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This report, in large mesure, records the development of a plan-
ning system Dzeducation in the Netherlands and constitutes, at the

same time, an important stage in this development itself. Originally

conceived as an informative and analytical contribution to the study of

the educational planning process within the Educational Investment and

Planning Programme of the Committee for Scientific and Technical

Personnel, it developed, during the period of its preparation, into

the initial general statement of a new Department of Research and Plan-

ning,established within the Netherlands Ministry of Education and
Science.

While this volume deals primarily with the existing state of

planning and the planning process for education in the Netherlands,

and with the major issues in current plans for various segments of the

educational system, it also covers a much more comprehensive field in
that it broaches many of the broader questions which are of continuing

conJern to the planning programmes of most O.E.C.D. countries. For

example, the report has made an effort to state basic social and econo-

mic objectives for the Netherlands towards which its educational plan-
ning is directed. Such an effort is noteworthy not only because of the

fundamental step that it represents in the planning process but also

because it brings to light the difficulties which such a step involves.

These difficulties, even when such a statement of objectives manages to

express political consensus, are technical in that any such statement

must take a form which allows for a meaningful planning exercise to meet
these objectives.

1j
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Beyond this initial attack, the scope of this report ranges over

such questions as the structural organisation of the educational system,

major issues in the planning of university development, the role of

manpower forecasts, the factors which are connected tho the levels of

social participation and to the efficiency or effectiveness of the

educational system . A definition is offered for the concept of effi-

ciency of the educational system and its conncection to a research

programme required to clarify key points in making such a concept

operative.

Finally, the report deals with the institutional dimension, both

from the view-point of the existing institutions of education within

which educational development takes place and the institutions directly

related to the planning mechanism and its conncection to relevant re-

search policy and activities. It is significant that there has been

established in the Netherlands a new mechanism for bringing together

research efforts in themselves and a direct relationship between the

planning programme in the Ministry of Edimation and research organisa-

tions - a development which will be followed with considerable interest

in the future.

Thorkil Kristensen

Secretary General of the O.E.C.D.
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PREFACE

I regard this treatise on "Educational Planning in the Netherlands"

as a welcome contribution to the exchange of views on the pressing

problem of the 3rowing needs of education, a problem that presents itself

not only in the Netherlands but also in other Member States.

The increase in the number of the pupils consequent upon the popu-

lation increase, the growing enrolment rates in secondary and higher

education due, for one thing, to advancing democratization, our rapidly

evolving society with its changing reeds of trained workers - these

are but a few of the factors that compel us to consider as best we can

and in great detail how many new schools will be needed, if only in

view of the financial consequences.

If the educational system is not to lag behind the development of

society, the qualitative improvement or reform of education should like-

wise be given full attention. Nor can the problem of efficiency in

education be disregarded.

We in the Netherlands have also become convinced that this complex-

ity of problems can only be approached satisfactorily by educational

planning and therefore I am pleased that this report which was drawn up

under the sole responsibility of the authors could be published within

the framework of the Educational Investment and Planning Programme of

the Organization for Economic Co-operation and Development. Contribu-

tions were received from Mr. C. van Norden, Mr. P.H.A.in 't Zandt and

Mr. W. Voster, of the Ministry of Education and Science , and Mr. R.

Ritter, of the Central Planning Bureau, and Mr. H. Veldkamp of the

Ministry of Education and .science co-ordinated them.

15
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In describing the problems attached to educational planning in

the Netherlands the report offers some ideas that may be valuable for

the further development of education in this country.

Professor Dr. I.A. Diepenhorst

Minister of Education and Science
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INTRODUCTION

This report has been prepared in accordance with a request by the

Secretariat of the Organisation for Economic Co-operation and Develop-

ment in January, 1963. It is intended as a contribution to the Pro-

gramme on Educational Investment and Planning (EIP) of the OECD

Commit ee for Scientific and Technical Personnel and is designed to

give Member countries an idea of what has been done, and probably will

be done, in the field of educational planning in the Netherlands.

The report has to be seen as a snapshot made at a ceiftaltAoment

of the state of development of educational planning and thinking about

such planning in the Netherlands. It provides on the one hand a descrip-

tion of what has been done in the past and, in some cases, the results

which were obtained. On the other hand, it also explores ideas about

what should be done in the near future. At the same time it tries to put

the whole of these activities into a kind of theoretical framework.

All this has been done in the knowledge that the report was written

for foreign readers and that the educational system in the Netherlands

as a social institution must be very difficult to understand for a

foreigner. Dutch education has its roots so deep in national history

a d is so much interwoven with the social and political development in

the past, that even for the averaLe Dutchman the system is sometimes

too complicated to grasp.

I thin:c one of the greatest compliments which can be paid to the

authors is that they obviously - as the comments written by the experts

prove - succeeded in making clear to a great extent the Dutch education-

al constellatio as a matrix for educeional planning.

17
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It has been put plainly in the report that the central pillar of

the whole system is freedom of edu^ation in this sense: that the

constitution lays definite stress on the safeguarding of the freedom

of parents to choose an education for their children in accordance

with their principles and beliefs.

This particular concept of the freedom of education is a constant

rule governing those who are en:.aged in educational matters including

the government servants who call themselves educational planners.

Little imagination is needed to realise that this makes their positions

sometimes somewhat delicate. Tne influence and role of government in

the establishment and operati'ln of the schools is not yet clearly de-

fined in all respects and is undergoing transition, but it is not

always clear in which direction.

For instance one minion in the Netherlands is that decision-making

about the increase in scale of the educational system, i.e. about where

and when schools will be set up, has already moved so well into the hands

of the Government that it soon will be completely under its direction.

The difference made in the report between "piecemeal" and "inte-

gral" planning must be seen against the background of this situation.

In the Netherlands of today "integral" planning needs the closest

collaboration between the educational institutions and the Government.

This can only be obtained when both sides are convinced of the necessity

of planning and have created their planning machineries.

That is one of the reasons why in the report "the goal setting

process and the dramatis personae" - as one of the commentators calls

it - is described more clearly for higher education than for primary

and secondary education. Educational institutions in the field of

primary and secondary education up till recently did not have planning

organisations capable of and responsible for integral planning. However

the obligations in the field of planning laid down in the new secondary

education act are pushing things in a direction which seems very prom-

ising.

The decision to work out the technical basis needed for the yearly

school plans prescribed by that Act, through a concerted action of the

educational organisations concerned and the Ministry, is stimulating

the establishment of planning units by the united municipalities, the

Roman Catholic educational organisations and the Protestant organisa-

tions. In principle these units with the Ministry as a fourth partner

open up the possibility of a combined effort to start an "integral"

22
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planning for all education below the university level.

Can the report be called a plan or not? The opinions of the authors

on this point differ as much as the commentators do. It certainly is

an interesting question. One could classify the report ar a statement

about good intentions and nothing else. This is true in so far as there
is no effort here to establish legal provisions for the implementation
of targets. On the other hand, one can hold that the report can be seen
as a plan because the targets presented are based on forecasts which -
when they are correct - try to anticipate the wishes of the society.

To ensure that adequate facilities will be present to satisfy those

wishes is a basic principle of Dutch educational policy.

However this issue might be formally decided, this report should
be seen as a description of the present-day situation by some highly

interested individuals, who have tried to formulate a number of ideas
possibly of value for the further development of educational planning
in the Netherlands.

Drs. H. Veldkamp,

Head, Research and Planning Department,

Ministry of Education and Science

39-20
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Chapter 1

EDUCATIONAL PLANNING IN

THE NETHERLANDS

A contribution from the Netherlands to the OECD

programme on educational investment and planning

1. The need for planning

It is not always clear what is meant by planning. The many exis-

ting definitions vary greatly, but they have one thing in common, i.e.

they conceive of planning as the opposite of incidental or ad-hoc poli-

cy formulation. Planning includes co-ordinated scientific action. It
comprises a continuous process which includes scientific analysis, fore-

casting, decision-making implementation and control.

The need for planning in the field of education was first conscious-
ly felt after World War II.

The high birthrate immediately after the war and the rapidly increas-
ing enrolment rate in secondary and higher education created needs
which had to be met. For the first year of secondary education alone

the rate rose from eless than 50 per cent in 1938 to over 90 per cent
in 1958, thus exerting great pressure on the schools. The demand for

teachers increased rapidly, bringing to light the existence of a serious

manpower problem. Adaptation of the educational system, especially at

the lower levels of secondary schooling, was necessary.

21
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More generally, the increasingly swift changes charasteristic of

our .ge call for the adaptation of education, in all its aspects, to

tofforrowla needs and opportunities. Educational problems have become

more and more complex, and it is clear that without effective planning,

their solution is impossible.

Among these problems, financial questions have an important place.

