESCO surveys (191, 1965) , education
 

participation has achieved tremendous success at a worldwide' 

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

inequity, i.e.. democratization of education, (2: the ims.o of 

quality of education, (3) the issue o: education expaosion to 

d
 overcome population growth, and (4) tIc i asue a, e uc:at ion to 

adapt to and to facilitate. technolopic:l end social 



modernization. Developing countries are thus fa.ced with a 

d nami c chal 1.oiqe. They must: add. s.- pa~t do F i,.i o.ecia.-s and 

inequities and also catch up with the evegr-owing population and 

technol cqi cal advances. T hese ,:hal 1 nqe: rcqu r, dl I i qnt 

,fnjirl 1 tori n ' . r.. T i, oion . nr;..nAfc.2 tLC 

qather-inq of stat:istics on popul.ationq growth, and proj..a:ir cW 

ml.lpcwe- and educat i onal needs. Unfo rtLt l oti d::,,...-.i ;: 

countries do not have adequate organizations and pescr-n.l Wo 

collect data reliable enough for anal!sis and An--.prj.ction, a 

way of W'nOr.Mida Lincn to poli±cy pl .nrE~., the Qras wrier. W 

business should be to improve data collect ion techn iqu'es and
 

pirsonnel efficiency.
 

To make projections and formulate planning in this d'n.mic 

situation, adequate planning models are needed. .ve.'Iopi n 

countries have a tendency to adopt modols that are ou.:tmroded o; 

ul t-ra.-sophi st icated , , e. , tlhe most,. tup WwaKnk.o 193M.;c: 

C-are- ul selection of pla nir g m;iod els s hculdc ba l iu;n.oen -.- , 

importance to a country. 

Any given country would have mul ti ple goals ior its 

operation., Frequently the goals are not compatile°.ith each 

other. When no clear priority between goals- iss 

implementation of any prdgram may become dii Fic:.lt.' Goal 

clarification and priority--stti ng should be e .tin.1 ,-or 

planners. 

There are several common dilemmas experienced b'y developing 

countries durinq education expansi on. The most ,udawental 



dilemma is the dilemma between production of the ,arnpiwar needcd 

for the country"s economi c devel opmert and educati on equit . 

In the long run these two ob jactiv.s may com1plement ach 

short or meditum run,: c:ountries a:e&c:om,i: .nq.other; but in the 

for 1-he funds F, - achicvem:an",1 aF thoe'.. qi AI -. .... .;."..., 

conflicts were derived fron this basic di'lenrm : ,I) Th i. :i" 

q:uallity vs. qual it/ (2) Ithe issue of .c.ndarv.s.. -i r.,-" 

education and (3) the issue of vocational vs. general ec.Ic:atic-, 

e pccial]I./ at the scndar. level.
 

We r-eview d the di.+ eren L priorit.ie- u;.iLr ie. .i .... ­

these two objectives. As with most other is-,es in:ed..cation
 

development, the success or ,failure o{ taking -ither a.-r.:h 

does not stand on its own mer-it; sector coordination., appropriaa 

manpower projections and the current levels of tachnol ogical 

development all play very important roles in this mt to. 

Reducinq the cost o+ eduication prodt.ic:Lin is a basic . 

' of widening access to education by .nrcreasing tho_, .ap of, h:i 

system. Various innovative learning technologies offer prcmise 

in this regard. Efficienlt classroom managqeait t:,hniq-.-, with 

which a teacher can teach more students ard thus cut the comt ot 

education, should be another promising area of research. 

Almost all the studies ag-ee that communit'invol've,,nt in 

education faci itates educati on p rti cipati ..r, l.ova. t 

curricula and close communication between the school aid the 

conmur ity should Ihelp promote pat-licipa..tion. 

Perception of the objectives o+ education has be ex;amined 

http:priorit.ie
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by a few studies (e.g., Payne, 1Y86. 

Our .nderstandinq of this area wil be greatly enhanced by 

sludies of the following categories: 

NomothetLi-al principl s o! how sinql.z, ve.riabl;o, o, re in 

. AC: . i t-.educat ion, d,:o.oi.o, l "e di f i. i .o dti -	 . 

Scholars in this area suggest that it Auill be more fruitful .. do 

in-depth case studi eo of pro.jrams ir a gi ven co;text Ie. e, 

Urwick, 1986). 

Studies of the following categories will oreatly arrich o r 

understandinq in this field: 

1. 	 Systematic analysis of the entire process of education 
planning and implementation from ccnceptualization o 
policies, operationalization of poli icies into pro,_aws, 
implementation of programs and firally evalua:tion 
programs. There are studies of each staqe of the 
process, but we have not yet locaLed studies that 
have run through the entire process. 

There are studies of programs in a specific counLry, such *.s 

a recent article by Cooksey (1986) on -econdo..r, educati .in 

Tanz ani a. :-wever, ,moat of these s:ud Led ... .W.. .. 

entire set of policies with many programs in education i annin. 

Studies of the design and operationali.-ation and implew.n .ation 

and effectiveness of single programs would be more in+ormative in 

terms of in programmatic solutions to problems in ac:ess to 

education. 

2. 	 Ethnographic studies of the perceptions and the belief 
systems of education, the schools and oxpactsd .,utaomes 
of the school which constitute perhaps the -ost 
important cotrLextual variabl,.s hic-h permeste all 
stages of the process of education plannina ard 

iimplen ter-lal.ior. The diFFicu.LtV of an-r'-iwi n ndigs 

from one country to another is generally att-iouted to 
"cultural d if erences, but few attempts ha-a been made 



to identify what the "cultural differences" are. 
Studies in this area will offer a key to answers needed 
to mako sense a? som. apparent discrepancies in 

findings. 

Many scholars suggest that new innova:tive proqrams have 

exper ience prlb . ems in deve p iq -' n L i ns n t :f t-"se 

problems have to do with "the powerf'Ul and highly re.isL nt 

attitLdill.nil op positions OF t:achers, parents and s tuienits I:o nany 

of these changes (Payne, 1986). 

It seems that the cuilturallv conditioned helie. systems 

underl yi t!.he naLt re and objecti ves of, d;.c:.. i. :e; n d , .C Li,. 

systems should be systematical l'l investigated. While the? 

implementation o-F new programs may cirad:,al ',; chanare i:he 

e.pectations of the society, in the early stages of roqram 

design and implementation, these cultural factors have to be
 

taken into consideration for effective programming.
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Education in the P'eople's Repub.lic of China is a much 

studied subject (e.q., Hu, 1962, Price, 1916, and Hawkins, 1583). 

China pr-esents an interestinq case study bec'ue thcs a:Q...t..-y has 

•aced al muost t 1d i. d ial Lhe prol ems. t. I -du.tin 

devel opment: 1he burden of a vast populati.,on, R vast terr-.i tnry 

where many reqions are mountainous and di-fficuit to gain access 

to, scarcity of natural resources, poverty, .1ack OF 

infrastructures, and the burdens of histories, Lrditi ons nd
 

political instability (P'rice, IN,',), rhhl i. ntense: commit ;ert and 

e+Vort toward better education on the part of the qovernment are 

also evident throuqhout the cuntry. China has produced many 

innovative programs in providinq basic education, skills training 

and adult literacy. China has been "experimenting" with, on a 

very larqe scale, policies and programs at different stageF o.f 

its history.
 

China and India have faced many o the same educational 

problems which are characteristic of most develc.ping countries, 

but their problems are magni+ied by the size i. their 

populations. In handling these problems, China and 
 India have
 

offered very dif+erent approaches (Arnove, 1979).
 

Their problems include: (1) Massive illiteracy. China has a
 

strong national will to tackle the illiteracy problem; J:rdia so
 

far has not demonstrated a coherent policy and effort toward
 

drastically reducing illiteracy, (2) lack of universal access to
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education and uneven distribution of higher education. In India,'
 

the traditional caste system still prevails, (W) a hierarchical,
 

elitist examination-oriented education system unrelated to 

productive labor and economic needs, (4) a larqe rnunbur of 

unemployed school Weavers, in india, a ng u,,iversity qr-J ,?1.. 

in China, amonq secondary school gi-aduates, and ,5) d..er;derce al 

foreign educational models. The Indian education system has been 

modeled after the British system, and the Chinese system modeled 

after the Soviet system. Impressive proqress has been made in 

both countries as far as education is concerned; however, the 

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

"I7e problems in education are magni fied by their vast 

popul'ations, traditions and enduring cultures. 

Education in the People's Republic of China is sometimes 

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

Much of the argument on either side amounts to polemics; th* lack 

of reliable statistics about education in China makes evaluation 

di f fi cul t. 

The magnitude of the problems in education 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 di-ficult. Lack of 

sophisticated technoloqy in these areas, and the abject poverty 

of the people and the burden of tradition also make education in 

China a tremendous undertaking. It is dif+icult to compare China 

with other countries; the success or failure of education in 
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China has to be judged within its own cont.ext.
 

Edcation inn.p rc-.odern China be Fore_ 1911 

China has one oF the world's longest contininc histories. 

Fron AOU years aqo, around the ti meo o; ..r d and .i- 7e::u-s . 

scholars o F China, education has- been a hiqhlv vau ed s ,.ali. 

institut ion., Masters such as ConFucius, Nencucius and others 

often formed their own schools and attracted great toll o.wings. 

The schools were supported by tuitions paid bv the stude t. T,. 

masters themselves sometimes per formed duties .. . h, cK:;.­

during which time their schools would then be sponsored by the
 

court. The installment of a system of civil service examinati ons
 

in China made education an important means and sometime's the only
 

means for people to move up in society and to escape the harsh
 

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

of the East Asi an countries that can still be fe.L ."
Loda 

Individuals and "amilies perceive education as thms most importnt 

aspect of a person's life. To be educated not only is to ba
 

respected but also is a vehicle through which to achieve a better 

life and higher status.
 

However, in pre-revolutionary China, the long years one had 

to spend in preparation for the examinations, and the tuition and 

expenses for books and supplies made educa!:ior, ev.en though 

highly valued, beyond the reach of ordinary peasants. In an 

agrarian society, sending a young man to school means the loss of 

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

education officials still have problems convincing scme parents 

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

compensate the families for loss of production arnd l.oss W, 

income, the situation is not .lkely Lo chanqu in I.o near .. "-e 

(Price, 1976). 

China's population is the largest in the world. China is 

therefore faced with the most difficult task o.1: providinq 

education to a vast population of which, before 1949. more than 

80A were illiterate (Weijing Foreign Languaqe Pres., 118:2). 

It is estimated that 80% of China's population live in the 

rural areas where there are tremendous problems of accessibility 

(Price, 1976). In addition to the Han majority ethnic grcup,
 

there are fifty-four different ethnic minority groups, most of 

them having their own languages different from that o+ the Hans 

(Beijing Foreign Language Press, 1982). Among the Han pcs!ilel 

the written language is the same, but the spoken languaoe di '4ers 

from region to region with at least thirty-five different 

variations of the spoken language. 

At the present time, the language of instruction and the 

official language used by the government is "Ptonghua," a common 

form of Mandarin. In regions where ethnic minorities dominate 

the population, primary and sometimes secondary education is
 

conducted in the native language of the dominant language group 

(Price, 1976). 

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

regarding population in the past thirty years and the traditional
 

mentality in favor of large families, population control policiei
 

have not always been eifective in China. At Lhs pr-esent time 

Ciina ihas a popul.Li. n o4 over a billion Li,-ing OV a land ,w, ­

is sli.Ihtly smallor than Canada and approx imately B
-h some size 

as the United States, with much fewer resou.ces. [he d±i__icul, 

in education can be readily seen. 

ducati _in Chian_. .. c-1947 

Before the 1900's, education in Lhina was reserved for a
 

small fraction of the population, mainiy For passinq !the civil 

service examination. The content of study was mainly .;on 4 LIian 

classics.
 

Western-style education was introduced to China by Christian
 

.missionaries and the Chinese who want 
 abroad For" education. ey.
 

1916 it was estimated ten million Chinese had received a ,-a.er
 

exposure to some form of modern education. In :L"K, there were 

campaiqns for universal schooling, and attention was paid to 

adult literacy programs. These programs parallel the May .ourth 

Movement, which advocated the use of the vernacular language in. 

literature and education as :an integral part f a general call 

for modernization of China (rhomas & Postlethwaite, 1902).
 

A League of Nations report on educaticn in China in the
 

1920-1930's observed that the education system 
 in China during
 

that period lacked suf ficient relevance to' the country's
 

0I
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cultural, social and economic realities. The'system was modeled
 

too much after Western models, especially the American model (Hu', 

1962).
 

The Nationalist government in 
 the late 1?3's launched a
 

special effort to expand primary- education. hi C orLL 

disrupted by Japans invasion of China 
(Hu, 1962). 

In pre-liberation days, i.e., before 1949, education wa. 

reserved mainly for the privileged rich. The chance to receive 

schooling was denied to the vast ma.jority of the people. Ovalr 

80% of the whole population was illiterate, while in the rwra'' 

area, illiteracy was over 95% (Oi, 1979). 

Education n China4 _1942-1958 

In 1949, China barely had over 200 higher-education
 

institutions, 4,000 secondary and 289,000 primary schools with a 

total number of 24,000,000 students. Apart +rom their limited 

numbers, the distribution of these institutions also posed 

problems: 

- Universities were clustered in the large cities of 
Beijing, Tianjing and Shanghai. 

- Secondary schools were only found in a few counties, and
 
mostly in coastal provinces.
 

- Schools, even primary ones, were rare in border 
regions and the areas designated as National Minority 
Regions. 

Chinese Constitution and the Common Program
 

On September 21, 1949, delegates to the First Plenary
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Session o+ the Chinese Political Consultative ConTprence adopted 

a Common Program. Chapter Fiva of the Common Proqram contains 

the provisions on education (Price, 1976): 

Article 41: 	 Ihe culture and education of the People's Republic
Wf China are new, democratic, that iot naoiolv. 
sc:ienti1 1 *:ijad p t1q... 

A-ticle 42: 	 Love For ihe fal-herland and .- he p.eopl .l e V 
labor, love o+ science and the taki:g.ae ob 
propa"ty shall be p'oiaot.d as the- JULI..: c .it W 
all nationals of the Peoples Fepublic. 