The need for planning, if only for financial reasons, will be clear from

some rough figures on the rise in the budget of the Ministry of Educa-

tion, Arts and Sciences since 1951. In that year the budget totalled

only 422 million current guilders; by 1965 it has risen to 3,194 million

current guilders. In 1951 expenditure for educational and cultural pur-

poses accounted for 8.5 per cent of the national budget; in 1965 it

amounted to 25 per cent.

More striking still is the fact that a growing share of national

income finds its way to education and culture. In 1950 the percentage

was 2.6 per cent; in 1965 it was 5,6 per cent and it is estimated that

in order to meet present desiderata and others that are already making

themselves felt, the percentage must rise to 8 per cent by 1975.

Since such large amounts are involved, educational priorities will

have to be weighed as accurately as possible against those for other

social needs. The same is true of priorities within the field of educa-

tion.

A new factor underlining the need for educational planning emerges

from the new Post-Primary Education Act, which was approved by Parlia-

menr in 1963 and will come into force in 1968. Under this law certain

activities '.revolving planning are regulated - e.g. the geographical dis-

tribution of schools. The law also effects many changes in the existing

educational system and thus gives rise to planning activities. A plan-

ning procedure is also incorporated in the Higher Education Act, which

came into force on the 1st January, 1961. All this means that extensive

integral planning is required. This planning must lead to a balanced,

optimally functioning educational system. To achieve such a system it

is necessary to state the goals education serves.

These goals are not primarily educational, but goals of society

which have to be met through education. Within this framework of social

goals are the educational goals themselves, considered as secondary

objectives. To create such a system, it is necessary that Dutch educa-

tional planning activities, which are still of a more or less piecemeal

character, be elaborated into an integral planning system. The first

steps in this direction are now being taken.

22
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2. The structure of the report

This report is intended to give a clear picture of the Netherlands

educational system and for present and future planning activities.

In order to achieve this, it will be necessary to start with the
function of education in Dutch society, or in other words the fundamen-
tal goals of Dutch society as they are relevant to education (Chapter II).
The role institutions in Dutch society play in the educational system
is dealt with in Chapter III. Then follows a description of the present
educational system, including some idea of its structure (Chapter rv).

Chapter V deals with the numbers of pupils and students flowing through
the educational system, divided into inflow and output for the most im-
poir,dnt types of schools, and it gives some information about the chan-
ges which will result from tne operation of the new Post-Primary Educa-
tion Act. The efficiency of the Dutch educational system and the stan-
dards which affect efficiency are the subjects of Chapter VI. Chapter
VII deals with manpower demand; estimates are given for the supply and

demand of certificated pupils and students.

The material presented in these chapters situates the major educa-
tional targets, which are defined in Chapter VIII. The following Chapter
(IX) gives a picture of the organisation of educational planning in the
Netherlands. A description is given of the formal procedure and of the
way planning has worked out in practice thus far in the field of non-

university education. Chapter X gives the same description for universi-
ty education. Chapter (XI) describes recent developments in the organi-
sation of educational planning. In Chapter XII some concluding remarks
are offered.

A description of the types and names of schools is given in Appen-
dices II and III.

The statistical data mentioned in the report are taken from publi-
cations of the Central Bureau for Statistics in the Netherlands.

21
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Chapter II

FUNDAMENTAL GOALS IN DUTCH SOCIETY RELEVANT TO EDUCATION

1. Introduction

A reasonably complete account of the planning of the Dutch educa-
tional system must begin with the fundamental goals of Dutch society
which that system serves. The educational targets which are established
in the process of planning can be evaluated only against the background
of these more fundamental goals which they are supposed to meet, and
therefore the technical planning process begins with these more general
objectives. This involves exploring the inter-relationships among these
goals, noting the priorities to be assigned to them, not as a statement
of their intrinsic values, but in order to specify their implications
for the technical planning process. It involves an effort to draw clear
lines between society's fundamental goals and the educational plans
that are designed to serve these goals.

Furthermore, it should be noted that the delineation of basic goals
of society with a view to their operative effect on planning does not
require or constitute an official, formal or exhaustive statement of
such goals. It is not an effort to formulate a "correct" statement of
goals to which there is official commitment. Rather, it is an effort to
formulate the goals which are relevant to educational planning at a lev-
el of generality that embraces what is common to the society as a whole.
For example, it will be seen that no attempt is made here to state all
of the basic goals of the various religious and other groups which

25
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organise schools in the Netherlands. An attempt is made to outline fun-

damental goals only insofar as they are needed as a basis for examining

the validity of specific educational plans and targets. Finally, it

should be noted that each of the basic goals mentioned below is part

of a total structure of objectives, and none of them is intrinsically

superior to the other.

2. Definition of goals

Goal 1

To develop p;s1tive and civic values and cultural attitudes

among all the people, and to provile them with the skills necessary

for self-fulf117.::7, so tha: thr..y may appreciate and contribute to the

cultural experier.:,-.: of so:iety. To develop not only understanding of

tradition but also t'.: flexibility needed to innovate and accept inno-

vation. To provide for the continuous broadening and deepening of these

qualities among the people.

This goal viewed in terms of planning, need not affect the

total number participating in the educational system or the

process of student selection within that system.

However, its effect on the planning of the total educational

effort is seen in the large and increasing proportion of edu-

cational resources devoted to these general cultural ends.

Any rise in the "standard" of cultural education considered

necessary and proper in relation to total education must add

to the total cost in planning and providing education to meet

other fundamental goals. Specifically, there has been a steady

rise in the amount and in the standards of "general" education

required for the different levels of secondary education.

Again, the extent co whit' the rising rate of participation

of girls in the higher levels oi education is not matched by

their increasLd participation in the appropriate segments of

the labour force, is anothup mcaoure of the extension of edu-

cation for cultural purpose.

Goal 2

To maintain the freedom of religious, social and other groups to

pursue and intensify their own development. Such private groups in

26
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Dutch society have a constitutional right to carry out activities such

as education as an extension of their beliefs. It is through these
groups that the Dutch people attempt to -txpress and develop their ulti-
mate life-values.

The use of the formal educatl:mal system towards the
attainment of this goal enjoys a certain viority in the sys-
tem of fundamental goals relevant to education. In practice,

this means that generally no pedagogical, economic or budge-
tary reasons are consdered sufficient to challenge the tra-
ditional division of the school system -Ilona the lines of

fundamental religious and secular groups. All planning of the
educational system to meet the general educational needs .:12

the people or the manpower needs of the econc,my takes place

within this school structure. In certain instances however,
the third goal enumerated here - the right of earn individual

to receive an education (see below) - takes preoedence. The

appropriate government authorities are bound to provide equal

educational facilities for those individuals or groups who
do not come within the scope of existing private educational

institutions (see Appendix I).

Goal 3

To provide adequate education for all individuals and groups to
the highest levels that they demand.

The formal policy of the Netherlands government is not
to tolerate any restrictions upon or limitations of, this

principle. Prerequisites for entrance to any school cannot

include availability of school places. If a sufficiently qual-

ified citizen stands at the door of any type of school he
must be admitted, and it is the responsability of the appro-

priate government authorities to anticipate his requests so
that school capacity will be adequate to accomodate him.
(See Goal 4).

Goal 4

To provide society and the economy with the trained manpower re-

sources required for optimum functioning. Within the framework of
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satisfying the first three major goals, the educational system is re-

quired to respond to projected manpower needs.

The conflict between the specific sk.11 groups required

by society and the decisions of individuals regarding their

education is resolved in this scheme by postulating the vol-

untary conformity of individuals to social and economic

demands. Consequently, great reliance must be placed on voca-

tional information and guidance programmes, based on analysis

of projected labour market trends. If these programmes fail

to create a reasonable balance between personal educational

decisions and society's requirements, there will be pressure

to alter Goal 3, i.e. to permit some restrictions on entrance

into certain fields of education, based on labour market

considerations.

Goal 5

To develop a large and increasing capacity in people to adjust

themselves to the career and work changes demanded by modern technology.

This goal is obviously subsidiary to the objective (Goal

h above) of educating people to meet society's needs for train-

ed manpower. However, the pursual of goal 5 calls for modi-

fications in the form and content of the educational system

which have implications for the allocation of resources

within that system. It should also be noted that the conflict

between goals 3 and 4, which require both freedom of personal

choice in education and, at the same time, provision for train-

ing the types of manpower needed by society, can in some

measure be resolved through the achievement of this new goal

of a labour force educated for flexibility.

Goal 6

To promote the free development of science, providing support for

scientific training and research activities whose results are available

for innovation in society in general and in the economic sector in

particular.
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In accordance with this goal a significant proportion

of total resources for university level education supports
research and training activities.