Article 4.3: Efforts shall be nade to develop the natural 
sciences to place them at the servie o. industrial,
agricultural snd n7ational defe:ne ....-. .. 
Scientific diacoyeries and nveti. ..... atoll.. 
encour aged and rewarded. Scientific knowledge sha.ll 
be popularized. 

Article 46: The method of education of the People's Government 
shall reform the old education system. -ub.ect 
matter and teaching 	methods systematically accurding 
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 Peoples Republic: Develoc,,ent and 

modernization of the economy and equality and democratization of 

education. The translation of the latter into action has been 

confusing and difficult. lhrought the history oF the People's 

Republic, there have been changes in emphases -from one ex treme to 

another.
 

Since 1949, education 
 in China has undergone -undamental
 

changes.
 

- The government too.: over the establishment o-f *sd.cation, 
and made necessary structural changes in education. 

- Educational development in China paralleled economic 
development in the country; it is theref 	re i;,luencad by 
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the prevailing political-economic philosophy of the time.
 

Curricula and admission policies are the administration of
 
the schools dictated by ideology.
 

--	 The period of the 1950's was generally recognized by most 
China observers as a "golden era" of deveLopment. 

Educational development Fared well durino tlis peri.od o L.i ma,. 

The Followinq are some statistins substantiaLinq the success. of 

educational reform during this period in China: 

"Over 54,436,000 stuoents attended either universities 
or schools in 1952, doubling the pre-liberation number 
in universities by two-and-a-half times that in 
schools. By 1957, the total number of students reaclhed 
71,800,000, of which 440.000 wcre university .t.:ynis 
as compared 19.70, 000 y : previ..'.uua. B"ywith i fie year.s 	 .' 
1978, there were about 600 universities and colleges, 
over 160,000 secondary schools and 950,000 primary 
schools offering courses to 850,000 college students, 
65,480,000 secondary and 146,240,000 primary school 
students." 

- Primary and secondary school education is almost fre-e with 
the exception of a few yuan for miscellaneous expenses 
such as textbooks, etc. 

- Before 1949, only 20% of the population received prinary 
education. Now in China, though de initive statistics 

are lackirg, it is generally observed that prim,r-v ,:cr.ool 
education "has been basically popularized." 

Innovative programs have been deployed to promote access to 
school in China: 

- To solve the problem of scarcity of schools in remote and 
underdeveloped regions, a diversity of forms of schools 

has been formed to meet the special needs and lifestyles 
of particular populations. 

- Teachers travel from vi.llage to village to teach; the
 
traveling teacher program functions in mountainous regions 
of China. 

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

- Teachers go to fishing boats where children are r-:.quired 

to help the family in fishing, and teach the children 
during their off-intervals. 
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- Afternoon and evening shifts are established +or children 
in rural areas who are required to work in f ields or on 
household chores. 

Education and production are looked upon as two endeavors 

that should go hand in hand. Hence, cndary Eohol and 

university curi"icula often emphasize the ul:iiLarian .alueas-l 

producti on ski lls. hore are di F-ferenL Frm of secon-dary 

schools; for example, vocational schools whi chn pr zvi de. 

agricultural science and mechanical training for their students 

wiho go into the producti on force: i mmedi a:el y aft :r:r adtJL. ..ion. 

Different Forms of higher educatio n are now being put into 

practice. They include work-study agricultural colleges and 

workers' universities run by factories. 

_Edcation inChina_958-196~2 

(The Period of the Great Leap Forward) 

In 1958, the Central Committee o F the Ch i'a:se Communist 

Party and the State Council issued a directive which stated (Hu, 

1962) :
 

Education must 

- fulfill its political role, 

- serve the cause of the proletariat, 

- combine with productive labor, and 

- be carried out under the leadership of the party. 

In this oroclamation th,.r.e was a shii-t in the emphasis of 

fhe purposes of education from -erving the need • cr ec.nmic 

development to serving the need of the political ideol,:y. This 
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set up 
the tone for the Great Leap Forward Movement in China, 

when the country. under the leadership oF Chair'man Mao Zedcnq, 

embarked on a social experimentation aimed at creating more 

equality among the people, through eliminating the g.ips be.,een 

the intellectual and non-inteileztua.L technoarat.E..£ an c .p.eazail 

worker-s, cities and rural areas. This was a period in which the
 

general emphasis was "red" over "expert.''
 

Education in China: the Post-Cultural~ Revolution -Er-a 

(1976-presen t) 

Since the end of the Cultural Revolution in 1976, there
 

has been a significant effort to more closely link education and
 

economic construction. This has been spearheaded by the Research
 

Institute of the Ministry of Finance, which has stated that
 

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

goals are to: 

- Universalize primary education and reduce the dropout 
rate, now estimated to be around 60% (-awkins, 19"3). 

- Dramaticaily expand higher eduLation enrollments. 

- Expand secondary technical education programs and 
graduAtes. 

- Provide more adult education in the form o spare-time 
schools. 

The Communist Party's Central Committee held 'wo major 

meetings with representatives of the Ministry of Education in 

order to map priorities for the 1780's. The results are 

summarized below (Hawkins, 1980) : 

- A multi-layered education system should be developed with 
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an emphasis on "key" elementary, secondary and higher 
educational institutions. If regional inequitieu result,
 
there should not be an attempt to move toward univc'rmity 
in the education system (emphasis provided by -he present 
author). 

- In higher eduation, the key word is "diversi-i caLi on." 
New experiments should be tr-ied and branch schol. sh,..id 
be developed alonq with coNeSpondnc and evrirg 
ci asses. 

- Although state-supported schools w.ill continue toL bL t'he 
cornerstone of China's educatiornal system, " izai1. 
managed" schools should be encouraged. Local ities at the 
county level should he supported in their eiforts tG 
establish and finance primary and secondary schocls as 
conditions permit. 

- There has been an over emphasi on science a,,d *ui :a...:er q 
curr icula in higher education institutions. As a r....t 
there is a shortage of economists, managers and political 
and judicial cadres. Students should be enlcoLr-aged to 
enroll 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 present the structure of China s school 

system over different periods. Figure I reprenentB the school 

sysem in the 1950's; Figure 2 is a composite creation drawn by 

Hawkins (1983) to represent Mao's idea of education in the 

society; Figure 3 is a representation of the school system in the 

post-Cultural Revolution era, the present situation. 

Frdm these figures it can be seen that' China has been 

undecided about its education priorities, and about :hether to 

adopt a multi-tracked or single-trazk education system. 
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An inherent di em euaini China "Red v's, ".. r 

An inherent dilemma in education in China is the emphasis of 

education to train citizens into po.litical -a.wa.r;sn,, t--o Craiw, 

the proletariat, to equalize the opportunity to education -- the 

emphasis an the lRed"; or, to train the educat: .i. oi .ally • ;oce 

"capable", the intellectuals with technical skills sorely needed 

by the country possibly at the expense of opportuniLies Fot. 

masses -- the emphasis on the "expert. " China has qon. tnrou..-gh 

several major evolutions since 1949, each time the evolution was 

spurred by the conflict betwe.n "Red" and "expert" (e.g., Tayl.or. 

1961). In a sense this dilemma is not very different in nature 

from the conflict of training technocrats or the masses as in 

other countries. Only in China, the conflict takes on a sense of 

urgency and magnitude that is unrivaled in any other nount.rv. 

Each time, the changes in education (as well as in other sec ors) 

in China have been .undamental, involving drasLic chanoes in the 

educational structure, admission policies, and length and content 

of the curricula. The conflict has been so 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 closed down 

and teachers were sent to labor reform camps or confined to their 

living quarters. Normal education functions stopped for a period 

of time in China. The experiment during the Cultural Revolution,
 

http:nount.rv
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aimed at equalizing the di 'erences between intellectual elites 

and peasants and workers, proved unsuccessful. China has now 

returned to an emphasis on the "expert. " However, 

domcratization of opportunity to education has remai nled an 

important emphasis of education in China. 

It is agreed by many authorities on education in China that
 

the most impressive aspect of China's education is its non :ormal
 

education programs. It is estimated that in China now 21% oi al
 

industrial workers are participating in some form of nonformal
 

education. Nonformal education in China, started in the cary 

1950's, was aimed at providing opportunities 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 education needs -or
 

millions of Chinese students (Hawkins, 1983).
 

China's nonformal education system can be divided into a
 

rural sector and an urban sector. In the urban sectors, there
 

are spare-time schools sponsored by the factories, commerc:al
 

enterprise and trade unions, whose purposes are to increase
 

literacy, impart political education, and upgrade wor kLrs'
 

technical skills. Specific programs involye evening .classes, 

correspondence courses and radio-and-television classes. it was 

reported that 0C-0% of the graduatez of the radio-ard-televisian 

"colleges" met the standard set by regular universities. (Beijing
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Foreign Language Press, 1982).
 

In the rural sector, there are literacy classes, short-term
 

trainLng classes and information dissemination activities.
 

Nonformal education systems in Lhina are administered in an
 

+
' 

.;=ad'ho - nt'l ?ura:7 b,+ lo.cal Mrqa~t J.z :-tA.. inE , E:c.h as- .- ,"r .kar +t'­

unions, factories and community organizations. Administration o+,+ 

educaLion in China has undergone several evol u.tio ns,*win.inq 

between centralization and decentralization; the evolution .of 

administrative structures para.lels the situation of Red vs. 

expert. In 1944, before the People's Republic was e.M. ol. ii 

public schools in China were centrally controlled but:. locally 

financed. There also existed a number of chuircV.-sz.ponsorcd 

schools and private schools of various kinds.
 

After the establishment of the People's Republic o+ China,
 

the government took over the administration of th, education 

system. The 'private schools were closed down in toe early 

1920' s. lhe educati o system in China becamhe .;:rt i. 

centrally controlled like most other operations in China in-. the 

1950's. 

From 1958 to 1960, during the Great Leap Forward movement,
 

there began a process of decentral izing the educa" ion 

administration. From 1960 to 1966, when the Great Leap Forward
 

prove unsuccessful, there was a return to the centralized ccntrol 

of the administrative functions of education. From 1966 to i976,
 

durinq the Cultural Revolution, China again exper,',ientad with 

local control and financing of schools. In .1.act, 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 plann:inq model. The Ministry of 

Educati on now makes major policy gui deli-es and al locate 

funding. There is now a ne, proposal for- policies to be made 

centrally but implemented by local authorities. 

There are different types of schools in China under 

different administrative authorities. 
 The key schools are 

administered by the provincial authorities or muricipal 

authori ties. 

In 1979, the Ministry of Education and China's Centr-al 

Broadchsting Administrative Bureau jointly started an open 

university on television. These alternative programs 
are oFfered
 

to workers, 
 primary and secondary school teachers, cle-.s and 

other people who are already in the work force. Incentives are 

provided to these students by linking the study prograi with 

prospective promotions to higher-level positions. 

One of the important emphases of the Chinese Communist 

government 
 is to provide more access to eaucation and other
 

developments to the nation's ethnic minorities, who in the phst 

had far fewer opportunities than the majority Han people. The
 

government also reported tremendous progress in 
this area:
 

"In 1978, throuqhout the country, 7,600,000 pupils of 
minority nationalities were studying in prima-y szhools, 8.1 
times the 1951 figure; 2,400,000 pupi Is in ordinary
secondary schools, showing an incr'ease of 61.2 lines; over­
58,C00 in secondary professional schools, an increase of
 
11..3 times and 30, .OC; students in higher education 
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institutions, 27 times the number in 1959.'
 

There is also a vast increase in the number of schools
 

available in regions where the national 
ethnic minoriLies live:
 

"In the Xinjiang Uyqur ,AuttnomousRegi on , wh -u only ei qht: 
ordinary secondary .-hools eistei s.hortly after 
in .91 a, o. now ' . ..-.o"wr y':y, 
school 5... (acccnmwod.-ii: i m r than 2 z nt ... . 
Tibet, wh e pr,.iousiy ther e was not even a 'inq,. ,,-:n 
primary school , over 50 second-y schools I -ar,- r.':.:r 
of well -equi pped pri mary scho ols have beon builu ;"i no, , 

to more than 2 ,CO pupil s.'
 

Tie abovementioned statistics, thagh impressi ve in their 

magnitude, compared to the n.:aition's vast population, a", Mil 

short of meeting the need for educated people,....:-ere aire two 

perspectives one can take to evaluate the progress or lack of it 

in Clina: (1) Compare tha currernt si tuati ,.z wl Ith th: pre­

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

industrialized countries in the world. When 
one tales the virt 

perspective, one is usual 1 y impressed by the tremendous 

improvemeni: when one ta.::es the second perspect ive in .w,,;:v.n, 

equal 1y impressed by the rel at i ve underdEvel op ent of the 

ooun try. 

In a lateral comparison, China fares much better than other 

developing countries in primary school enrollment 0, national 

vv' rage--the percentage still vaies widely frcm region to
 

region.) However, anl, 
 less than 5%of the naLion's pop.'lati on 

is admitted to any university at all, This bespeaks a serious 

shortage of educational instituticns in C;ina, especi. ally in 

higher levels of education. 

The "experiment" in China during the Cultu.al P'evol..fin 

(A~:
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(1966-1976) iundanentally -changed the admission policies, school
 

administration and curriculum for schools of all levls... The 

abolition of entrance examinations to accommodate the pol. itically 

savv'/, wst.-uer--peasent--sol dier -Ltdert s, produced a q(..nrrat ion of 

school gr'.dua I.os who., accor di u to most. cb scct c- ,
 

inadequately equipped in bahic skills. '
 ... .. 

(since 1977) entrance examinations and "key" (,Mlite) sc:h:,o. in 

China's education system 

1he rhwly irnst d 

have again retur-ned education in Chira 

to the pre-Cultural Revolution 
 era's mer-it--oriented mel ection 

process. The benef.1.1 . of the newor so r'e ,m ni ;o t 

clear, but all signs indicate that this new reform has not really 

widened ,6ccess to hiqher education. The absoluLe nunber oF 

students in schools has increased in China since 1977; however,
 

most of the 
 increase perhaps reflects a return to the "nor'mal" 

functioninq of the schools, foliowiing the chaotic confusion 

during the Cultural Revolution, when most of the s,- ls were 

closed and teachers sent to labor reform "schools". 