The above six goals are to be regraded as the framework

within which the planning of the Dutch educational system

must be conceived and as the basis upon which it must be
built In the following chapters, which provide descriptions

of the most important aspects od Dutch educational planning,

due account is therefore taken of these fundamental goals.
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Chapter III

THE ROLE OF DUTCH INSTITUTIONS IN DETERMINING AND

IMPLEMENTING FUNDAMENTAL GOALS RELEVANT TO EDUCATIONAL TARGETS

1. Introduction

In general, it can be said that the fundamental goals in a demo-
cratic country are based on the wishes and initiatives of the society
as a whole. .00ie-y, in its social, political, religious and cultural
di-isions, develops continuously new ideas which have their roots in the

historical and phil sophical origins of the various groups. These ideas

are discussed in ever wider circles and give rise to suggestions of a
A

more formal character. These suggestions become a matter of national

interest when they are introduced in parliament by political parties or
when government takes over the new ideas. Generally a government does
not take initiatives that do not correspond with wishes existing in
society, because under democratic conditions government itself springs
from the groups in society. This general evolution is also characteristic
of the way in which educational questions, in particular, emerge and

develop. Especially in the Netherlands, where, due to the freedom of

education and the ways this freedom is given concrete expres-,:on in

educational laws, the different groups in society play a major role in
this field.
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Consequently the institutions which are active in the field of

education in the Netherlands can best be divided into two sectors, the

governmental and the non-governmental. Both types of institutions exist

at several different levels.

Diagram I indicates the role the various institutions play in the

Dutch educational structure. This representation is of a rather sim-

plified character.

2. Non governmental institutions

In the case of non-governmental schools there are in general three

possibilities. First parents may wish to send their children to denomin-

ational schools (Roman-Catholic or Protestant). Parents may, on the

other hand, desire to send their children to schools with special teaching

methods (e.g. the Pestalozzi, Montessori or Dalton systems). The third

possibility (this is especially the case in vocational education) is

that industrial and commercial circles feel a need for certain types

of (vocational) schooling. In the Technical and Vocational Education

Act priority is given to private initiative for establishing such

schools.

At the foundation of the whole structure (at the local level) are

the parents who prefer non-governmental education for their children.

These parents unite to form governing bodies of private schools on the

basis of religious belief (denominational schools) or of a preference

for special teaching methods (non-denominational schools). Persons other

than parents who are interested in promoting education of this kind

(mostly moved by a feeling of civic responsibility) can also be members

of such bodies. In the Netherlands the churches themselves do not now

in general found schools for the children of their members, although

they are sometimes represented by delegates on the governing bodies.

The members of these bodies do not receive compensation for their vol-

untary services.

In the case of non-denominational vocational education, organisa-

tions of employers and trade-unions join to establish a foundation which

serves as a governing body for a school. Here the influence of the

parents is not of the same weight as it. the above-m_rtioned situations.

In bigger municipalities the governing bodies of one or more schools of

the same denomination are often co-ordinated through a local board.
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In the larger urban centres teachers belonging to schools of a certain

denomination usually unite in a local branch of a national teachers'

association.

On the provincial level there is not a great deal of educational

activity. On the national level the governing bodies of schools repre-

senting each type of education and each denomination are generally

grouped together in a national association, which usually has its own

central office. These associations are important for the exchange of

views on education and for the formation of opinion on a national level.

The teachers associations should not be regarded as trade unions

only, but also as bodies which play a role in the development of think-

ing on educational matters. These national denominational associations

are sometimes united in a national federative body to which the teachers

associations of public schools also belong. In this body co-ordinated

views are formulated, and joint action planned with respect to both

trade-union affairs and general educational questions.

After World War II the national associations of governing bodies

and of teachers joined to found the so-called pedagogical centres. These

centres have as their function the improvement and renovation of educa-

tion (curriculum, teaching methods etc). There is a Roman Catholic and

a Calvinistic pedagogical centre; within these centres all types of

education, in principle, are brought together. A co-ordinating committee

exists to co-ordinate the activities of the several centres, including

the centre for public education. As the diagram shows, there is no formal

relation between the pedagogical centres and the teacher training colleges

and universities.

The political parties, the majority of which are based on religion,

try to promote the views of the denominations to which they are related.

As parents, most members of these parties have an interest in education

but, as a rule, this field is handled by party experts, who often have

lengthy experience as executives of the national associations of govern-

ing bodies of non-governmental schools and of the national teachers

associations. The educational views and objectives prevalent in the

political world are thus based on a knowledge of realities.

As stated above, the churches exert their influence on education

via the local organisations and do not run schools themselves. Some

denominations have set up a system of school inspection existing along-

side State inspection. Denominational inspection, therefore, is espe-

cially concerned with the religious climate in the schools and the qua-

lifications of the teachers who give religious instruction.
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Private industrial and commercial groups are also interested in
education. On the national level, employers organisations have created
the "Contact-centrum Bedrijfsleven Onderwijs" {Contact centre Industry-
Education), which seeks to improve relations between industry and the
educational world. It performs this task, by for example, giving in-
formation to teachers and pupils and by expressing the views and wishes
of employers on educational matters. Industry's interest in education
is two-fold: it is quantitative with respect to the need for sufficient
numbers of skilled workers and qualitative with respect to the need for
people having the appropriate qualifications.

3. Governmental institutions

At the lowest (local) level are the municipalities, which function
as governing bodies for most of the governmental schools (for some types
of education there are also State scnools directly under the Ministry
of Education and Science). The Municipal Council decides on the estab-
lishment of new publ: schools. Moreover, the Council has to make
financial provision for some types of private education (e.g. nursery
schools and primary schools). The subsidies for private schools in a
municipality are based (by law) on the average expenditure of the public
schools of the same type. This is a consequence of the financial equality
between governmental and non-governmental education. Parents have some
influence on public education via parents committees which are associated
with each individual school. Sometimes these committees join together
locally in a parents council. The teachers in the public schools are
organised in the same way as in the private sector.

Provinces never serve as the basis for governing bodies of govern-
mental schools. On the national level, the most important figure is
naturally the Minister of Education and Science. In collaboration with
Parliament, he is responsible for new legislation and for the annual
budget, which is the main source of funds for both public and private
education. There are a few exceptions to this rule: the most important
is agricultural education, which comes under the authority of the Ministry
of Agriculture. Inspection of the educational system except higher edu-
cation is carried out by a system of State Inspectors for each type of
education under the supervision of an Inspector-General.
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To assist him in making decisions, the Minister has at his disposal

a permanent advisory body: the Educational Council. Another body is

specifically responsible for the co-ordination of higher education: the

Academic Council. Both councils are set up by law: their members (not

State officials) are appointed by the Queen.

As the diagram shows there is a pedagogical centre for the improve-

ment and renovation of governmental (and non-denominational) education.

In this centre, the State and the important municipalities and organi-

sations of private non-denominational education work together. Like the

other pedagogical centres, this centre is financially supported by the

State. Although the universities constitute a completely different type

of education, separate from the rest of the educational system, they

influence the educational system. The results of university research\

often have consequences for education as a whole. Furthermore, pedago-

gical research undertaken by the university pedagogical centres) has

a definite influence on teaching methods.

4. Problems which the institutional structure creates for planning

It will be clear that the institutional structure described above

gives rise to problems which affect the possibilities and procedures

of educational planning in the Netherlands.

Two main points can be distinguished:

(a) The decentralisation of the Dutch educational system;

(b) The equality of governmental and non-governmental education.

Decentralisation means that educational planning is carried out

not only at the national but also at the municipal level. This has con-

sequences for planning with respect to governmental schools (municipal)

as well as for finance (the municipalities pay for the schools at the

pre-primary and primary levels, and, within the limits of the law, con-

trol the grants for non-governmental schools).

The equality of governmental and non governmental schools, which

in practice has led to a majority of non-governmental schools in most

types of education, has resulted in a division into three (sometimes

four) vertical sub-systems. This has meant still greater decentralisa-

tion. Many aspects of education cannot be regulated directly, but rather
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through the setting of conditions for receiving grants. $oth of the
above points make it clear that - within the limits set by the laws -

the system of financing is one of the instruments by which the Dutch
education establishment is governed.

Another important point is that, as a consequence of the principle
of freedom of education, the national government has little or no formal

influence on the teaching methods used in the schools (governmental-
municipal and non-governmental). Improvements can be effected only

through the free acceptance of new methods and the voluntary co-opera-
tion of the teachers and school governing bodies. It is obvious that
in order to achieve optimal pedagogical results, provision must be made
for wide distribution of information. The role of the pedagogical centres
must therefore be regarded as very important.

The diagram in section 1 above shows that there are no formal links
between the teachers' training colleges and the universities, on the
one hand, and the pedagogical centres on the other. Hence, the assimi-
lation of the results of scientific research into teaching practice nec-
essarily falls short of the optimal level, and the contacts between
university and school must be strengthened. The creation of a founda-
tion for educational research mentioned below, may be regarded as a
significant step in this direction. Furthermore, the difficulty in
bringing scientific work to bear on new teaching methods must also be

corrected by the activities of the pedagogical centres themselves.
The nature and scope of the problems noted above make it clear that

educational planning in the Netherlands is not the concern of the Ministry
of Education alone. Many institutional forces influence the system, and

planning, therefore, cannot be carried out exclusively by a ministerial
unit. It is, rather, effected on the basis of negociation with all or-
ganisations concerned with education.
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Chapter IV

STRUCTURAL ASPECTS OF THE EDUCATIONAL SYSTEM

1. General aspects

Dutch educational planning must take into account two main struc-
tural aspects of the educational system. They are:

(a) Its division by level and type;

(b) The principle of equality of status between governmental

(public) and non-governmental (private) schools.

The simplified diagram below shows the division by level and type.
It gives a rough general idea of this aspect of structure and of the
major vertical transition possibilities. The different types within each
sector of Diagram II are inscfar as is necessary for the purposes of
this paper described in Chapter V. It should, however, be noted here
that since in the near future, as a result of the post-primary law, all
post-primary education (excluding universities) will be endowed with a
new structure, a distinction must be made between present and future
structure. In Chapter V the main aspects of both structures will be
described on the basis of Diagram II, together with the student flows.
A glossary of the major types of schools in the present and future

systems is given in Appendices II and III.
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Diagram II

BASIC DIVISION BY EDUCATIONAL LEVELS AND TYPES IN ROUGH GROUPINGS
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The equality of status of non-governmental and governmental schools,

mentioned as aspect (b) above, leads to another division of all levels

and types. The various categories of schools derived from this aspect

which may occur at each level and type are shown in Diagram III.
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Roman Catholic, Protestant and non-denominational schools exist
at every level and for each type of education. For the non-denomina-

tional schools, the situation varies between the different levels and
types with respect to whether a majority of the schools are government-
operated and, if so, whether they are State or municipal schools. In

primary education, for example, the great majority of non-denominational
schools are run by municipal authorities. There are no State schools

at this level and, as at all other levels and types (except for certain

types of vocational education), only a small minority of non-denomin-
ational schools are privately operated. Non-denominational private
schools, especially in primary education, are sometimes based on a
compromise between different denominational groups in the population,

i.e. Protestant sub-denominations, thus being, in fact, denominational

schools. Really non-denominational schools are sometimes schools with
a special approach, such as, for instance, Dalton-schools and, in pre-
primary education, Montessori schools. With respect to the types of

vocational education mentioned above, the schools in question are non-
denominational schools which take the place of municipal or State schools.

2. Some planning aspects of regulations concerning_ equality of status
of non-governmental and governmental schools

Two main aspects of equality of status of non-governmental and
governmental schools relevant to planning are:

(a) The principle of equal state financing of both categories of
schools;

(b) The equal right of both categories to be established.

As may already be clear from Chapter II, non-governmental schools
are financed by the government (directly by the central government or

indirectly via 1 cal authorities) to the extent of the costs of compa-
rable governmental (State or municipal) schools, under conditions which

must guarantee the quality of education and freedom in the choice of

educational approach and in the appointment of teachers. The type of

school determines whether municipal or State schools serve as the model

for financing and whether the grant is given directly by the central

government or indirectly via local authorities. The conditions for
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State financing of non-governmental schools are the same as the regula-

tions which are in force for governmental schools. However, for govern-

mental schools, they are in the nature of binding regulations, whilst

for non-governmental schools they should be regarded as the terms on

which a grant is made. They concern requirements regarding teachers'

qualifications and the curriculum and regulations for State inspection.

In applying the principle of equal financing in practice, the

different regulations for different types of school mentioned in Chapter

II vary not only because of the nature of the type of school concerned

but, often, also because of developments in technical approach. Some

information is given in Chapter VI on the latter point. Regulations to

implement the equal right of establishing either non-governmental or

governmental schools are also partly the result of a certain evolution

over the years - in this case, in basic thinking on the subject and in

legislation.

A most important legal step in this development is the adoption

of the new law, which, as mentioned earlier, regulates all post-primary

education except universities. Appendix I makes it clear that with regard

to the present structure, legal regulations exist only for pre-primary

education, primary education and some types of secondary education.

Under the appropriate legislation, a certain number of parents' signa-

tures creates the right to establish a school. Under the post-primary

law, however, a planning procedure which is, more or less, already being

applied for some types of school (for the most part vocational schools

and universities) has now been legally introduced for the founding, or

the granting of subsidies, to schools throughout the post-primary sector,

except at the university level. Detailed information on this procedure

is given in Cheqter XI.

3. Some planning Aspects concerning the tri-sectional division of the

school system

The history of the division of the Dutch educational system due to

the basic groups in the population has given rise to the three major

streams previously mentioned (Roman Catholic, Protestant and non-denom-

inational), which tri-sect the school population from the pre-primary

and primary levels through secondary and higher education.
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The iivision of pupils and schools into these three streams is
only partly correlated with the relevant population groups in Dutch
society (Roman Catholic: 40 per cent; Protestant: 38 per cent; other
denominations and non-denominational groups: 22 per cent). At the pre-
primary and primary levels, the school streams most nearly correspond
with the population groups, although, there too, great discrepancies
with the above-mentioned percentages are to be observed. Above the
primary level there is an increasing shift of pupils to the non-denom-
inational schools, as can be seen from the tables which follow. These
tables deal only with a number of the main streams, namely those flow-
ing from:

(a) Primary - through secondary (pre-academic) - to university
education;

(b) Primary - through secondary (non-pre-academic) - or secondary
vocational to higher technical education;

(c) Primary - through secondary (non-pre-academic) - to other

higher vocational education (limited to teacher training

,:olleges and colleges for training social workers).

To begin with, however, the division of pupils and schools at the
primary level will be compared with the population percentages given
above.

Table 1

Drnominational division of pupils and schools

at primary educational level compared with the

corresponding population groups in percentages

Roman
Catholic Protestant

Non-denominational and
other denominational
groups (schools)

Total

Population

Pupils

Schools

40

45

38

38

27

29 '

22

28

33

100

100

loo
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Even at primary level the percentage of non-denominational schools

and that of children attending them (33 per cent and 28 per cent re-

spectively) are higher than the 22 per cent population figure for the

non-denominational and "other" denominational groups. This is mainly

because many Protestants, in particular, prefer non-denominational

schools. Since about 27 per cent of all pupils at primary level attend

a Protestant school, while 38 per cent of the Dutch population belongs

to one Protestant denomination or another, about 70 per cent of Protes-

tant children are sent to a Protestant primary school and about 30 per

cent to a non-denominational school. These pourcentages vary for the

different denominational groups within the Protestant sector and from

region to region. By analysis of regional differences, it could be

shown, however, that in spite of denominational subgrouping, the per-

centage of Protestant children sent to Protestant schools decreases as

the percentages of Protestants in a region is higher. In regions where

they form a small minority (Catholics constituting a large majority)

nearly all Protestant children at primary level are sent to a Protestant

school whatever their sub-denomination may be.

It is also observed that in a region with a high percentage of

Protestants, nearly all Roman Catholic children at primary level are

sent to a Roman Catholic school, while in regions where they form a

majority, some of them are sent to a non-denominational school. The

latter phenomenon, however, is less pronounced in the case of Catholics

than in that of Protestants since, in general, Catholics prefer Catholic

schools to a greater extent than Protestants prefer Protestant schools.

Table 1 shows that only in the Roman Catholic sector is the per-

centage figure for primary schools less than the corresponding percent-

age of pupils (38 per cent compared with 45 per cent) while for Protes-

tant lnd non-denominational schools these percentages are respectively

29 per cent compared with 27 per cent and 33 per cent compared with 28

per cent. This reflects a greater average size of Catholic primary schools

compared with Protestant and non-denominational schools. In this sector

this is possible since in two of the eleven Dutch provinces the popula-

tion is almost homogeneously Roman Catholic. In the planning of schools

a conflict situation may thus arise between regional and denominational

educational opportunities, as well as between denominational needs, on

the one hand, and required school size on the other, especially where

population is less dense and its composition more heterogeneous.
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Such as conflict situation in fact often occurs, especially at

the secondary and higher educational levels, though varying in character

among different types of school, as is shown in tables 2-4. It is a

major reasor for the previously mentioned increasing shift Os pupils

to non-denominational schools at the secondary and higher education

levels. This latter tendency, however, also depends on factors such as:

(i) the total number of pupils attending a given type of school; (ii)

the age of the pupils (in relation with the distance from their homes

to the school); (iii) the sub-division of the main stream among a greater

or smaller number of different types of school or the degree of complex-

ity of the type of school (a greater or smaller number of different

disciplines or streams within one type of school and, for the different

branches, more or less specialised teachers being required, etc.); (iv)

in a given type of school, the degree of stress on vocational or general

education, and the type of vocational education involved.