Lessons learned in China: 

The following factors appear to contribute to the widening 

of access to schools in China during the 1950's: 

- A coherent national policy and planning in education,
 

- A strong commitment to nation-building and to the belie: 
that education i= essential to nation-bilding,
 

- Strong government propagq~nca :nphasizirq the n a
 
democratic idea of education, 
-eplacing a certu-ies-old 
pcr-ejudic, a.gainst educati.on ; ,,;ier, a.rnt- ,,i,,- *-d , ,.­

- Committed and dedicated education w.orkers, who saw their­

http:educati.on
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own aspirations coincide with the objectives of nation­
building, and
 

- New, innovative proqrams which brought education to remrte 
regions and to indeginous populations who were no, 
served by traditional formal programs. 

1lhe followinq Factors sem to provide "obBt cl2El in pr oviding 
access to schools: 

- Periodic, radical swings in central policies, toqethe­
with the cnanging of political leaders, 

- Lack of an impersonal political machinery and mechanismn to 
make the system immune to charismatic leaders, 

- Remnants of traditional cultural institutions, such as 
prejudice against women, etc., 

- Lack of infrastructures, particua;-ly in communication and 
transportation,
 

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

- The return to achievement-oriented examinations !or the 
selection of students, again perpetuating the diferences 
between children from intellectual families and children 
from worker-peasant families. Recent ,bservatio.. ons 
college students admitted after 1'?7 al-ardy pr.vid:. 
evidence stemming from this difference. 

AV~
 



TABLE 1. Enrollments and Literacy 1944-1979.
 

Percent
 
t.inl l__evel (. i gu.re in_ general!.r!s2d.). 

School year Primary Secondary Higher literacy 

1944 
 17,800 902 69 20 

1958 64,2/9 6281 441 . 

1965 S0,00")0 120, --- 5*-0 

1979 146,630 60,249 1020 65
 

Percent of school-age population enrolled primary and
-

secondary: 1949 = 18%; 1979 = 69%.
 

*All figqres are estimates only. (Hawkins, 1983) 
1944 - China Handbook._1937--1945 (New York: The MacMillan Co., 

1947), pp. .323-331. 
1944 - Ten Great Years (Feking: Foreign Languages Press, 1960), 

p. 192. 
1965 - Jan S. Frybyla, The Political EconomvofCommunistChina 

(Scranton: International Textbook Co. , 1970) , p. 449. 
1979 - Kong, Shiu, "Three Decades of Chinese Education, 

Developmental Needs, Priorities and Strategies for the 
1980's." A paper presented at the Fourth International 
Congress of Comparative Education Societies, Tokyo,
 
July 1980.
 

Enrollment percentaqes from: 
1949 - IF'eking: Press.,(Peeat__ears Foreign Languages 


19.0) , p. 8.
 
1979 - Kong, Shiu, ibid.
 

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

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



TABLE 2. Number of Students in.Schools of All Levels and Types
 
(in ten thousand persons)
 

. .
.. . . . . . . .1242 


Hiqher- educational

institutions 11.7 

Secondary schools 126.8 


Secondary special­
ized schools 22.9 


Secondary technical
 
schools 7.7 


Secndary teacher
 
training schools 15.2 


Ordinary middle
 
schools 103.5 


Senior middle
 
schools 20.7 


Junior middle
 
schools 83.2 


Workers and peasants'
 
middle schools 


Secondary agricul­
tural and voca­
tional schools 


Primary schools 2,4.39.1 


Schools for the
 
blind and deaf-mutes 


Kindergartens 


..7 .


44:.1 


708.1 


77.8 


48.2 


29.6 

628.1 


90.4 


537.7 


2.2
 

6,428.3 


0.75 


108.3 


% increae 
1 f 1980 . .......... .......
...98 of E J:i
 

6/.4 M "y,:
[ ..4. : 

. 4,31.8 55,.3a 4.78.4 

.54.7 124.3 543.4
 

39.2 76.1 907.4
 

15.5 48.2 317.9 

933.8 5,508.1 5,301.:3 

130.8 969.8 4,680.4
 

803 4,53S.3 5.456
 

443.3 45.4
 

11,620.9 14, 627 599.7
 

2.29 3.31 

171.3 i,150.8
 

Source: Beijing Foreign Languages Press, 1982.
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Development o+ modern education in dapan started wi h the
 

Meiji Restoration (1867) (Ministry" of 
 Foreign Affairs, Japan,
 

1896) and was an integral part of the Restoration. The Mei ii
 

Restoration was aimed at creating a stronq, 
 modern Japan. It was
 

to a large extent a movement goaded by the strono economic and
 

;-(i i i Lary presence o F Westei-n cou filt i e in I tU 1I 
 I.. :nt: ivy
 

Japan. I-lie movement Pundamenta ly chanqed ,aan'- pL i
 

struCture, returned power to the emperor, Mii , to C-.hi. eve a 

kini+ied Japan, and ended the hegemonies of the warlords of the
 

logukawa Era. The leaders behind the movem.-rn: aimed at buildinq 

a militarily and economically strong countriy. Edwu a Li. ,was; 

considered an important vehicle through which to achieve this 

goal. A modern educati.on system was thus established a-L an 

essential dimension of Japan's modernization movement. 

The Meiji government's Order on L.du-ation consisted o-f 
 the
 

following points (Ministry of Education.. Japan, 1980):
 

- Detailed analysis of the education systems in the 
West.
 

- Creation of a new education system with three tiers 
of schools: primary, middle, and higher education 
institutions operating under the central Minist-ry D-f
 
Education.
 

- Girls would be given the same opportunity to go to 
school as that afforded to boys. 

- Children of all social classes should attend the same
 
institutions.
 

- Curricula should reflect ideas +rom the West combioed 
with continued dedication to Japanese noral-r- precejpts 
pride in the country's heritage and respect for the 
emperor. 

Careful reading of this orcier revealed several inte--sti.g 

CA 
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features which characterize education in Japan: equal
 

opportunity of education for both sexes and for children of all 

social classes; importation of Western ideas for the service of 

Japan, and most of all, a strong emphasis on nationalism. 

Education in Japan did not primarily aim t dev op the 

individual s potential, unless it helped to achieve the ultimiate 

objective to serve the country.
 

In the implementation of the Order, central and local
 

governments both bare the cost of education. (In other
 

countries, to equalize the quality and quantity .for all r.giurs, 

the central government usually bears most of the education 

costs.) 

The Order also stressed the necessity and usefulness of
 

education, maintaining that regular school attendance is an 

obligation and that lack of schooling was considered a personal 

failure. Parents were held responsible for their child'eri's 

attendance in school. 

In the decades following the announcement a+ the Order and 

the establishment of the new school system, the pace of education 

expansion was maintained firmly in an atmosphere o+ social 

stability. 

School enrollment in Japan, in tandem with the gross 

national industrial product, increased rapidly. As a result, the 

percentage of primary school-age children in school rose from 28% 

in 18.3 to over 50% in 1863 to over 96% in 1906 till the present 

time (Ministry of Education, Japan, 1980). 
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The major advances in enrollment ratios between 1900 and
 

1980 are shown in Table 1. The table presents a picture oF
 

extraordinary achievement both in the ratios and in the pace of
 

education expansion.
 

Me establishment of private educational institutions at all
 

level-s of the school system began with the introduction of modern
 

schooling in 1872.
 

Thie extraordinary educational development in Japan came in
 

the context of rapid economic and military development. Since
 

the nineteenth century, Japan had begun to initiate military
 

skirmishes with her neighboring countries; these hostilities
 

culminated in the large scale invasion of China as well as other
 

Asian countries. During World War II, 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 Pacific. The end of the war brought American
 

occupation to Japan; education began a new era.
 

During the American occupation in the 195C's, largely due to
 

American 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 economic progress has been one o the
 

most remarkable of development cases in the world. uurinq these
 

years the education system has been both a strong contributor to
 

proqress and a prime recipient of the fruits of economic
 

advances. Over the period 1955-1978, per capita income rose 18
 

GK(
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times to nearly $7000 'U.S.' At the same time the nation's gross
 

indus.trial output increased 25 times. Between 1955 and 1978, the
 

total .unding for education grew 32-+old.
 

Japan's educational enterprise has also served as both a
 

cause and an efect of events in other aspect., of nationaj i.Le. 

The continuing expansion of schoolinq opportunities to all
 

segments of society over the past century has contributed to a
 

high degree of social mobility and a resultant leveling of the
 

social-class system. Children born at a particular social
 

stratum can always use education as a vehicle to climb the social
 

ladder. Since access to education is provided to everyone, it is
 

the performance of an individual in the system that determines
 

success or failure, a condition far dif.erent from that found in
 

the strictly stratified society in mid-19th-century Japan (Kida,
 

et al., 1983).
 

fable 1 presents enrollment statistics of Japanese schools.
 

Observation (Cummings, 1980) of modern 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 culture.
 

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

CN
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3. 	 Japanese schools are equal:
 
The postwar public concern with education has placed
 
pressure on the central government to reduce inequities in
 
education expenditure per student. Today, at the compulsory 
level (nine years), there is virtually no variation between 
regions in school facilities and teacher qualifications. 
Remarkable equality in distribution has been establiihed in 
tersns of basic essentials in educatiocn. i tlarlv, teacher-s 
in Japan tend to have universall ' equivalent qualiiication. 
There are even laws whi ch subsidize children from low--income 
families to pay for school lunches, excursions and ctier 
regular activities. The law also provides trarsportati.on 
subsidies to enable students living in small islands tc ride 
boats to mainland schools, and also authorizes salary 
supplements to induce skilled teachers to work on the small 
i sl ands. 

4. 	 Japanese schools are demandinq: 
A nationally standardized curriculum 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. 

5. 	 The school is an education unit. 

6. 	 Teachers are secure in Japan.
 

Teaching in Japan is a respected profession. feachers are
 

highly regarded by society and receive a reasonable salary. ks
 

public servants, teachers in Japan automatically receive tenure
 

upon initial employment, provided there are no special
 

circumstances.
 

Cummings (1980) also observed the following characteristics
 

o the education process in Japan:
 

With the increasing importance of the school system, a
 

child's progress through life in Japan is now marked by schooling 

events. The opening ceremony in a school is always an important
 

event involving both parents and students. School premises
 

assume an important iunction in a community, where important town
 

\0p
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meetings are held. 
 Parents participate extensively in the school
 

process. There is a close relationship between schools and 

parents.
 

In Japan, student absenteeism is rare. On a given day the 

absentee rate is usually le - than 1%. Parents balie]. i,.,. clli.L.ren 

should go to school and take it as their own responsibility to 

see that their children go to school (Cummings, 1980; uaoet al. 

19864). 

In the classroom, discipline is maintained in an orderly 

manner. Disputes between students are handled w.ith great ca:re,
 

involving the students, parents and school 
officials.
 

Japanese schools 
are designed for conventional teaching;
 

according to Cummings' observations, this seems to be what is
 

going on in the classroom. 
 Teachers are required to teach from a
 

nationally standardized curriculum 
(Cummings, 1980). It was also 

observed that teachers in Japan spent more time engaging students
 

in the curriculum (Stevenson et 
al., forthcoming).
 

Education in Japan and 
 career opportunities are closely
 

related to each other. 
 Gaining 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 
 very strong incentive for individuals to go to 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 school children in 

Japan, faiwan and Minnesota (Stevenson, 19.5 and I:orthzc minq.
 

It will be interesting tco see the results (7,f these studies to 

identify the variables that make schools and education in Japan
 

sc effective.
 

There is no single factor that contributes to the'success of
 

education in Japan; there are, however, a c c nstell at on DF
 

factors that have contributed to the success of education in
 

Japan.
 

Put into the framework of our categorization of exogenous 

and endogenous variables, the success of Japan can be better 

understood:
 

EXOGENOUS VARIABLES
 

Popul ation
 

Japan's population is relatively small compared to that in
 

China. The country is small and therefore, within the five miajor
 

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 develcped transportation
 

system in Japan. There are no outlying regions to speak of.
 

rhis efficacy in transportation and communication facilitates
 

educational expansion.
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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
 

cultural or lanquaqe difierences.
 

Education in Japan, since the Meiji Restoration, was seen as
 

an integral part of a national building movement. Different 

sectors in Japan closely coordinated to promote, the ec:onomic 

welfare and the smooth and efficient operation of the country 

(Vogel, 1979). 

Education planning and economic planning are closely 

coordinated. Education took precedence during the Meiji 

Restoration, because the government saw education as a tool.to
 

train the manpower, and instiqated an awareness in its people for
 

economic betterment, modernization and, during the Meiji era, a
 

strong nationalism.
 

The rapid economic development in Japan durinq 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 a different set of manpower needs.
 

All these provided incentives for education and the a+fordability
 

of education on the part of average citizens.
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Perceived relevance of school
 

The close coordination between education and economic 

development provided a close linkage between educ-ation and
 

employment and between education and upward mobility. EtratIIc 

to higher 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. Participation in education is 

perceived in Japan as a basic and essential way o+f moving into 

desired social strata and to fulfill one's aspirations. 

Education is perceived as an integral part of a person's
 

development.
 

Draditional culture values education 

Like other East Asian societies, the Japanese place a high 

value on education for its own sake. A "learned person," 

("Sensei"), is highly respected in the society. Failure in the 

education system is considered a loss of personal honor. Biefore 

the Meiji Restoration, education was reserved for the elite
 

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

the opportunity to go to school highly.
 

Community and _parenta iari ctiaion
 

Schools in Japan are an essential part of the community.
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Teachers and administrators are respected members of, the 

community. Because of the perceived relevance and traditional 

values, parents see it as their responsibility to send their 

children to school, to help their children in school wor:: and to 

coope-ate with the school. [he sare c eL ,5:3Ec:Dpr'tion ani 

parental involvement are not always observed in the United 3tats 

(Yao, et al. , 19?84). 

ENDOGENOUS VARIABLES
 

The education system in Japan is 
 apparently very e..Ficient.
 