Table 2 shows the above-mentioned increasing shift to non denomi-

national schools for the transition from primary through secondary (pre-

academic) to university education.

Table 2

Denominational division cf pupils and schools

from primary to university education

Level and
type

Denominational schools
Non-

denominational Roman
Protestantschools Catholic

Total

Percertage of pupils (students)

Primary 28 45 27 100
Secondary

(pre-academic) . . . 41 36 23 100

University (1) . . . . 80 13 7 100

Percentage of schools
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Table 2

Denominational division of pupils and schools

from primary to university education

Level and
type

Non-
denominational

schools

Denominational schools

TotalRom
Catholic Protestant

Percentage of pupils (students)

Primary 28 45 27 100
Secondary

(pre-academic) 41 36 23 100
University (1) . 8o 13 7 100

Percentage of schools

Primary 33 38 29 100
Secondary

(pre-academic) . 45 36 19 100
University (1) . . 75 17 8 100

It is seen that, although the shift is considerable for the transi-

tion from primary to secondary education, it is particularly heavy for

the transition from the secondary to the university level. It is clear

that there is a far less even regional distribution of universities than

of secondary schools. That distance at university level plays an impor-

tant role in the choice of a given institution is also apparent from

the fact that universities, whether denominational or non-denominational

have, to a certain extent, a regional function.

(1) University colleges included. In the Netherlands, the term "univer-
sity" is only used for institutions comprising at least three fac-
ulties, one of which must be either the faculty of medicine or of
mathematics and natural science. University colleges specialise in
one field: in technology, in agriculture, or in economics, law and
sociology. As the staadards are the same as at universities, no
distinction is made in this report between universities and univer-
sity colleges.
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A somewhat similar picture, at least at the higher vocational level,

emerges from Table 3 concerning the stream from primary through both

secondary (non-pre-academic) and secondary vocational to higher tech-

nical education. At secondary level two types of schools are mentioned

since both represent important possibilities of transition [quantita-

tively, transition via secondary (non-pre-academic) education is the

most important]. Moreover, an-interesting disparity is to be seen in
the degree of shift to non-denominational schools as between the two
types mentioned.

Table 3

Denominational division of pupils and schools

from primary through secondary (non-pre-academic or

senior technical) to higher technical education

Level and
type

Non-
denominational

schools

Denominational schools

TotalRoman
Catholic

Protestant
(3)

Percentage of pupils

Primary 28 45 27 100
Secondary
non-pre-academic 33 36 31 100
technical (1) . . 70 15 15 100

Higher
technical (2) . 89 11 100

Percentage of schools

Primary 33 38 29 100

Secondary
non-pre-academic . 31 37 32 100
technical (1) . . . 53 30 17 100

Higher
technical (2) . . 83 17 100

(1) Both junior technical and senior technical schools (Dutch names:
L.T.S. and U.T.S. see Appendix II).

(2) Highcr technical education mentioned here is given on a level just
below the university. Technical education at university level is
given in technical universities, which are included in Table 2.

(3) No Protestant higher technical colleges have yet been established.
Two such schools however are planned.
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It can be seen that for the transition from primary to non-pre-

academic secondary education the shift to non-denominational schools

is small compared with the degree of shift observed in the transition

to secondary technical schools or to the secondary (pre-academic) schools

mentioned in Table 2.

Denominational choice may play a role in the different levels of

entrance from primary to secondary general and secondary technical edu-

cation. Another, perhaps more important, reason is that the (non-pre-

academic) type of general education concerned (U.L.O., see Appendix II)

is a far less complicated one than secondary technical education with

its different branches. In its present structure it is also far less

complicated than secondary pre-academic education which, moreover, is

split up into different school types (gymnasium, H.B.S., lyceum, see

Appendix II); finally, pupils who opt for pre-academic education repre-

sent fewer than half of those opting for non-pre-academic education.

All these factors, of course, play an important role with respect to

the size cf schools - a matter of significance not only from the point

of view of costs but, not less important, from an educational point of

view. If this fact is not sufficiently taken into account, the result

will be either too small schools or a less properly balanced distribu-

tion of the different school types.

In this respect two interresting facts emerge from Table 3: (i) in

the Protestant sector relatively more pupils attend secondary (non-pre-

academic) than primary schools, and (ii) the size of technical schools

in the non-denominational sector is much greater than in the denomina-

tional sector. The first of these phenomena is due to an earlier prefer-

ence in the northern regions (Protestant regions) for the non-pre-aca-

demic type of secondary school over the pre-academic type. This has led

in these regions to a less balanced distribution of the two types of

secondary schools.

The second of these interesting facts also has a historical back-

ground. In earlier days, secondary technical schools, (non-pre-academic),

being concerned only with vocational training, all started as non-de-

nominational schools. This type of school is now increasingly emphasizing

general education and there has been a growing tendency to establish

denominational technical schools, especially in the Roman Catholic sec-

tor. Within this general school type, the Roman Catholic schools repre-

sent 30 per cent of the total, although they contain only 15 per cent

of the total pupils. In the Protestant sector, the number of schools
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and pupils is more closely balanced - 17 per cent and 15 per cent re-
spectively. In comparison, the non-denominational technical secondary
schools represent 53 per cent of the total and serve 70 per cent of
this school population. This means, of course, that the denominational

non-pre-academic secondary schools, particularly the Roman Catholic,
have been growing in number more rapidly than the number of pupils.

The denominational division in higher technical education is par-
ticularly interesting if compared with other higher vocational educa-
tion (Tables 3 and 4). The figures for the secondary school level con-
tained in Tables 2 and 3 may be compared further with the larger picture
of higher vocational schooling in Table 4, which summarizes the total
number of schools and pupils for this level in 1963/64.(1)

It is seen from Table 4 that differenccs along denominational lines
between various types of higher vocational education depend, in the
first place, on the type of vocation. Training for teaching and social
work appears to be more closely bound to denomination than does training
for other professions; at the same time, especially when compared with
technical colleges, teachers and social workers colleges are less com-
plicated. Moreover, the number of students at teacher training colleges
is about 2 1/2 times the number of pupils at technical colleges. But
a more or less unbalanced distribution, largely for historical reasons,
also emerges from Table 4 if percentages of schools are compared with
those of pupils.

(1) In addition to thr transition from the two types of secondary school
mentioned in table 3. there is also a rather important transition
stream frIm secondary pre-academic to higher technical education.
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Chapter V

STUDENT FLOWS

1. Past and present development

Diagram IV, which is based on enrolment figures, shows the recent
flow of 100 pupils through primary and secondary schooling. The school
generation concerned was admitted to primary school in 1951 and to sec-
ondary school in 1957. Completion of secondary education was in 1960-
1964, depending on the length of the different programmes.

The sample shows that of every 100 pupils admitted to primary educa-
tion about 94 left after completing at least six grades. Of the remain-
ing 6 per cent about 4 per cent left at a lower grade, for special edu-
cation. About 82 per cent of the generation concerned went to secondary
school. Only 50 per cent received a diploma.

In Diagram IV, the present situation is shown with regard to the
flow of students through primary and secondary education. Two things are
of interest here, the transfer from primary to secondary education and
the drop-out rates.

Analysis of figures over a long period shows that drop-out rates for
all types of schools are more or less constant. Major changes, however,
can be noticed in the transfer rates. Development since 1930 appears
from Table 5 in which the number of entrants into the three major types
of secondary education is given separately for boys and girls as a per-
centage of all 12-year-olds.
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Table 5

Number of entrants admitted to the first

grade of secondary full-time education

as a percentage of all 12-year-olds

1930 1940 1950 1960 1962

Boys

Vocational (1) 13.6 22.3 29.9 34.8 36.7

Non-pre-academic 16.5 19.8" 25.4 33.3 31.9

Pre-academic 7.5 8.6 11.2 16.3 16.7

Total (1) 37.6 50.7 66.5 84.4 85.3

Girls

Vocational 12.6 20.4 33.6 39.5 40.2

Non-pre-academic 14.7 18.1 25.1 34.8 34.9

Pre-academic 4.1 4.5 7.1 12.8 13.3

Total 31.4 43.0 65.8 87.1 88.4

(1) Except elementary agricultural schools.

It should be noted that two major tendencies, more or _Less parallel

to each other, emerge from the above figures.

They are:

(a) The already mentioned increasing transfer from primary to

secondary education.

(b) A tendency to opt more and more for the higher-level types of

secondary education.