The proportion of education expenditures is smaller in Japan than
 

in other developed countries. There are endogenous variables
 

inherent in the education system in Japan that make the system
 

efficient and effective.
 

Uovernment commitment and education fina ci ng 

Education has been accorded a high priority since the Hui ii 

Restoration. The government was committed to develiopinq 

education in the country. The central government bore the major 

burden of financing, 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 very similar from one region to
 

another (Cummings, 19 7 9), thanks to the commitment of the
 

Japanese government to its support of education.
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Involvement of ri vate_schools 

Private schools are part of the Japanese education system.
 

These schools observe the same standards and use the same 

curricula as public schools. Ey involvinq tne private schooisl 

the government increases the capacity of the education system. 

Efficient schools 

Japanese schools are run efficiently and in an orderly 

manner. There are fewer school personnel relative to school 

enrol 1ment. 

Efficient classroom management
 

Within education expenditures, 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 year. Japanese teachers are able to engage 

students for longer periods of time on academic tasks. This 

makes education production in the classroom very efficient and 

reduces the unit cost of edu-ation. 



TABLE 1. Percentage of School-age Children in
 

Primary Schools 1886-1946.
 

Year Boys (M) Girls (.) rotal (M) 

1886 61.99 29.1 l -. 

1896 79.00 4(.5. 64.22 

1906 98. 16 94.84 96. 56 

1916 99.01 98. 19 98.61 

1926 99.47 99.39 99.44 

1936 99.59 99.59 C9.59 

1946 99.63 99.72 99.Lb7 

Source: Japan's Modern EdLicational Szem 1980: 464-465. 
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Soviet Educational Policies and Practices
 

One o the most prominent +eatures of 
Soviet education is
 

the extent of rigid control exercised by the central 
authorities
 

and the deqree of uni+ormity enforced in policy and practice
 

throuqhout the entire countr-y. In such 
 a vast and var.ied
 

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

things occurring at the school level without the knowladqe or 

approval of the higher authorities. 
 Yet in the +ormulation o.
 

basic policy and in 
 the details of school practices, the 

authorities keep a irm grip on whaL happens in the Soviet
 

schools and colleges.
 

Education must serve the 
 needs of the Soviet society as
 

interpreted 
 by the Communist Party. The single-mindedness of 

Soviet policy dims makes it possible to generalize about Soviet 

education more easily and accurately than about any other courtrv 

approaching the 
 size and complexity o+ the U.S.S.R. Urant, 

1979).
 

In appraising the educational 
system of any country, certain
 

aspecis must be considered. The 
 first involves the "professed
 

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

Communist ieadefs, echoed 
by educators, proclaim 
to be the
 

principles and purposes of Soviet 
 education. fhese are the
 

ideals, translating into policy.
 

he 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
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system as it functions in practice (DeWitt, 1961).
 

The basic aims of Soviet educational policy are unique. 

Communist education sets +or itself a much broader task than mere 

instruction. It not only aimis at pv-ovidinq theyouth o the 

country with those kinds of knowledge and skills that will be 

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

of the individual and inculcate a uniform pattern o+ prescribed 

beliefs, attitudes, sentiments, and values consonant with 

Communist ideology (DeWitt, 1961). Policy responds to p-apati: 

considerations, i.e., training personnel tor an economy 

undergoing rapid industrialization. 

Hi storical bac kground _on___ol i ,... p_ratice ... and_ 2r oduct i on 

From 1850 to 1917, public education spread throughout the 

Russian provinces thr-ough the "zemstvo" which "as tihe local 

administrative body in Tsarist Russian. The zemstvos paid 

particular attention to the construction of new schools. 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 the majority 

of peasants in the European heartland, was initiated by the 

purposeful sel:F-activity of the anonymous peasant miLlions. The 

Ni N 
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contribution of the "elite" (through local zerstvos or 

officialdom) began on a large scale only aftei- the qreat famine 

of 1891-92, when signs of social stress, dislocation and disorder 

began to mount. Defo'-re that date, it was the pe iashts "ho 

supplied the energy, money and e.fort to launch and maintair the 

school expansion. After that date, peasant prcessure for more 

schools continued to affect the pace of school construction 

(Eklof, 1984). 

rhere were three staes o+ Russian educationai history a+ter 

1864. In the first stage, the peasant-sponsored "volnye" schools 

spread rapidly. During the second, tLhe "zemstvo" organized the 

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

beginning after 1900 but gaining momentum after 190, the 

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

assuming the cost of school construction and maintenance and 

settinq 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 1865 to 25,000 in 1878, to 86,000 in 1896 

and to 100,749 in 1911. The increase in the number of pupils 

was, for the respective years, from 450,00C to 1.1 million, 3.8 

million to 6.6 million. 

With the increase came a crush of applicants but not enough 

schools. The 1911 School Census showed that in 19J. some 9q9,852 

were formally denied admission to the elementary schools. This 

was out of an estimated school-age population of 12,000,000 and 
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an enrolled (aqes 8-11) population of 6,600,00.
 

As late as the end of the century, non-institutional sources
 

still accounted for a remarkably high proportion of the total
 

number of literates in the °ountrv side. .lhirty-B-ix prurcent ot
 

the literate factory population learned to read and writLc -ram
 

"teachers" hired individually by parents or collectively by
 

villages. Private education, although outlawed, was maintained
 

in the codntryside.
 

The percentage of the population above the age o. ter who
 

could read and write increased from 24 percent in 1897 to 45
 

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

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

Education under War Communi sm (1918-21) 

One of the first duties o the Communist social revolution
 

was the institution of secular universal public edu..:caLion. From
 

1918 to 1923, drastic measures were taken to uproot the rsarist
 

educational system and to lay the foundation for Soviet ideology.
 

The government began the task o+ building a universal elementary
 

school system to erase illiteracy. Starting at the elementary
 

level, the government built a single ladder system, inteqrating
 

general and vocational education. This represented the concept
 

of equality and unity of all the people under the working
 

peoples' "leadership" (Reynolds, 1981).
 

Immediately after the October Revolution, the new Soviet
 

government began to introduce a series of fundanentai sducational
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reforms. The new policies were promulgated to solve the social
 

justify
and educational problems created by the revolution and to 


the new practices brought about by the new objectives. These
 

of thii unifying
objec'tives had to fall within the Frame.or.:: 

revolutionary theory.
 

The following outline guided the educational policy o+
 

Russia in 1917:
 

The Constitution of the Russian Democratic Republic should
 

guarantee:
 

- the right of the population to receive education in its 

own tongue,
 

- the separation of church from state, 

- free, compulsory general and polytechnical education, 

- the supplying of all students with food. clothing, and 

school supplies, and 

- transfer of all matters pertaining to education intc the 

hands of the demoqratic organs of local governments 

(Shore, 1947). 

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

schools had an enrollment of 7.9 million pupils (DeWitt, 1761). 

On January 23, 1918, a decree was issued that separated the
 

church from the state and the school from the churh. Tne school
 

became a secular institution. At the same time the national
 

minorities were given the right to instructicn in their native
 

language. Women obtained equal rights, including the right to
 

education at all levels.
 

http:Frame.or
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Since the schools were to belong to the people, they 
were to
 

be fully accessible to all children of both sexes, and 

instruction was to be free. The whole system from kindergarten 

to the universit,, was declared to be one school. '-,e b.ic lin 

was to be a universal, free, compuls ory, secuIa and 

uiidi Fferentiated school with a general nine-year course of 

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

second level would consist of four years.
 

Any person who had reached the age oV Si teei- was ertit:led 

to be admitted into any institution of higher learning without 

submitting any certification of graduation from a secondary 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 

educational system were laid down in These provided for19?. 

the estabPishment of pr-.-school institutions such as nurseries., 

kindergartens and children's homes, and free compulsory schools 

for all children of both sexes between eight and seventeen years 

o-F*age. University and other institutions of higher education 

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

expanded to include libraries, 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 greatly exceeded 
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to all
The opening of universities 

the real possibilities. 

made it necessary to create 
special qualifications
without any 


For instance, the
 
special facilities for preparatory studies. 


high rh schoo:lswhiah were offered at the 
Worker' 'Facilities 

tne social cowpositioifPredictably,offered preparatory courses. 

In 1925, 18.5 percent
of the student body was radically altered. 

come from thein the universities had
of all students enrolled 

Workers' Facilities.
 

for the ptiremade it compulsorryAnother decree in l919 

the ages of eight and tOifty to 
population of the republic between 

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

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


An
 
loss in wages, for attending schools for reading 

and writing. 


was undertaken to persuade the
 
intensive publicity campaign 

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

literacy. E:y July .'i1, 4.8 
the speedy achieverment of universal 


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


was not until the late 1930's that the point

read and write. It 


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


women were literate (Tomiak,

95 percent of men and 83 percent of 


1972).
 

in Soviet primary and secondary
By 1920, total enrollment 


schools reached almost 10 million.
 

the Economic poli (i921--27sEducation and New c r 

prepared for introducing universal
In 1923, a plan was 



8Soviet 

primary education on a compulsory basis for the whole country.
 

It became evident that ideology alone could not accomplish this
 

feat. Exhausted by the war, the Revolution and foreiqn
 

intervention, combined with the lacI:: of capital. noJ indu::trial 

production and a decline in agricultural output, the coNtrv was 

facing disaster. Ealy in 1923, fees welre imposed at all levels 

of education, with some exceptions. One of the fundamental
 

principles of Communist education -the right to free eduoation­

ceased to apply.
 

The dreams of progress turned into a nightmare of
 

regression. In the first months of 1921, the number oi primary
 

schools was estimated at between 76,000 and 82,000 with 6 to 6.8
 

million pupils. By April 1922, the number of schools had dropped
 

to 68,000; by December 1922, to 55,000; by October 1923, to
 

49,000 with 3.7 million pupils.
 

In 1926, there was some improvement, and iidustr-i al
 

production was roughly back to prewar (1913) levels. This
 

continued in 1927 and 1928.
 

The middle 1920's produced many interesting innovations and
 

ideas in educational thought. One was that productive w,ork and
 

socially useful labor were the bases of all education.
 

Education under the First Three Five-Year F'lans (1926-42)
 

During this time the U.S.S.R. was transiormed from an
 

agricultural economy to a rapidly developing industrialized
 

economy. Education was one of the major factors for industrial
 

/l 
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growth.
 

with compulsory education
The First Five-Year Plan pushed on 

eight for at least a four-year course ofof all from tha age of 

primary schooling. It also introduced unive sal compw . ory 

girls up to age iouriee:n ioi industr:ia].schooling for boys and 


towns.
 

and better trained scientists and
The need was for more 


teachers and for the training of practical workurs. Selection
 

and reeach
methods for admission into hi oher education 


Greater importance was placed on
establishments were changed. 


academic contests and scientific competition. In the academic
 

year 1929-30, the country's higher education institutions and
 

research establishments had more than :3,000 postgraduate 

students, nearly two and a half times the number in 1927-26. The 

. andfoundation for an intensive prog-am of i ndushri 

technological improvement was laid. 

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

Increase the efficiency of instruction of pupils For stud/inq in 

schools; strengthenhigher-education institutions and technical 


school discipline; revise all courses of study in primary and
 

aged eight to
secondary schools (by 1932, almost all children 


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

school textbook as the principal teaching aid in place of the
 

project method and other "progressive" eaperiments.
 

During the Second Fi ve- Year Plan, a uniform system of
 

grading progress was introduced. A scale of one to Sive was
 

• /
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adopted. The grade of five/excellent exempted a candidate from
 

an extrance examination at the higher education level. Also
 

adopted was a unified system of certification of the scientiFic
 

arnd teachinq personnel at institutions of hiqher leariin ,
 

By this time all prcqressi ,e ideas and m,:thods ,were ,._ad 

upon with disfavor by the political authorities, for they were 

seen as being anti-Marxist and unscientific. Psychological tests
 

and intelligence tests were abandoned.
 

The Third Five-Year Plan (1938-42) outlined a plan for th~e 

introduction of universal ten-year education in towns and seven­

year education in rural districts. A detailed system was
 

introduced for registering children subject to compulsory
 

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

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

grades eiqht to ten in secondary schools (Tomiak, 1972). Even
 

so, there was a steady enrollment increase to S..& mi..lion in
 

primary and secondary schools at the beginning ot World War II
 

(DeWitt, 1961).
 

With the danger of a German invasion, extensive proqrams
 

were developed to prepare large numbers o+ skilled workers:
 

Vocational schools with a two-year course of instruction; railway
 

schools to train railway transport workers; and six-month
 

training courses in factories (FZO) to prepare skilled w:rkers
 

fcr the basic industries (Tomiak, 1172).
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Fourth Five-Year FlIZn (1941-50)
 

The German invasion dealt a staggering blow to th Sovi.t 

education system. A total of 82,060 schools atlended by 15 

million children were destroyed in areas und:r temporary Nazi 

occupation, as were 334 institutions of hiqher learning, 

Countless libraries were burned to the ground. An untold number 

oF teachers were killed in acti on. Hundrozd oF thousands of teen-

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

(l:uzin, 1972). 

In order to familiarize adolescents with the techniques oF 

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

concerninq military and physical training o pupils. In the area 

of industrial training, special vocational schools ".ere orqaniz:.d 

For children aqed twelve and thirteen in order to .. i,/e tuen a 

four-year course of general education and vocational training 

combined. Over two million young workers we:re trained in, the 

vocational schools and FZO courses durinq the war years (Tomiak, 

1972).
 

in the middle of the war, the compulsory education of 

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

type of evening school for general education was opened for 

working youths who had interrupted their studies bscaus. of the 

war. The network of vocational-technical schools was considerably 

expanded. (Kuzin, 1972). 
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The Fourth Five-Year Plan emphasized reconstruction,and the
 

development oF the national economy. F:oposed wer the
 

restoration and expansion of the network of primary and secondary
 

schools. Prov'isicns for n:ompul ro-y education tor all :-,iidren 

from seven years of age wore introduced. Plana wcre made fc.or the 

imporovement oF the quality of teaching and education in the
 

schools.
 