The increase in vocational education takes place mainly among

pupils who, in the past, would have gone to work immediately after com-

pulsory education. The increase in entry to non-pre-academic education
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Diagram IV

STUDENT FLOWS THROUGH PRIMARY AND SECONDARY EDUCATION

1951 =1%4 1

Primary

education

No further
full time
education

Secondary

education

fAdmission

Admitted

Number

of pupils
in each
grade

Completion

Number

of pupils
in each grade

Completion

{

100

110

106

104

104

102

100

94

(2)

37
Vocational 3

32

Non-pre-academic

38

30

2d

18

26 16

13

Pre-academic

16

15

14

12

10

8

Total

100

94

82

SO

1. The difference between the number of pupils admitted and the number in e.g. the first grade is due to retardation
and, in the case of secondary education, oiso, to the same pupils being counted twice. For instance, some pupils
may choose the nonpre academic type of secondary education after having followed the ore-academic stoesm forsome time.

2. A relatively small number of pupils in 7th and 8th grade included.
3. Number of pupils in each grade is unknown.
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comes mainly from families who, in the past, sent their cl'ildren to

vocational schools; the rise in pre-academic education is predominant

among families who previously opted for non-pre-academic education. The

increase in vocational education, therefore, is more or less equal to

the increase in total transfer from primary to secondary education di-

minished however by a tendency of parents to favour non-pre-academic

education over vocational education. The increase in non-pre-academic

education caused by this trend is reduced by still another change in

parents' preferences, favouring pre-academic over non-pre-academic

education.

It may thus be said that, although for boys in 1960, for example,

about 21 per cent more 12-year-olds transferred from primary to voca-

tional school than in 1930, the original increase was about 47 per cent.

This figure is reduced by 26 per cent as a result of the trend in choice

of schooling favouring general secondary education of the non-pre-aca-

demic type. The original increase of 28 per cent in tranfers to non-

pre-academic education caused by this trend has itself been diminished

by 9 per cent - representing the increase of transfers from primary to

pre-academic education. These two tendencies are shown for three 10-year

periods in Table 6, which includes girls as well as boys. Four impn-tant

facts emerge from this Table:

(a) In so far as it involved an increase in the flow into non-pre-

academic education, the change in choice of schooling evolved

nearly as rapidly during the last ten years cited as in the

twenty previous years.

(b) It caused a still more rapid increase with regard to pre-aca-

demic education.

(c) Although the original increase in the flow of entrants to voca-

tional education remained about the same in 1950-1960 as during

the preceding ten-year period, this increase shows a diminish-

ing tendency.

(d) In general the increase shown for girls are somewhat more rapid

than for boys because of the lower starting figures (see Table

5).
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Table 6

Increase of flow from primary to secondary education
in percentage of 12-year-olds as a result of original
increase (+) and a change in choice from vocational

in favour of non-pre-academic and from non-pre-academic
in favour of pre-academic education (-)

Period

Boys Girls

Vocational
Non-
pre-

academic

Pre-
academ-

ic
Vocational

Non-
pre-

academic

Pre-
academ-

is

1930-1940 +13-4=9 +4-1=3 1 +12-4=8 +4-0=4 0
1940-1950 +16-9=7 +9-3=6 3 +23-10=13 +10-3=7 3
1950-1960 +18-13=5 +13-5=8 5 +21-15=6 +15-5=10 5

1930-1960 +47-26=21 +26-9=17 9 +56-29=27 +29-8=21 8

This development is due mainly to a process of urbanisation and of de-
mocratisation which, of course, in so far as educational standards in
different types of schools are maintained, will be limited by the pupils'
capacities. This limit nearly seems to have been reached, especially
with respect to the transition from primary to secondary education. As
shown in Graph I, transfer to pre-academic education represents the only
movement that is still growing. It does so at the expense of transfers
to non-pre-academic education, which recently seems to have reached a
peak.

Nearly the same is true of transfers to vocational education. During
recent years the increase in this flow has also been due to a change in
the structure of vocational education; a so-called individual stream has
been established within vocational education intended for pupils whose
capacities are not up to the standards set for regular vocational school-
ing. It is clear that an expansion of this type may also be important
as 'a means of improving output. An increase of the input-output rate
for secondary education as a whole may be expected, particularly as the
result of structural changes that will be made under the Post-Primary
Law which is to come into force in a few years.
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Also, estimates of both input and output must take into account
a change in the duration of compulsory education, which is now 8 years,
but which is moving progressively towards 9, and probably 10 years,

followed by two years part-time education. Further information on the

influence of these two measures will be given in section 3. But before
that, we shall deal in section 2 with forecasts, which thus far have
been made without taking into account the above-mentioned structural
changes.

2. Forecasts

As stated earlier (see Goal 3, Chapter II) the government has to
provide adequate facilities for qualified individuals who desire a given
type of education. As a consequence, great importance is attached to

properly projected numbers of students in the various types of education.

In these projections an attempt is made to estimate what is called the
social demand for education.

The future number of pupils is estimated by more or less the same
methods for different types of education. First an analysis is made of

past inflow. On the basis of the results of this analysis the future
inflow is estimated. By making use of retention rates the corresponding

total enrolment is estimated. And where necessary the number of certi-
ficated leavers is estimated by using input/output ratios. Estimates
have been made for the major types of education. None of these estimates

are regarded as final. On the contrary, they are revised continuously
in the light of new statistical material, new developments in the under-
lying philosolby of what factors determine the inflow, and as a conse-
quence of changes in the educational structure. Examples of these pro-
jections are given below for primary education, grammar school educa-

tion (1) and university education. The selection provides ample possi-
bilities to show the various methodological problems which have to be
tackled and which are different for different types of education.

The estimates still presuppose a continuation of the old structure

of education. In view of the implementation of the new law on post-

primary education, they do not pretend to describe the future situation.

(1) For a description of the types and names of schools see Appendix II.
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They serve as a starting point for discussing possible future develop-

ment when the new system of education is in full operation.

A. Primary education

Inflow

The following tabl. shows the number of pupils admitted to the

first grade of primary chool as a percentage of the total number of

6-year-olds.

'Iable 7

Number of pupi2n ulmitted tc the first grade

of primary education as a pPrt.entage of 6-year-olds

1937 97

1947, 95

1)8 .. 92

1951 98

1954 . . 95

1957 98

1958 101

1959 100

1960 99

1961 100

Th,-, table shows that further analysis of admission figures is un-

necessary since the precentages have fluctuated around 98 for the last

20 years. This percentage has therefore been retained for the future.

Total enrolment

Total enrolment with a breakdown by grades is estimated on the

basis o t ,e following data:
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Table 8

Grade enrolment in primary education as
a percentage of enrolment in the next lower grade

one year earlier(]),

Grade 1951 1955 1956 1957 1958 1959 1960 1961 1962
1g574=12

1 110 111 111 111 111 111 111 111 110 111
2 96 97 97 97 97 96 96 96 96 96
3 98 98 99 99 99 98 98 98 98 98
4 99 99 99 100 100 100 100 100 100 100
5 97 97 98 97 98 96 98 98 98 98
6 91 92 93 Q4 94 100 98 97 97 95

'otal !;91 594 597 598 599 603 601 600 599 598

Only the percentages for the sixth grade show some variation. ;ere
again, further analysis is not required.

Given the number of entrants, the number of pupils in the first
grade can be estimated at 111 per cent. Enrolment in the second grade
one year later will be 96 per cent of first grade enrolment, etc. Repeated
calculations of this kind result in an estimate of total enrolment with
a breakdown as to grades.

As can be seen, forecasts for primary education require only a few
technical co-efficients. This, however, is not surprising in a country
with compulsory primary education.

(1) For the first grade, number of pupils as a percentage of the number
admitted in the same year.
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Graph II

INCREASE BETWEEN 1949 AND 1957 OF FiRST Ei4TRANTS TO GRAMMAR SCHOOLS
AS A PERCENTAGE OF 12 YEAR OLD AND ENTRANCE PERCENTAGE IN 1949
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B. Grammar school education

General

Special attention has been given to forecasting grammar school

education. Some obvious reasons account for this general interest.

The expected further increase in grammar school participation will in
the future tend to decrease participation in junior vocational education

and the non-pre-academic secondary schools. Further, the expansion of

grammar school education governs that of the universities. More will be

said in the following section about some analytic factors which have
(had) a bearing on the forecasts.

Inflow

Levelling out of regional differences in grammar school

enrolment ratios

For statistical purposes the Netherlands has been divided into

some 100 regions each covering either one big municipality (towns) or

a number of small municipalities. Graph II shows, for these regions,

the increase between 1949 and 1957 in the number of entrants into the

first grade of grammar school as a percentage of 12-year-olds in rela-

tion to the 1949 percentages. The lines in the graph are best fitted to

the dots representing regions. The graph shows that there is a strong

levelling out of regional differences in grammar school enrolment ratios

as increase have been highest in those regions where enrolment ratios

in 1949 were lowest. The graphs show that the increase was very low or
non-existent in regions where the enrolment ratio was about 20 in 1949.

They suggest that the upper limitfor the enrolment ratio is about 24
per cent.