-By 1950, there were 200,000 schools of general education
 

with 33..3 million pupils. of whom 7.5 million atel-nded 126.0., 

small primary schools. The number of seven-year school= rose
 

from 45,700 in the school year 1940-41 to 59,600 in 1950-51. The 

number of ten-year schools lagged behind. There were only 15,000
 

of them with 10.2 million pupils in 1950-51, while there had been
 

18,800 with 12.2 million in 1940-41.
 

In the other branches of the educational system, a quicker
 

recovery was made. The secondary specialized educ atio.n
 

establishments reached the prewar level in 1947. The
 

institutions of higher education accomplished the same in 19498. 

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 (Tomiak, 1972).
 

Then the Soviet government turned its attention to the 

problem of political education. A system for training and 

retraining leading party members and Soviet workers was adopted. 

This effort to train specialists was not vc:-vy succsiul. 

According to the statistics of the Ministry oi Higher Education 
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oF departments o+ Marxism­for 1949-50, 238 o-F the 614 heads 

and 2,201 of the 2,756 lecturers in the subject inLeninism 

hiqher education establishments had no degree or titie.
 

Educati on During the F'i fth and Six i:.h F- . ..- [P1..anos. .:.'-:..-..!.,Yrea 

The Fifth Five-Year Pl"an proposed an iricess i.n tea.her 

graduates im highertraining and a doublinq of the number of 

education entering the important branches of industry. AIso, a 

30-35 percent increase in the number of studentz qp-adL..ti.. ro', 

higher and secondary specialized education establi--shments was 

proposed. Planned were the improvement and expansion in the 

teaching of science. Also introduced was a plan for compulsory 

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

was reintroduced. 

fuition fees .for pupils in the upper g;ades or the Eecond-ryv 

schools were abolished. Evening ard ...r..p...nc. cors.. in 

secondary specialized and higher education institutions were 

planned. These were intended to increase the nunbar c: stud-nts
 

.who could attend without giving up full-time employment.
 

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 attention in the 

years following (Tomiak, 1972).
 

The year 1950 marked a tUrning point in Soviet school
 

in half,
enrollment. Elementary grade enrollment was cut almost 


dropping from 23.7 million in 1948 to 12.1 million in 19M-. This
 

http:r..p...nc
http:qp-adL..ti
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decline can be primarily attributed to a sharply reduced birth 

rate during World War I1 (DeWitt, 1961). 

The Sixth Five-Year Plan (1956-6 ) included the plans for 

pr'oressive expa,,ion For all the diFf erunt branchs of in na 

life, economic as well as cul tllal . In 1l58, af'r the 

Khrushchev iemorandum, the Followirng adL cat.iol plicies were 

enacted: 

1. 	 Universal and compulsory eight-year education -hall be 

iltroduced; 

2. 	 Complete secondary education beginning from the aqes of 

fiteen or sixteen shall be carried out on the basi" of 

combining study with productive work;
 

3. 	 Complete secondary education shall be given in three 

basic types of schools: 

a. 	 Schools for young workers and rural youths, 

o-fferinq part-time education in ot.o.-rk hours, 

b. 	 Secondary general-education labor pol'ytechnic 

schools with production training, o .erino three­

year full-time education aFter eight years of 

compulsory general education, and 

c. 	 Technical schools and other secondary specialized 

education establishments, offering bath g-5ral 

secondary and specialized secondary educ ati.nn on a 

full-time or part-time basis; and 

4. 	 Production traininq and scciall ' us.wi i.;: nay Vi 

carried out at instructional and producti or workshops in 
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nearby industrial enterprises, in pupils' teams on 

state farms, at instructionalcollective and 

farms and at instructional productionexperimental 

mr qroups of a'z-hocls . ,Vdi.-.::wLorkshops in school= 

1972).
 

came
New curricular plans w.ere included. Hamanis s..bjects 

j. . 
to occupy 39.5 percent of the total teachirg time, zai;nces 

work 15.3 percent,
socially useful
percent, labor training and 


6. 2 percent and p '.ic>l ....... .

drawing, music and singing 

percent. 

The lowest percentage of total population was reached in 

enroll1 :mentwith 28 million students, enrolled. fotal 

1950's, reaching about 31 million
increased gradually in the late 


in 1959 and over 33 million in 1960 (about the same as 1950)
 

(DeWitt, 1961).
 

EdL.catioL .g teSenhandEii-Yrr-as('6-) 

stated tha- in theThe Seventh Five-Year Plan (1961-65) 

were to be the main ta.s facing
field of education the following 


the country in the period of transition to Communism:
 

i. The solving of the "cardinal social problems" by the 

elimination of substantial distinctions between mental
 

and physical labor.-,
 

2. The introduction of universal compulsory secondary 

education for all;
 

3. The public upbringing of children of preschool age and 
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school age in preschool institutions and boarding
 

schools of different types;
 

4. 	 The creation of conditions for a high standard V+
 

instrucLion and educati on r the rinin, .ienepraLic.; and
 

5. 	 The expansion of higher and secondary special Lz :,d
 

education (Tomiak, 1'72).
 

The attempt to bridge the gap betw'een physical and mental
 

work by combining study with production training ran into serious
 

robl ems. The secondary general-education polytechnic .-h:w,
 

could not cope in an effective way with industrial prai _ :. and 

still give students a wide range o+ choice of training. This was 

caused by the lack of necessary resources, equi pmeen t" and 

personnel. Polytechnical education, practical training and
 

courses in theory and practice production were not abandoned,
 

although the total time devoted to them was reduced. The last 

graduation from the eleventh grade of seconoary sc o.ol to.k place 

in 	1966 (Tomiak, 1972).
 

During the Eighth Five-Year Plan (1966-7C), the Federal 

Ministry of Education was set up and the Academy of Pedagogical 

Sciences was reorganized. A Scientific Methodological Council 

was set up to improve teaching methods. Its members ,ere 

prominent scientists, psychologists and teaching methocn experts. 

In 	 the school year 19W7-W8, new syllabuses for labor
 

training were introduced for all levels. New syl laLuses were 

introduced in the fir 't, second and -Vourthgrades, as w.:j .Lias fcr 

a number o+ subjects in the higher grades. In 1960 pians were 
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increase in the production of audio-visual aids
announced for an 


In the same year, compulsory pre-conscription
for schools. 

fiftmen and clder
 military training in all schools for boys aged 


in the
Le firE't cy cle of euatinwas annourcead. in 199, 


four to th.ee years.
eiqht-year school was reduced from 

By 1970 about 80 percent of pupils -inizhirnq e ght--yeiar 

schools went on to receive a complete secondary education. In 

the course of five years (1966-70), seven million specialists 

with higher or secordary specialized educaticn .,rc p.'par2d. 

The 1970 census of population showed that 75 percent :f the 

working population in urban areas and 50 percent in the rural 

areas had attained secondary or higher educations.
 

Five-Year Flan (1971-1r975)Education and the Ninth 

The directives for the Ninth Five-Year Plan promised 

The traininq of aboutuniversal secondary education by 175. 

nine million specialists, including experts in the new fields. of 

science and technology, was envisioned., Plans were made to raise 

the salaries of schoolteachers throughout the country by.20 

percent, to 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 

50 percent. 

In September, 1970, there were 15.1 million Soviet pupils of 

primary age who were following the three-year co,.'e begun at 

2.3 million of them 'were in primary schools.seven, but only 
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Five years later, with a total of 12.7 million primary pupils 

reflecting the decline in the birth rate during the .960's., only 

1 million were in primary schools. By 1980, the total h-ad risen 

to 13 million, yet the number of children at t.he c i.ary :-co. s 

decreased to 6 million. The rest were in -chz ,, dr.:r-ihr'. 

"incomplete secondary" (eight years) or secondar-y (ten .. ar" ­

eleven-year in certain republics) with a iew at special schools 

for the handicapped (Dunstan, 1983). 

Edc ation, un.der theTenthhx ieYa I _Flan., i9_.!,:,19-- 28C.:f 

The Tenth Five-Year Plan did not announce e ,:al 

reorganization. The development plans called for more, done 

better. Universal secondary education was called for. it also 

demanded that improvements be made in the sntire qeneral 

education school system, especially the secondary schools The 

s.hool curri culum was Focused upon , stiressi g; th;e need For 

radical revision of school curricula and textbooks. Social 

education was expanded. Fupil labor educatio:n , s improved. 

Moral education of pupils was introduced in new (eighL-qrade) 

courses. A major effort was made to bring the levels of teacher­

training closer together to end the disparity between urban and
 

rural training. 

The basic goal for national education was met, which was the 

transition to universal ten--year secondary education for the 

Soviet seven-to-seventeen-year-old population. Virtsal!1, all of 

the 15-year-old graduates of compulsory, eisht-year incomplete 

(
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secondary education completed their schooling in one of several
 

types of upper secondary schools. Between 50 and 60 percent went
 

the final ninth and tenth grades of
from the eighth qrade to 


ion, wher- most comrp Ietd their edu:at ion. Dat"r.oc­,general educati 


one-third and one--half o the ,if teen-.e'r.olda iinisiad th:,
 

eighth grade and unrolled in s.chools of vocational and Ic:ni c 

education. Even when the population growth rate dropped, school 

graduates were the principal source of industrial labor reserves. 

Trai ning manpower for the rural sector of the , th,-,'coomyw 

number one priority. 

During !he Tenth Five-Year Plan, approx.imately 24 million 

15-year-olds had completed eight-year schools, while over 20 

million 17-year-olds received a complete (ten-year) secondary 

education in general education (Proko-Fiev, 1982). 

E~d t io.._.D.. .i t he _El.venLt hIMve .ea _P.n - ( 1.E.-.' 

The Soviet economy at the beginning of the 1960's has had 

tremendous problems. Output, especially in agriculture, was very
 

low. The educational system was expected to do its share in
 

meshing progress in education with the needs o+ society overall.
 

The principal tasks were to improve the quality of teaching
 

labor and moral education in school; to eliminate formalism in
 

work by teachers and pupils, to make education
the evaluation of 

truly relevant, and to improve the preparation of school pupils 

for socially useful work (Prokofiev, 1982). 

The close linkage of the formal education system to 

http:Dat"r.oc
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occupational training intensified. Vocational guidance and labor 

training within the ten-year general education schooi :haireled 

young people to career choices be-ore they gradu.ated. 

-ol' tfcclhnical content was strussed n academi.c courses : teach 

the basis technoloqies of industrial and agri-uiltural production. 

Cur-icula and textbooks were imnproved. "Neo-po].ytochni.cal"
 

bias was observed in the curricula revisions. Deficienicies in 

the organization of physical education were examined.
 

The most interesting educational task to appear in the 

"Guidelines" was the plan to lower the age of starting school., It 

had been debated for many years and had been thv subject of
 

experimentation and innovation, but tlis was the firs'st time that 

it had reoeived such prominence in a major national policy
 

document. The goal was to "create the preconditions For the
 

gradual transition to teaching children from the age o-f six in
 

prparatory cl asses at general educati on schnool (Onztn, 

1963). " 

Actual Results of Soviet Policyx 

Educational opportunities for all citizens is a professed 

aim of educational policy in the Soviet Union. Party leaders, 

intellectuals, factory workers, and farm workers all believe in 

education. Yet the ordinary Soviet citizen knows that e.quality 

of opportunity does not always guarantoe equality o.r.esults. 

Educational opportunity in the Soviet Union it iniuenced by 

three major factors: social class, geography, and national or 



21 Soviet 


ethnic origin.
 

The class factor affecting a child's educational chances is
 

is attemptirng
a delicate subject because the Soviet Union 


four obvious classes:
classlessness. Yet there are 


1. A tiny top class 	consisting almost entirely o; the must 

important 	party members:, oho wield siqniiicant political
 

These receive the maximum rewar-ds.
and 	economic power. 


2. A second class of managers and bureaucrats on one hand,
 

and technicians and intellectuals on the othe-, Li.i, 

class would include nearly all of the Soviet citizens 

(5.5 percent) who have some higher education.
 

3. A third class is made up of white--collar and 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 

agricultural wor'kers.
 

4. 	 The bottom class of unskilled farm laborers and urban 

workers is the largest. Most of these people did not 

complete seven grades of school. The farm workers form 

the largest, poorest subgroup of this class (Jacoby, 

1974).
 

Those who succeed in the Soviet educational system are more 

likely to be in the two top classes. let parents in the third 

class place a high value on education. So the university becomes 

their major access into the. two top classes. It is difiicult to 

gain entrance to the universities for, as the ntumber of high­
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school graduates rises, the competition for university entrance
 

sharpens. The influence of class becomes very important. 

University entrance is supposed to be based on entrance 

examin'ation -cores. Hoever, parnts wil any to,ji use measur.e qet 

their children into an institute o" university. One cim,:.on 

practice in the cities i-s the hirinq oF crivato 'tutor-s foJr 

students in both lower and upper grades. Private coaching is one 

of the "gray *areas" in the Soviet philosophy. This practice 

discriminates in many ways. For one. it discriminates anainat 

those who do not have the money to hire tutors. The rural 

families are in a double bind for, even if they had the money to
 

hire a tutor, they probably would not be able t Aind an
 

acceptable one..
 

The percentages of full-time university students whose
 

parents were members of the intelligentsia rose from 41.1 percent 

in 196.5 to 45 percent in 1968. During that sam, him tKe 

proportion of students with a collective-farm backgrc.und dropped 

from 19.5 percent to 16 percent. These statistics do suggest a 

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 between opportunity
 

and achievement for Soviet students. The differences in rural
 

and urban areas are caused by economic and social aonditions.
 

Economically, a large ',ork Force i-B needad on tha Farms
 

because o-F the unmechanized agricultural system. Baecause of 

http:cim,:.on
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the farm workers.
this, the government controls the movement of 


much higher in the cities thanBecause the standard 	of living in 

it is difficult to keep well-educated, well-­in the countryside, 


iNewl y t;ainre.d taa.hrs
t-rai ed graduatas i n the rur.al area., 

spend their "two-year tenure" in poor, rural areas, then r-ush 

back to the cities. This rapid tarno'er leaves a few, ill-­

prepared teachers in the rural areas to teach the children. Also 

because of the poorer economic conditions, there are poorer 

facilities, equipment and materials. So the children who nzewc 

the most help often receive the least help from the public 

schools. 

Soviet citizens born on farms do not have mobility, for they 

do not have the "internal" passports possessed by those who live 

in the city. Entrance to higher educational institutions is one 

of the few legal ways of obtaining 'hat official documentLation. 

Statistics from the 1970 Census revealed the educational gap
 

between urban and rural areas. In cities, approximately 6.2
 

percent of the population had a higher education. In the rural
 

areas, the percentage was 2.4. Fifty-three percent of the urban
 

residents had some secondary education beyond the seventh grade. 

The percentage was 31.8 among rural residents. In the "working" 

population, approximately nine percent had a higher education, 

while the percentage was only 2.5 in rural areas. More than 65 

percent o-F the workers had some secondary, while only 47 por-ent 

did in rural regions. 

National or ethnic origin is another major iactor in the gap
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between opportunity and achievement. Nationality is also closely
 

related to urban/rural patterns. With the exception of the 

Georgians and Armenians, the best-educated nationality groups are
 

either of Slavic origin or From tlhe wlatic ar'ea. UF I fi Fteen 

major Soviet nationalities, the Georgians are top-rankir g. T oe
 

have achieved a level of education that is supeio,-r Q0 t:at oIF
 

more numerous groups. Nearly 58 percent have been educated
 

beyond the primary level. Among smaller nationalities, the Jews
 

have reached a point where 82 percent o-F their qroup 5aze an 

education above the primary level (l<ravetz, 1930).
 

All Asian and Turkish peoples fall well below Slavic and
 

Baltic peoples in their levels of education. The eastern reqions
 

of the Soviet Union, where most of the Asian population lives,
 

are also the most rural areas of the country. One of the serious
 

problems among the Asian minorities is their negative attitude
 

about education for women. lhey frequently oppose edJucati on For 

women beyond primary school. Therefore, mothers with little
 

education are not able to help their children with scloclwQrk. 

The Soviet policy on instruction in the national language is 

clear. Parents have the right to choose the basic language for 

schooling for their children. However, the general policy works 

differently among different nationality groups. The Russi an­

language schools are likely to have better-qualified teachers 

than the native-lanquaqe schools have. Thisi is t;.u& in both 

urban and rural areas. 

All university classes are conducted in Russian. Tne'-F ore, 
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lead to higher
schools cannot
native-language secondary 


In areas where the general educational level i. low,

education. 


the Soviet lanquage policy leads to the dominance oF the Russian
 

lanqu.nge anong Lhe bettor-educated ijacroby.7 iK..4). 

There have been several "innovations" to atLcmpt to tr i :Jqe 

the gaps that exist in the educational s .tem, particiuiaorly with 

the rural youth. Some educators identify the most talented rural
 

to special boarding schools. Candidates
students and send them 


at the 9 W-' it.
 
are selected by competitive examinatiors 


the buys
Allowances are made for the disadvantaged bac.grounds of 

a few ycars o- rigorous study, the studentsand girls. After 


to
enter an Olympiad, which is a large-scale competition similair 

open scholarship competition (Snow, 1969).an 


In several experimental programs, the government provided
 

university
special tutoring for rural students before the annual 

exami nation. This is still experimental, For it is very costly. 

more common way of increasing educational opportunitiesThe 


to give them preference in universit-y
for rural students has been 


The university is
admissions.. A form of "quota" system is used. 

responsible For access. 

Su!mma rv 

is one o-V the largest in the
The Soviet educational system 


are receiving irstruction in
world. Presently, 50 million people 

a variety of schools and colleges. The sirqle--ninded:,s­

policy aims is complicated in practice.
 



26 Soviet 

A ten-year general education for all children was set as a
 

central government policy in 1938. [his plan was disrupted by 

World War II, but by the late forties, over half of the young 

people wer enrolled in t:ull-time general scho l.s. Te massive 

decline in births after the war aided the process ,, full 

enrollmert. Full coverage in pr'imary education was accompi i-ahed 

in the 1970's. Enrollment in the senior classes o+ the general
 

education schools peaked in 1976-77, but has Fallen back since 

then (Tomiak, 1983). 

In the vocational schools, graduations rose from abouL a 

third of a million in 1953 to 2.3 million in 1979. The estimated 

graduations in the next five years are expected to be only 2.6
 

million. The growth in the secondary specialized insti.tutions is
 

declining. The 1980 enrollments, on a full or part-time basis,
 

woere about 1.5 million. The part-time general school has
 

eypanded to about 5 million pu pils. The old corresporden,'e 

courses have been phased out to make way for the evening (shift) 

school s. 

There are numerous problems that are related to vocational
 

schools and the important process of labor traininq in Soviet 

education. One is that, at the age of fifteen, the pupil must 

either stay at the general school or leave to at:end a secondary 

technical-trade school. Another is the lac: of prestige attached 

to attending a vocational school and its perceived value. A 

third point is that the standards of general education, teac:hing 

and content) are not as high as in the ordinary school. Lastly, 
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a major difficulty in the training of skills lies in predicting 

how many and what kinds of specialists will be needed., 

It appears that Soviet education may be approaching a 

solution to the problem oF vocal:ionalism in :leW .IUral shool 

sector. The general school is now so broad that its pa-'l ial 

cannot be ignored. Arrangements are bein;g made t6 send pupils to 

a new kind of institution, "production training cent-es" or 

"combines," which are supposed to be properly star ffed and 

equipped. By 1M81, the number had grown to 2,000 with plans to 

accept up to 85 percent of the senior urban pupils. At tlu :name 

time, efforts are being made to train young reasants in 

mechanizing procedures. By 1979-80, no less than 88 percent of 

the full-time general schools had arranged "deepened labor 

instruction" for their pupils, with no less than 4..6 million 

pupils involved. 

The key elements in the" processes cf e: np,-sion ond 

improvement of education in the U.S.S.R have been the conviction 

that education is the crucial factor condiLioning social and 

economic progress, and the general belief that to learn and to 

work are matters of civic duty, not simply of personal advantage 

(Tomiak, 1972). The middle 1920's produced many interesting 

innovations and ideas in education,l thought. One was that 

productive work and socially useful labor were tho basis of all 

educati on. 
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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 pre-war educational systems in
 
six 
selected countries and problems, policies
v 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 of Marxist-Leninist
 

doctrine. 
 Of these countries, six have been selected
 

for discussion 
 in this paper: East Germany, Poland,
 

Czechoslovakia, Romania, 
Yugoslavia, and Hungary. This
 
paper addresses 
these selected 
six countries 
as a
 
group; however, unique features of each country will be
 

discussed.
 

Whereas 
these 
 countries 
differ 
in degree of
 
economic and 
 educational development, and 
differ in
 
cultural heritage, 
 they share a great 
 many
 
historical experiences, including 
foreign occupation
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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 educational
their 


systems.
 

Historical Background: Pre-War Education
 

According to researchers of socialist educational
 

systems, overall, education 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, Yugoslavia had an illiteracy rate of 40
 

percent, Poland over 25 percent, Romania 25 percent,
 

Hungary 8 percent, and Czechoslovakia 4 percent (Grant,
 

1969).
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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, 1969).
 

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 (Grant, 1969; Parker, 1972). 
 Poland
 

inherited a 
 long tradition in education dating back to
 

the Middle Ages. 
The Poles heritage of scholarship can
 

be traces 
from the foundation of 
 the University of
 

Krakow in 1364 (Grant, 1969). 
 Yet, prior to World War
 

II, the Poles experienced 
the highest illiteracy rate
 

in the Eastern Europ* region.
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Although Poland's School Reform of 1932 provided
 

for compulsory education at the primary level for
 

children 7 to 15, it is spectuiated that about 10
 

percent of th population in this age cohort did not
 

attend school (Grant, 1969). 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 50 percent of the primary
 

schools in the countryside were one teacher
 

establishments (Grant, 1969).
 

Access to education was also limited by fees for
 

seondary schools and lack of well developed vocational
 

schools. The lack 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 schooling. Consequently, the secondary schools
 

included only a small section of the population.
 

Likewise, entrance 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 
access 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
 

Je.ss. 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, 1969).
 

After the German invasion, 
 the western provinces
 

were incorporated into the 
Reich, Polish schools 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, 1969). 
 Thus, due to devastation
 

of the war, post-war Poland was left with the task of
 

restructing the educational system from scratch.
 

The Czechs, 
like 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 industrialized, with 

over 80 percent of its population urban (Grant, 1969). 

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 Czechosolvakia were the structure of secondary
 

education and the strict enforcement of the 1922
 

Education Law which made 
education compulsory to age
 

14. Strict enforcement of the compulsory school
 

attendance law increased the 
number of students who
 

acquired schooling to age 14, particularly in the urban
 

centers. The structure of the secondary school
 

included two options for attending secondary school:
 

academic or general secondary school and civic
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secondary school. 
 Both options provide an opportunity
 

for higher education.
 

By having two options, students who were not ready
 

for the more rigorous curriculum of 
 the general
 

secondary s'hool didnot reach "dead upon
a end" 


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 post
 

primary school (Grant, 1969). 
 This meant that the rest
 

of the population in this region had only five years of
 

formal schooling.
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Unlike East Germany, Poland, and Czechoslovakia,
 

little educational 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 to the unstable
 

political position of Hungary, which was ruled by
 

successive political regimes (Grant, 1969; Berend,
 

1980). Hungary's preoccupation with wars and revolts
 

resulted in a underdeveloped and economically 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, 1969).
 

Even though the educational system in pre-war
 

Hungary was of high quality, lack of access to the
 

system to most of the population, 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). 
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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). Although the
 

educational system was designed to allow all children
 

an opportunity to 
complete 7 years of compulsory
 

schooling to age 14, most terminated education at age
 

11 (Grant, 1969). This meant that in reality, upon
 

completion of the fourth year most 
 left 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 occupations 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
 

of 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, 1969). 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 economic
 

problems.
 

This legacy of illiteracy, can be attributed to
 

the fact that pre-war education in Yugoslavia included
 

only four years 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, 46 percent of the
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Population 

was 
 considered 


as illiterate,
itself is 
extremely which 
in
high 
 (Grant, 
1969). 

Yet,
some ethnic among
groups such as the Macedonians
was over illiteracy
70 Percent 


and 72 
 percent
and Herzegovinans 
 among the Bosnian

(Grant, 
1969).
groups Education 
was 
neglected for other


altogether. 

Even 
among 
the


Macedonians, 

instructions 


were 

arather not given
languagewrteintutthr in their
instruc.ons 


Croat. 
were given only in Serbo.-


Because 

of 
 unequal 


regional
education, 
 distribution
the 
 gulf between of
 
educational 


atttainment 

in
the northern 


country and coastal 
 regions and
illustrates 
 the rezt of
that the
pre-war
failure education
for 
 was
the nation a
in terms 
of access. 

Again,


thl ediffe. 

also ran 


lines. along cultural 
 and ethnic
 

Like Yugoslavia,
losses during Poland also
the war. also suffered
The country great

horrors emerged
of occupation from the
during the
of reconstruction war with a major task
in hand; 
 14 percent 


of
had been destroyed the schools
 
and 36 percent 
badly damaged 
(Grant,
1969).
 

Overall 
pro-war 

educational 


Europe systems

were in 
 Eastern
well developed 


in East 
Germany,

Rumania, Poland,
and 
 Czechoslovakia, 


ith Hungary 
 and
 
Yugoslavia 
being 
the 
 least 
developed. 
Whereas 
the
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educational systems 
were well developed, lack of
 

enforcement of 
 compulsory basic 
education laws 
had
 

impact on illiteracy in countries such 
as Poland. Also
 

neglect of vocational education 
had serious effect on
 

economic development 
 in all of Eastern Europe with the
 

exception of 
East Germany and CzeLcloslovakia.
 

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 countryside where there was a 
major shortage of
 

basic schools. 
 The problem 
of lack of adequate
 

educationally facilities 
in the coutryside was 
more
 

pronounced in Hungary, 
Yugoslavia and Poland.
 

In addition 
to the lack 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 problem of
 

education in pre-war Eastern European countries was not
 

the quality of education, but the 
limited scope 'of
 

courses of instruction, the general shortage of schools
 

and teachers, 
and unequal distribution of educational
 

opportunities by class and region.
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Devastation of the war 
 added to these problems
 

causing all of these countries to establish major
 

reforms in education in restructing education after the
 

war.
 

Post-War Educational Problems,
 
Policies and Programs
 

According to some Eastern European scholars, since
 

World War II education in Eastern Europe 
 has
 

experienced phenomenal 
 growth and development (Berend,
 

1980; Rybalkov & Soloviev, 1980; Kluczynski, 1980a,
 

1980b). These 
authors report that adult illiteracy has
 

been reduced to almost nonexistence, ten yea-s 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 II1 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 magnitudes.
 

Economically these countries trailed far behind 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-half of the most developed Western
 

European standard (Berend, 1980).
 

The major problem Eastern European countries faced
 

during the early post-war years was a growing lag in
 

their educational systems which limited the opportunity
 

for industrial expansion and economic growth. While
 

rapid expanison of heavy industry, service industries,
 

and the beginning of high technology took roots in the
 

West, these countries were in the mist of picking up
 

the pieces from the destruction of war which left
 

countries such as Poland and Yugoslavia in worst
 

conditions than they were prior to the war.
 

Although the number of children attending school
 

in Hungary had increased to 92 percent, education was
 

still limited to four or six grades (Berend, 1980).
 

The number of children attending secondary school had
 

increased from 5 percent in the 1930's to 
10 percent
 

after the war; the illiteracy rate was still around 8
 

percent (Berend, 1980). Like most other Eastern
 

European countries, most of the illiterates were to be
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found among the agriculture population (Kozakiewicz,
 

1980).
 

In terms of schooling itself, schools still placed
 

heavy concentration on 
 general education. The
 

structure and content of education was obsolete. 
 The
 

general frameworks of education were 
designed to
 

develop elementary knowledge of 
 reading, writing, and
 

arithmetic at 
 the basic level and general education at
 

the higher levels (Berend, 1980). Little in the
 

curriculum applied to practical 
 work or applied
 

knowledge, instead the curriculum provided preparations
 

for further education (Berend, 1980).
 