Rural and urban regions

The regions can be divided *nto various categories. Those generally

used are rural, urbanised rural, small towns, large towns and dormitory
areas.

Table 9 shows the number of entrants into the firs gr de of grammar

schools as a percentage cf 12-year-olds.
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Table 9

Lumber of entrants to grammar schools as a

percentage of 12-year-olds, by category of region

Liors Girls

1949 1952 17 1949 1952 1957

Rural 4.1 5.7 9.3 2.1 3.5 5.4

Urbanised rural . . 5.7 8.1 12.0 2.8 3.9 6.8

rnall towns . . . 13.9 14.7 19.1 8.4 10.9 15.4

Large towns . . . . 17.0 19.0 23.3 12.2 14.0 17.7

Dormitory 17.2 25.0 25.5 11.6 17.h 20.6

The table leads to the interesting conclusion that less highly

urbanised regions have over a period of time attained the enrolment

ratios which more highly urbanised areas had already registered.

Further regional analysis

The regional differences in grammar school enrolment ratios are

correlated with a number of social factors, as shown in the following

table.

It can be seen that the grammar school enrolment ratio is closely

correlated with occupation, income, urbanisation, distance to school

and intelligence. In order to give due weight to differences in labour

force composition between the various regions and at the same time to

reduce the number of variables involved, an index for this composition

was calculated for all regions. The highest correlation found was bet-

ween this labour force composition index and the grammar school enrol-

ment ratio (R = 0.89). The following table shows the results of the

second stage of the regression analysis, in which .1ifferent combinations

of social factors were used to "explain" the regional differences in

the gram7-a school enrolment ratio.
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Table 10

Correlation between grammar school enrolment ratios

and various social factors, for 90 regions

Correlation
coefficient

Boys Girls

Number of males in professional and
managerial occupations as a
percentage of male labour force (PM) 0.85 0.86

Income per capita (Ic) 0.79 0.82
Percentage of population in
rural districts (Ru) -0.75 -0.79

Distance to nearest grammar school (Di) -0.74 -0.76
Percentage of population in towns
over 20,000 inhabitants (To) 0.72 0.74

Percentage of army recruits in high
intelligence categories (IQ) 0.71 0.76

Percentage of farmers in male labour
force (Fa) -0.69 -0.73

Percentage of taxpayers with an
income of 6,000 guilders or more (Tax) o.66 0.63

Number of secondary modern schools
as a percentage of the number of
grammar schools (Sec) -0.63 -0.60

Percentage of non-Church-attending
population (Un) 0.48 0.49

Percentage of agricultural workers
in male labour force (AW) -0.42 -0.39

Percentage of Dutch Reformed in
total population (DR) -0.28 -0.25

Percentage of Reformed in total
population (Re) -0.23 -0.18

Percentage of manual workers in
male labour force (MW) 0.02 0.04

Percentage of Catholics in total
population (Ca) 0.01 -0.05
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Table 11

Correlation between male grammar school enrolment

ratio and various social factors for 90 regions

G(a)
LFC
(b) Sec Di IQ Tax To Ru DR Const. R(c)

G = 9.0 -12.5 0.89
(5)

G = 7.9 -0.56 -6.1 0.91
(7) (23)

G = 7.0 -0.61 +0.22 -6.2 0.91
(10) (21) (59)

G = 7.4 -0.47 -1.42 -4.2 0.91
(9) (33) (90)

G = 7.8 -o.46 -1.60 -0.04 -4.3 0.91
(11) (35) (81) (144)

G = 5.5 -0.36 -4.35 -0.07 +0.47 -8.9 0.92
(2o) (42) (35) (76) (32)

G = 5.0 -0.39 -3.81 0.43 -1.0 0.92
(21) (38) (38) (34)

G = 7.5 -0.45 -3.21 -0.02 -2.5 0.91
(9) (35) (91) (146)

G = 7.8 -o.46 -3.25 -5.9 0.91
(9) (34) (62) lac 63

G = 7.8 -0.43 -0.37 -0.12 -5.1 0.92
(8) (35) (350) (36)

(a) Grammar school enrolment ratio; number of entrants into grammar
schools as a percentage of 12-year-olds.

(b) Labour force composition index.

(c) Adjusted for degrees of freedom.

The correlation is seen to improve when one takes into account

not only the labour force composition but also the number of secondary

modern schools as a percentage of the number of grammar schools. The

improvement in the correlation when this factor is included indicates

that there is cIme competition between the two types of education.

The table also shows that introduction of a third or a fourth fac-

tor does not produce a significant improvement* in the corr lation co-

efficient. This result can a o formulated somewhat differently.
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If due regard is given to the factors labour force composition and
number of secondary modern schools as a percentage of grammar schools,
no influence can be found for such factors as distance, intelligence,
income, urbanisation, etc. Of the two factors, labour force composition
index and number of secondary modern schools as a percentage of the
number of grammar schools, the first is by far the more important.
I.-.. can be said, therefore, that regional differences in grammar school
enrolment ratios are a reflection solely of the differences in labour
force composition.

Composition of grammar school population in relation to social
classes

The sharp increase in the grammar school enrolment ratio (see
Table 9) has been accompanied by very small changes in the social -class
distribution of first entrants, as defined according to their fathers'
occupations: (Refer to Table 12 below).

Table 12

First entrants to grammar schools

by social classes

Percentage

Social Class
Male Female

1942 1949 1960 1942 1949 1960

Higher(1) 24 25 24 35 35 30
Middle(2) 51 52 51 46 49 52
Lower(3) 23 21 23 17 14 16
Unknown 2 2 2 2 2 2

Total 100 100 100 100 100 100

(1) Professional and managerial occupations, army officers, owners of
big firms, higher ranks in civil service, professors, etc.

(2) Employers and managers of small and medium-sized firms, primary
school teachers, warrant officers, middle-rank office employees,
etc.

(3) Skilled and unskilled industrial workers, lower-rank clerks, etc.
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The social composition of female entrants has come to resemble

that of male entrants more closely. This may be due to the fact that

their enrolment ratio increasingly approaches that of males.

The following Table 13 shows enrolment ratios by social class.

Table 13

First entrants to grammar schools as a percentage

of 12-year-olds for each social class

Social Class
Male Female

1942 1949 1960 1942 1949 1960

Higher 45 50 67 36 45 63

Middle 14 15 23 7 9 19

Lower It It 7 2 2 It

Total 10 11 17 6 7 13

Table 14 shows that the increase in enrolment ratios varies only

slightly among the three social classes.

Some occupational groups have high enrolment ratios.

Female enrolment ratios are lower than the male, but the difference

is smaller when male enrolment is higher.

Forecasts

Several forecasting models have been lised but none of them are now

regarded as satisfactory.

The first model was based on trend extrapolation. A second was

based on trend extrapolation and a maximum level set for grammar school

participation ratios. This level was found by extrapolating the enrol-

ment ratios for the three main types of secondary education following

directly on primary school. It was assumed that in the same year in
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Table 14

First entrants(1) to grammar schools
in 1960 as a percentage of the figure for 1949

Social Class Male Female

Higher 135 142
Middle 160 207
Lower 150 190

Total 157 175

(1) As a percentage of 12-year-olds.

Table 15

First entrants to grammar schools as a

percentage of 12-year-olds, in relation to sex
and to occupational group of father, 1957

Male Female
Female as
percentage
of male

Professions 85 80 94

Office employees: higher 85 79 93
middle 68 56 82
lower 20 12 60

Teachers 59 52 88

Owners of firms: with labour force . . . 23 20 87

without labour force . 9 5 56

Farmers: w4th hired hands 15 10 67
without hired hands 4 2 50

Non-agricultural labourers 5 2 40

Agricultural labourers 4 1 25
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which the sum of these extrapolated ratios became equal to 100 per cent

of the 12-year-olds (minus some deduction), the maximum ratio for grammar

school education would be reached. This model gives rather satisfactory

results only up to 1960. Moreover, it is now considered that the theory

underlying this model is out-of-date. Regional analyses suggest that an

increase in the grammar school enrolment ratio can be expected as a con-

sequence of a changing labour force composition (more office employees

and fewer industrial workers and farmers).

Another model started with three basic elements:

(a) The trend towards a levelling-out of regional differences

(Graph II);

(b) A maximum level for the grammar school enrolment ratios (see

Graph II);

(c) Diminishing differences in enrolment ratios between rural and

urban areas (see Table 9).

The line of reasoning was roughly as follows. As a consequence of

the levelling out of social and economic differences, regional differ-

ences in grammar school enrolment ratios within urbanisation categories

will level out and those between urbanisation categories will diminish.

Therefore it was assumed that rural areas in 1974 (end of the forecasting

period) would have the same enrolment ratios as the average previously

attained in urbanised rural areas; the ratios in the latter would reach

the average already attained in the small towns; the ratios in small

towns would equal those having previously prevailed in large towns and

in the large towns and dormitory areas the maximum level would be reached

(24 per cent).