Most Eastern European countries were holding on 
to
 

the age old traditions of knowledge 
for the sake of
 

knowledge, thus providing an 
 elitist education for a
 

small segment of the population (Kozakiewicz, 1980).
 

Only 20 percent of the appropriate age group attended
 

secondary school in Hungary and only 
10 percent of the
 

college age group attended college (Berend, 1980).
 

Shortages 
of qualified teachers, inadequate
 

equipment, and lack of funds to 
secure these resources
 

made technical education nearly impossible during the
 

years immediately 
 after the war. In Hungary only 8
 

percent of 
 the student popultion received technical or
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vocational training (Berend, 1980). This pattern 
 was
 

similar throughout Eastern European countries.
 

Besides the problems of shortage of qualified
 

teachers in technical education, there was a general
 

shortage of qualified teachers at all levels of 
 the
 

educational 
systems in most of Eastern Europe. Most
 

teacher received training which was limited to 
lower
 

levels of teaching. Many teachers in 
 the schools
 

located in the agriculture areas had only secondary
 

level training (Grant, 1969). Well 
 trained teachers
 

tended to seek jobs in the 
 urban areas, severely
 

restricting the quality of education provided to
 

children of peasant families.
 

Even with the introduction of socialist
 

educational reforms, designed to 
 equalize education,
 

inequalities in education still 
exist in Easten Europe.
 

Kozakiewicz (1980) reports that 
 economic, demograhic,
 

space and regional, school, and psychological barriers
 

contibuted to problems of access to 
 education today,
 

although legal standards for equalization of
 

educational opportunities have been in effect since the
 

late 40s and early 50s.
 

Some examples cited by Kozakiewicz are that
 

whereas basic and secondary education is free,
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economics is a serious barrier to higher education. For 

example in Poland 25 to 40 percent of the cost of 

teaching a student in 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 defray a proportion of the 

cost of higher education. In many cases children of 

urban professional parent still have an educational 

advantage over 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 countryside 

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 transport 

facilities to bus children of overpopulated rural areas 

to less populated nearby regions, c:-eates disparity in 

the levels of schooling provided urban and nonurban 

children. 

In Poland around 1970, the index of learning for 

16 year olds in rural areas in proportion to the index 

of learning of 16 year olds in urban area was 1:1.29; 

for 18 year olds 1:2.03 (Kozakiewicz, 1980). 

Inequities in educational representation by class and 

social status are still evident in socialist 
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educational systems. For instance, in 1978 in Hungary
 

four times as many children of white-collar workers
 

went on to secondary schoool than children of manual
 

workers (Kozakiewicz, 1980).
 

The current problems the socialist countries are
 

confronting in achieving equal 
access to education are
 

no different from the ones Western 
countries are
 

currently encountering. Considering the pre-war
 

picture of the socialist educational system, even with
 

the current problems, the socialist countries have made
 

strides in improving access to education.
 

Policies and Proorams
 

Approaches to socialist educational reform in
 

Eastern European countries varies according to the
 

political, social, and economic problems of each
 

country. Whereas during the early 
 stages of
 

educational reform the Soviet educational model was
 

followed, over time, with the exception of 
 East
 

Germany, all 
 the Eastern European countries 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
 

sense socialist educational policy tends to re-eflect
 

national educational goals rather than represent a
 

monolithic communist educational model.
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Nonetheless, one can 
 not separate communist
 

political ideology 
from educational policy in Eastern
 

Europe. Irrespective of their distinctive features, all
 

of the socialist educational systems of Eastern Europe
 

are based on Marxist-Leninist 
tenets which 
 advocate
 

that 1) education should be used to transmit the moral
 

standards of conduct for 
 participation in a socialist
 

society, 2) all individuals should have the opportunity
 

to attain the highest level of educational achievement
 

,based on ability, 3) education should 
be continued
 

throughout life, 
 to improve the individuals maximum
 

cont-ribution 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 nation, and 5) education should be used to achieve
 

the goals of communist political 
ideals.
 

Thus according to Rybalkov and Soloviev 
 (1960), 

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 work,
 
by their prepardness to take part in 
national
 
defense, by their collective spirit, and by

their striving for high communist ideals
 
(Rybalkov & Soloviev, 1980:2).
 

Consistent with 
socialist ideology, educational
 

reform in Eastern Europe was based on 
the prinicples of
 

,1 
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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 industrialization 
 and poor
 

standards of 
 living in most of Eastern Europe, the
 

first educational reforms were designed to create a new
 

socialist order 
 to improve overall living conditions.
 

The objectives of educational reform were to expand and
 

equalize access to education, to improve adult literacy
 

rates, and to develop the capacity of the work force to
 

sustain economic developmemt.
 

Throughout the 1940's and 1950's each 
 country
 

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 system as
 
to include all children of school age, as
 
well as adult illiterates; to educate the
 
youth in the spirit of popular democracy, and
 
to instill in them the spirit of 
patriotism
 
and proletarian internationalism (Grant,
 
1969:81).
 

1,i 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 technology, and to 
 link schooling with needs for
 

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 compulsory through the seventh year of 

schooling. Compulsory school attendance was increased
 

to eight years in 1962; eight years of education 

became universal in 1965. 
 In the 1970's Romania
 

achieved universal schooling to 10 year and is
 

currently aiming 
for 12 years o-,F universal schooling
 

(Parker, 1972; Mitchell, 1977).
 

Educational reform policies were also passed
 

abolishing fees for schooling at all levels except
 

kindergartens and 
 boarding schools. By 1965 free books
 

were provided 
 for all schools through secondary
 

schooling. Underlying these policy objectives was the
 

notion that educational 
 expansion was absolutely
 

fundamental to 
 all of the nation's economic, social,
 

and political otijectives. 

As more attention was given 
 to the economic
 

development on the nation, during 
 the 1970°s
 

educational reform 
 was directed toward curriculum
 

changes which 
 reflected the economic development "ans 

for the country. Educational re-form during the 1970's 

included more tightly centralizing educational decision 

Va" 
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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 taught in
 

general high schools; and expanison of polytechnical
 

education in higher education. Although these reforms
 

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, compulsory
 

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 reforms 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 of vocational schooling. Also,
 

educational reform in Poland included coordination of
 

the primary schools in given areas, and stricter
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enforcement of 
 school attendance, 
which resulted in
 

effective compulsory education to eight 
 years of
 

schooling by 1966. By 
 the 1 970's 
Poland had achieved
 

universal education to 10 
years.
 

In the 70s reforms 
 in higher education in Poland
 

led to the expansion of technical 
 education and 
 the
 

creation of polytechnical education 
 through the
 

establishment of 
 polytechnical institutions 
of higher
 

education. 
 These institutions 
focus on science and
 

technology 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 general
 

education in 
 vocational schools. Unlike 
the Soviet
 

model, in 
 Poland, vacational education includes 
more
 

hours of 
 general education in vocational schools. For
 

example, in 
 Polish vocational schools, 74 to 76 hours
 

of general education subjects 
are required per week,
 

contrasted with 
 43 to 48 hours per week 
 in Soviet
 

vocational schools (Mitchell, 1977).
 

To link education with economic development plans,
 

in Poland 
higher education 
 planning was cent-alized
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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 for all higher education institutions
 

within the boundaries oF the country (Williims, 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 Movement, 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 determination may result in other
 

reforms to bring the system of higher education closer
 

in line with the cultural heritage of the people.
 

In Hungary the 1945 Education Law abojished the
 

dual elementary education system and required all
 

http:Countri.es
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students to attend 8 
years of basic education (Grant,
 

1969). Secondary education 
was expanded to include
 

technical, agricultural and economic 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 1945 also nationalized private and church schools
 

and instituted a complusory basic school from 6 to 14
 

years of age. To strenghten this law the 1949
 

Constitution guaranteed every citizen the right to free
 

and compulsory basic education (Grant, 1969).
 

To further expand technical education in Hungary,
 

the Education Law of 1961 increased emphasis on
 

polytechnical education in general schools and expanded
 

compulsory education to age 16 (Halasz, 1986). Whereas
 

basic education ended at age 1.4, vocational education
 

and other alternatives for schooling made it possible
 

for compulsory schooling to 
 age 16. This model of 

educational expansion was unique in that the basic
 

school was 
 not expanded, instead vocational technical
 

education was 
 added to the educational system. Thus
 

students who left general school at age 14 would be
 

required to 
 continue their studies in secondary or
 

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
 

Pedagogical 
 Institute 
has chief responsibility 
for
 

planning educational 
 curruculum and 
 teaching programs
 

for secondary and elementary schools, 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 1948 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 early 
selectivity for secondary school. 
 In
 
the 1948 School 
Law, the basic aims of 
the educational
 

system were stated as:
 

To make culture, training 
and education

democratic. Emphasis is given to the idea of

the "political" 
 school: 
 the school shouldtrain young people to take an 
active part in
the building 
 of 
 a people's

democracy..Children 
are brought up in 
 the
spirit of the counry's progressive traditions

and that oF socialist morality (Grant,
 
1969:90).
 

Additional reforms 
in 1960 lengthen basic school
 

to nine years and further 
 expanded vocational and
 

technical 
 education 
 to increase 
 emphasis 
 on
 

polytechnical 
and technical studies in 
the schools, as
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well as the introduction of new types of schools for
 

adults. Among 
 the adult schools introduced 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, 1969).
 

In 1978, Czechoslovakia, reversed its nine year 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 reform 
was to ensure ten
 

years of basic general training and a better or 
more
 

equal combination of general and practical 
education.
 

In Yugoslavia the first post-war 
educational
 

reforms were initiated in 1945. The general aim of
 

educational reform was:
 

To enable the younger generation to
 
contribute by their work...to the continuous
 
development of productive 4orces, to the
 
strengthening of 
socialist social relations..
 
to provide 
 the foundation of scienti-iic
 
conception of the world...to 
make youth
 
familar with 
 the history and 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 homeland
 
and to value the international solidarity of
 
the working people (Grant, 1969:90-91).
 

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 
school to
 

the vocational and technical 
 schools; and established
 

the right of individual to receive instruction in their
 

native languages. Secondary education 
was reorganized
 

to provide alternative routes 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 countries, introduced
 

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 
1958 which stated:
 

The education of the working people is 
 an
 
integral part of the building up of sociaiism
 
in 
 our country, of development of our
 
productive forces, an indispensable condition
 
for raising 
our country out of economic and
 
cultural backwardness, for creating as
 
favorable a structure as possible for our 
population to acquire greater 
 vocational
 
training, -or 
 the maximun possible
 
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 life (Bertsch &
 
Persons, 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 1960, 1965, and 1970. A
 

Resolution of the Federal Assembly 
on Vocational
 

Training of Personnel, passed in 1960, encouraged
 

individual enterprises and social services to set up
 

institutions for training; established basic principles
 

of vocational 
 training; provided directions for
 

workers, education; and made 
 provisions for
 

decentralization of educational policy. 
 The Basic Law
 

on Work 
 Relations of 1965 set conditions for work
 

organizations providing continuing education for
 

workers (Bertsch & Persons, 1980).
 

In 1970 the Yugoslav Federal Assembly passed the
 

the Resolution on the Development of Education on the
 

basis of 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 school at the point where he
 

left without encountering any obstacles 
or new
 

requirements (Bertsch & Persons, 1980).
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The basic objective of 
the 1970 law was to provide
 

individuals the opportunity to 
 leave 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 Development of Education on
 

the Basis 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 self-management.
 

The qoncept of self-management, which 
 was
 

introduced in 
 the 50's and developed in the 1970's
 

transfers 
to the working class responsibility for
 

management and decision making on its 
 own behalf
 

(Solian, 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
 

(Soljan, 1978).
 

One example of self-management in action is the
 

process of workers' education decision making at the
 

enterprise 
level. In each enterprise, workers
 

participate in decisions concerning workers' education
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leaves and financing of workers education. Through the
 

self-management 
 process 
 the worker's 
 council,
 

comprised 
of workers, 
determine 
 the specifics of
 
financing workers' 
education 
 in terms 
of the amount
 

each worker is 
to contribute from 
 his income to a
 
collective fund to finance workers' education.
 

In addition 
 to legislation 
 at the national 
 and
 

republic levels, 
bylaws are 
 made in 
 each production
 

enterprise which 
form the basic principles of workers'
 

education in 
 that organization. 
 These bylaws usually
 

include the 
 right and obligation of 
workers to further
 

training, regulation 
 for study 
grants to workers, and
 

labor regulations 
rules (Bertsch & Persons, 1980).
 

These laws 
 set guides 
for workers 
 and industry for
 

implementing 
self-management 
 in industry decision
 

making regarding workers' education and production.
 

Perhaps one of 
 the most unique features of
 

educational 
 policy 
 in Yugoslavia 
 is the
 

decentralization 
of educational 
 decision 
 making.
 

Whereas all 
of the other socialist countries of Eastern
 

Europe have centralized educational 
systems, Yugoslavia
 

viewed centralization 
 of educational 
 policy as
 

contradictory 
 the socialist
to goal of 
 popular
 

participation of 
 citizens in 
 public affairs at 
 all
 

levels. 
 Therefore 
 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 been extended to
 

local citizens.
 

The self-management concept is operationalized in
 

management of schools 
 at the local level in that
 

educational decision making 
 is shared by parents,
 

educators and governmnent officials through the
 

Municipal People's Committee. The Municipal People's
 

Committee not only decides which subjects 
are to
 

provided, but 
 also makes decisions concerning
 

allocation of funds and staffing of local schools
 

(Farmerie, 1974). 
 Based on Farmerie's observations, he
 

concludes that this system is very effective and should
 

be considered in other developing nations.
 

Whereas the East Germans had a legacy of
 

educational excellence, 
 in the 40's reform was
 

implemented to adapt the system to communist ideology
 

and to advance the ideals of socialism. Thus in 1946
 

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 Democratic
 
Republic, and to be conscious builders 
of
 
socialism in the spirit of socialist
 
morality, proletarian internationalism and
 
firm friendship with the Soviet Union 
(Grant,
 
1969:90).
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Consistent with 
this view of education, the Law
 

for the Democratization 
of the German Democractic
 

Republic Schools 
passed in 1946 declared that all
 

children had an 
equal right to education and made
 

education a responsibility of 
 the state. When the
 

Constitution of 
 1949 was written it guaranteed the
 

right of all citizens to an education; defined the
 

purpose of education; and separated the church and the
 

school (Grant).
 

In further expansion of educational reform, the
 

1959 Law 
on the Socialist Development of Education
 

extended the basic school to ten years. In the mid­

1960s ten years of schooling was made compulsory in
 

East Germany. For those leaving the basic school 
at 16,
 

there were various types of vocational schools, which
 

provided another channel 
 to higher education. Upon
 

completion of vocational education 
students could 
go
 

into employment, 
or enter higher vocational schools,
 

evening secondary schools, adult 
courses and ultimately
 

enter a university or college.
 

To enhance adult education, part-time secoodary
 

evening classes were provided for adults. 
The evening
 

secondary schools 
 provided three-year preparatory
 

classes for adults, usually 
those who had completed
 

vocational 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 reforms 
of the educational'
 

systems in Eastern Europe 
share a common baiic
 

philosophy and certain common 
program characteristics
 

designed to increase access 
to education. Commmon
 

program charactristics include: 
expansion of compulsory
 

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
 

introduction 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 workers
 

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 Europe all
 

consist of four tiers: pre-school, basic, secondary and
 

higher education. 
 Therefore the oLutcomeS o+ reforms 
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in education will 
be discussed for 
 each tier in this
 

structure 
of educational organization.
 

At the first level is the pre-school which
 

includes Crechs 
which serve children under three years
 

old, and kindergarten which 
 serves children 3 to the
 

age they enter basic 
 school. Preschool education,
 

though not compulsory, is provided 
 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 
 childreq to socialist ideals of
 

"shared exlperiences" and moral 
 education (Mitchell,
 

1977; 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, 
 1984). The
 

problem with pre-school is that it 
is not universal and
 

most children do not have an opportunity to attend pra­

school (Mitchell, 1977; Mach, 1984).
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Some countries, however, such as 
 Czechoslovakia
 

have instituted programs to 
improve access 
to pre­

school for 
 more families. One program implemented in
 

Czechoslovakia places 
the kindergarten in 
 the basic
 

school where trained specialist can work with the child
 

to prepare him/her for 
 entrance to basic school. 
This
 

program, introduced in 
the 80s, is designed to give
 

children 
with speciai educational problems, whose
 

parent can not afford pre-school, the same advahtages
 

of pre-school education as 
 children who attend 
pre­

school (Mach, 1984).
 

The basic school, described by Grant (1969) 
 as
 

comprehensive and unified 
 from early childhood to
 

middle adolescence, 
is the fundamental unit 
 of every
 

educational system in Eastern Europe. 
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 uniformed 8 years 
 of basic
 

schooling. Expansion 
of basic schooling has increased
 

the opportunity of more 
 youngsters to receive more
 

years of 
schooling in the fundamentai basic skills.
 

In all of the countries basic schooling 
 is
 

compulsory1 and is controlled by the state. Based or
 

Kleinberger's (1975) 
 classifications 
of compulsory
 



37 MADISO_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 law. One
 

characteristic 
of "tota]itarian 
 type" complusory
 

education laws 
 is that the type 
of school 
 the child
 

must attend is 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 education 
laws in Eastern
 

Europe prescribe that 
 all children belonging to a
 

specific age 
group must attend 
a state sponsored basic
 

school. 
 Enforcememt 
 of compulsory laws
education 


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 1960
 

over 80 percent of school age 
 pupils in Yugoslavia
 

were attending 
basic school; 28 percent 
 went on to
 

complete secpndary school; and 
 nearly 6 percent
 

attended college 
 (Grant, 1969). 
 According to the 1970
 

census, in Hungary the rate 
of illiteracy had fallen to
 

below 1 
 percent; virtually 
all school 
 age children
 

attended school; at 
 the 
 end of 1960 the 180,000
 

students finishing the 
 eight grade 
appraoched 
 the
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number of pupils enrolling in the first grade (Berend,
 

1980). By the mid 1970's secondary education had grown
 

into a mass phenmenon in Hungary. In 1985 over 
 90
 

percent of 
youngsters completing General School went on
 

to Middle School; in the 1983-84 school 
year the actual
 

figure was 92.9 percent (Kozma, 1985).
 

Expansion of secondary school increased the number
 

of students continuing beyond basic schooling. 
 The
 

secondary school 
 is divided into three types: general,
 

vocational/technical, 
 and trade. In all of the
 

countries except Yugoslavia, secondary education is
 

subject to central planning, which is based 
on the
 

economic needs of the country (Kluczynski, 1980).
 

The expansion of vocational and technical
 

education had impact on 
 decline in general education.
 

For example in Romania, the ratio of 75 general and 25
 

specialized vocational/technical high schools has
 

turned around to 25 and 75 (Mitchell, 1977). More
 

recently, 
however, the Romanians are reexamining
 

practical education 
expansion policies. Since the
 

1980's, educational policy makers throughout.socialist
 

countries have been 
 concerned with establishing an
 

equilibrium between the traditional 
 general education
 

and practical technical education (Kluczynski, 1980b).
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In Hungary, by the 
 1970"s increased access to
 

vocational 
schools 
was reflected 
 in the increase in
 

attendance in 
 vocational schools which 
rose from 
 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 1960 to one-fifth in the
 

1970s (Berend, 
 1980). Increased access 
to secondary
 

school through vocational school 
 was also experienced
 

in Poland 
 where 96 percent 
of the primary school
 

leavers continued education 
 in a three-year basic
 

vocational school or in 
 a four to five year full
 

secondary school 
(Kluczynski, 1980).
 

Prehaps the educational reform which has had the
 

most phenomenal impact on 
 access to education 
 at the
 

secondary level 
 is open passage 
 to higher levels of
 

education by providing multiple 
channels for entrance
 

to secondary schools. Whereas the 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 &
 

Soloviev, 1980). 
 By adding 
 more options for secondary
 

school, students and parents may select 
 the type of
 

secondary school 
 that best 
 fits 
the abilities 
 and
 

interests c- the student rather that 
force students
 

cu.t of the school system because the general secondary
 

school was not suitable. 

I 
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Higher education, the final tier in the
 

educational system includes, the traditional
 

univeristy, teacher training colleges, and other
 

institutions of higher learning such as
 

technical /vocational institutions, 'and polytechnical
 

institution. Several measures have been taken to
 

increase access to higher education. Expansion oF
 

teacher training at the higher education level has
 

resulted in better prepared teachers and. somewhat 

reduced the shortage of teachers in some countries,
 

thus increasing prospective teachers and in-service
 

teachers access to specialized training (Grant, 1969).
 

Also, providing more and better training for 

teacher as well as providing more teachers increases 

the local populations access to education. The quality 

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 rural areas, bonus payment programs, 

scholarships sponsored by local authorities in exchange 

for teachers returning to the local community to teach, 

and other incentitive to attract teachers to rural 

areas have been instituted.
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The least impact on 
access to higher education has
 

occurred in 
 the traditional 
 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 more
 

working class 
 and peasant students through 
 special
 

admission 
credits. 
 Criteria 
 for entrance 
 to a
 

university 
may include, performance in 
 general
 

secondary school 
 or a vocational or technical higher
 

school, examination scores, labor 
 force needs o-f the
 

particular country, and 
 demonstrated 
 commitment 
 to
 

socialist morals 
and to the socialist goals of society
 

(Kozakiewicz, 1980), 
 rather than 
 entrance scores 
and
 

performance in 
secondary school 
alone. This combination
 

of selection criteria for 
 university entrance makes
 

university schooling 
accessible to 
 more individuals,
 

yet selection for 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 (Berend, 1980). Over half of
 

the students 
 in higher education were 
 pursuing
 

technical training rather 
than a liberal arts
 

education. 
 For e:ample 
 in Hungary only 30 percent liF
 

the students in universities, excluding those in
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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 sign-ficantly increased
 
enro'lments in technical institutions o; higher
 

education. Yugoslavia, for example has experienced a 

tenfold increase in enrollment in institutions, o+
 

higher education since World War II (Grant, 1969). In
 

Romaria where no technical institutions e-isted in the 

early post-war period, at the largest technical higher
 

education institution there 
were 15,000 students
 

enrolled at the undergraduate level and 2,400 at the
 

postgraduate level in 1977 (Mitchell, 1977).
 

Another area where there has 
been tremendous
 

growth in access to education is adult education.
 

Adult education programs, originally designed to meet 

the need to educate large masses of adults who had
 

missed the chance to 
 attend basic school, made
 

education accessible to adults. 
 Adult education
 

provides courses of 
every kind from basic school to the 

range of secondary vocational school leading to higher 

education. Adult schooling was provided in the work 

place or in a classroom setting.
 

During the earlier periods immediately after the
 

war, adult education was perceived as a temporary
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expedient which tended to disappear as the literacy
 

rate of adults increased. Also universal basic 

schooling considerably reduced-illiteracy among adults,
 

thus eliminating 
the need for continued focus on adult
 

basic education. 

In Poland over 129,000 adults were enrolled in
 

adult education courses in 1965-66, which was 10 

percent increase over the previous year (Grant, 1969).
 

Of those enrolled in adult education 63 percent went on
 

to further study; 28 
 percent entered universities and 

the rest went to other institutions of higher education
 

(Brant, 1969). In Romania literacy classes were
 

attended by 870,000 adults in 1049-50 alone 
 (Grant,
 

1969). In the mid-fifties there were nearly 
55,000
 

adults attending basic school in Yugoslavia and over
 

180,000 attending basic adult school 
in Hungary (Grant,
 

1969).
 

As the need for basic adult education declined.
 

emphasis has been placed on continued education for
 

adults in the form of education for workers. Thus,
 

education for 
 the working person, particulary higher
 

education, has become a permanent 
 "feature
 

Eastern European educational systems. Education for the
 

working people is closely I itzed -. the eccnom_ c 

development oF the country; therefore these porgrams 

are designed to meet the current and -'utUre needs ;or 
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economic development (Kluczynski, 1980b). Cooperation
 

between institutions of higher 
 education, research
 

institutes and plants provide various forms of 
training
 

for working persons. 

Access to education for wcrkers included evening
 

and correspondence courses, 
 peoples universities,
 

workers univerities, and apprentice and trade training 

centers. 
 The forms of workers education vary from one
 

country to another. In East Germany, for example, in
 

addition to correspondence courses and evening classas
 

at universities, colleges and technical schools, there
 

are numerous 
 state and social educational institutions
 

which encourage adult education. Among 
 these
 

institutions 
are: enterprise academies, scientific
 

societies, academies of 
industrial branches, institutes
 

for the management o-f socialist 
economy, evening
 

classes, academies 
for advanced education, TV courses.
 

parents' courses, 
 and ;omen's courses (Ryballkov &
 

Soloviev, 1980). 

The system of workers education in Eastern Europe
 

is conducted through the peoples 
universities and
 

workers' universties. 
 The differences in these two
 

types of workers' education is that 
 the peoples
 

universiti es acover brcad array cf ccurses an' acdress 

the needs of the people as a whoje. The worxers' 

universities are dependent on economic enterprises to 
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determine their curricula and 
are largely sponsored by
 

industries.
 

According 
 to some observers of Yugoslavia's
 

education and 
 industrial development, policies
 

concerning self-management 
 and workers education have
 

been successful in the transformation of a 

predominately illiterate, poorly skilled nonparticipant
 

society into 
a more highly educated, trained, and self­

managing political culture (Soljan, 1978; Bertsch 
 & 

Persons, 1980). Bertsch 
 & Persons (1980) report that
 

of the 4.3 million Yugoslavs employed in 
1973, about
 

530,00 were enrolled in various 
forms of workers'
 

education. Bertsch & Persons conclude that:
 

While the efforts of promoting workers'
 
education have 
shown certain shortcomings,

the overall record is an impressive one. The
 
institutions within the workers' education 
system have aided in eradiacting illiteracy,
 
as well as providing a more highly skilled
 
work force and a citizenry better equiped

with the knowledge and consciousness that 
are 
needed to play an integral role in the 
"self­
management" sociopolitical 
 and economic:
 
systems 
(Bertsch & Persons, 1930:96-97).
 

It is evident that 
 access to education in Easten
 

Europe has been improved 
 since World War II when one
 

compares literacy 
and school attendance rates 
o4 tte
 

late 40s with 
 current statistics. Improvements in
 

education are 
also reflected in industrial oevelcpment
 

in the region.
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Shafer (1976) points out an illustration of the
 

impact of education on economic development in
 

socialist countries by using the German 
Democratic
 

Republic as an example. She observes that one
 

indicator of the success of socialist 
 educational
 

re-forms in the German Pemocratic Republic is the growth
 

in the country's economy to the point where its
 

industrial output ranks sixteenth among 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 bases for it is
 

laid in schools (Shafer,1978).
 



-- 
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TABLE 1. Indicators of 
Enrollment and Intake Capacities in

Developing Countries, Both Sexes, 1980 
(in. percentages)
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•Table 2. Countries Classified According to Gross Enrollment
 
Ratio in Primary and Percentage of DC's Population
 
of Primary School Age, 1980 and 2000
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TABLE 3. Enrollment Ratio by Age Groups, Both Sexes
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TABLE 4. Out-of-School Youth, Both Sexes (in millions)
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TABcLE 5. 	 Rrograms Deployed by Countries to Address Proqrams
 
Identified in Access to School.
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TABLE 6. 	 Exogenous and Endogenous Variables
 
Influencing Education Participation.
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TABLE 7. Ethnic Composition of Selected
 
South East Asian Countries.
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TABLE 8. 	 Recommendations for Improving
 

Education Participation.
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POLICY, PROGRAMS-AND PROGRAM IMPLEMENTATION: 

A CONCEPTUAL MODEL 

TSUULIRIDGES LITERATURE REVIEW 
PRUPOSED, FEBRUARY 15, 1986. 
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nExogenous variables embedded within these contexts.
 

+Endogenous variables embedded within these systems.
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