This model, too, is no longer used. The fact that grammar school

enrolment is to a large extent determined by labour force composition

clearly refutes the theory of maximum levels. It is also difficult to

defend a maximum level on the basis of a possible exhaustion of intel-

ligence reserves, since new research into this matter has shown that the

best measurements indicate increasing intelligence reserves and there-

fore, the possibility of higher levels of participation in education.

It will be clear that new long-term forecasts will have to be made

which incorporate the experience acquired with the older models and the

new research findings on the factors determining inflow into grammar

schools. In so far as one can see at present, the basic elements of this

model will be:
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(a) The future occupational distribution of the labour force and
the number of children within each occupational group;

(b) The enrolment ratio within each group.

Additional research will be needed to ascertain what factors
determine enrolment ratios for each occupational group. In addition to
such factor's as income and other trends, the intelligence distribution
of the children in the various occupational groups should be taken into
account. Analysis of this sort could be restricted to male enrolment as
there is a definite relationship between male and female enrolment ratios
in the various occupational.groups (see Table 15).

Total enrolment

Given the expected number of pupils newly admitted to the grammar
schools, total enrolment and the number of graduates may be calculated
with the help of the following tables.

Table 16

Grammar school enrolment by grade as

a percentage of enrolment in the next

lower grade one year earlier (males)

Grade 1958 1959 1960 I 1961 1962 1963 1958-1963

1 (a) 119 121 124 125 123 122 122
2 93 91 90 93 94 95 93
3 94 94 93 92 95 loo 95
4 90 88 89 88 90 93 90
5 79 8o 79 78 8o 79 79
6 28 28 28 28 29 28 28

Total 503 502 503 504 511 517 507

(a) As a percentage of the number admitted to the first grade.
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The proportion of graduates may be readily calculated on the basis
of the figure on enrolment broken down by grades.

As is shown above, forecasts for grammar school education depend
on two kinds of co-efficients: "Mbdel" co-efficients (e.g. the number
of pupils admitted for the first time to the first grade of grammar
schools as a percentage of 12-year-olds), and "technical" co-efficients
(grade enrolment as a percentage of enrolment in the next lower grade
one year earlier, number of certificated leavers as a percentage of final
grade enrolment, etc.). The biggest problem in forecasting the number
of pupils in non-compulsory types of education is the proper computation
of model co-efficients.

C. University Education

Inflow

The number of freshmen has grown considerably, both in numbers and
as a percentage of 18-year-olds.

Table 18

Number of university freshmen, 1900-1961

Number As a percentag e of
18-year-old

Male Female Total Male Female Total

1900 703 28 731 1.5 0.8
1910 970 129 1,099 1.8 0.3 1.0
1920 1,645 277 1,922 2.5 0.5 1.6
1930 1,970 498 2,468 2.7 0.7 1.7
1940 3,501 44o 3,941 4.2 0.5 2.4
1950 3,715 726 4,441 4.3 0.9 2.7
1960 5,860 1,341 7,201 6.4 1.5 4.o
1961 6,55o 1,320 7,87o 6.8 1.4 4.1
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Male students constitute about 7 per cent of the total number of

18-year-old males. Female participation in university education is only

about 1/4 of male participation. The majority of freshmen are graduates

of day grammar schools.

Table 19

Number of freshmen with grammar school certificates

as a percentage of the total number of freshmen

1930 81.0

1936 81.4

1950 81.7

1960 85.4

Notwithstanding the increased openings for university education

created for graduates of engineering schools, teachers' training insti-

tutes and higher agricultural schools, etc. (higher vocational educa-

tion), their relative strength has declined as a proportion of the total

number of freshmen. No further major changes are expected. The following

will therefore be restricted to freshmen who have graduated from grammar

schools.

Transfer from grammar school to university education

Over the years many measures have been taken with a view to increas-

ing the transfer from grammar schools to university education. Since

1900, four universities have been added to the seven already existing,

producing inter alia, a more even distribution of universities through-

out the country. At the same time, existing faculties have admitted

certain categories of grammar school graduates not previously admitted.

And the percentage of students studying on state scholarships has in-

creased from about 1 per cent in 1900 to 30 per cent at present.

The transfer percentage, however, has remained constant over time.
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Table 20

Number of university freshmen as a percentage

of grammar school certificated leavers

Male Female

1910 . . .

1920

1930

1950

1960

57

56

50

47

58

20

24

28

19

22

Regional analysis, too, shows that the transfer rate of grammar
school certificated leavers to the universities can be regarded as
constant. There are wide regional differencesn the percentages of
freshmen as a percentage of 18-year-olds, but there is a very definite
relation between the number of freshmen as a percentage of 18-year-olds
and the number of certificated grammar school leavers as a percentage
of 18-year-olds (see Graph III).

Several models have been used to forecast the inflow into univer-
sity education. It is now believed that the model which starts with an
estimate of the future number of grammar school graduates and then as-
sumes a constant percentage of transfer to the universities should be
regarded as the best possible. This is, in principle, a simple model.
It goes without saying that the more detailed the forecast has to be
(e.g. with breakdowns as to universities and faculties) the greater the
number of difficulties and uncertainties encountered.

Total enrolment

For some years statistics have been compiled showing the year in
which students were enrolled in universities for the first time. This
makes it possible to relate the number of students who stayed x years
in universities to the corresponding number of freshmen x years earlier.
The following table can thus be drawn up.
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Graph III

NUMBER OF UNIVERSITY FRESHMEN

AND NUMBER OF GRAMMAR SCHOOL GRADUATES

AS A PERCENTAGE OF THE 18YEAROLD POPULATION
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Table 21

Number of male students broken down by number

of 'ears since-first entrance to universities

as a ercenta e of the corres ondi number of

freshmen, for each type of faculty

Number of years since first entrance

1 2 I
7 4 5 6 7 8 9 to

Theology

Law

Social sciences

Medicine

Dentistry

Natural sciences .

Psychology

Languages

Economics

Veterinary
medicine

Technology

Agriculture . . .

100

100

100

100

100

100

100

100

100

100

100

100

85

97

86

92

90

88

96

86

83

75

92

90

77

93

109

92

90

81

105

82

72

85
83

87

79

89

103

86

87

83

112

75

77

100

82

67

72

87

76

92

79

78

101

7o

75

100
74

67

6o 43 33 22 15 12

58 38 25 18 13 lo

79 56 25 16 24 18

76 76 7o 49 30 17
81 6o 56 3o 21 11

74 63 55 40 3o 25

71 72 53 38 35

65 53 45 38 21 21

64 54 43 26 18 17

76 66 27 9 15 11

65 49 36 18 13 8

6o 41 27 11 16 5

Total 100 89 84 83 79 68 56 44 28 20 14

Percentages are sometime* over 100, and sometimes a percentage in
a given year is higher than a preceding one. This is because there is
an additional influx from other faculties. The percentages show consid:
erable drop-out. The university course takes 5-7 years officially (the
average student takes about 7-9 years to finish his studies), but after
five years only about 68 per cent of the freshmen enrolled five years
earlier are still at the university.

Although serious efforts have been made to increase the efficiency
of university education, no major changes have occurred in these per-
centages, and they are used therefore to estimate total enrolment on
the basis of forecasts of the number of freshmen. The number of gradue.tes
is shown in the following table.
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Table 22

Number of graduates as a percentage

of the number of freshmen, by number

of years since first enrolment

Number of years since first enrolment
Total

213 4 5 6 7 8 9 10 11 12

Theology . . . 19 36 15 7 3 1 2 83
Law 1 5 12 20 12 5 3 3 1 1 63

Social sciences 2 7 4 7 2 2 1 1 1 27

Medicine . . . 1 19 20 13 8 2 2 65

Dentistry . . . 8 21 18 8 5 c- 62

Natural sciences 1 4 13 15 10 5 4 2 3 57
Psychology . . . 5 9 7 7 7 2 1 38

Languages . . 1 3 6 13 8 7 4 2 2 1 47
Economics . . . 2 9 14 lo 6 3 3 1 1 49

Veterinary
medicine . . . 27 18 12 5 2 1 65

Technology . . . 3 9 15 13 7 4 3 2 1 57
Agriculture . 1 8 16 12 7 5 2 1 52

The efforts made to increase the efficiency of university educa-

tion do not show up in the percentages computed thus far; the latter

are therefore still used to calculate the number of graduates on the

basis of the predicted inflow.

D. Summary

The following table gives past and projected enrolment figures for

all types of education.
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Table 23

Total enrolment by type of education

1950-1975 (x 1000)

195o 1960 1965 1970 1975

Pre-primary education 340 400 460 520 660
Primary education
Continued primary education}' '

1
'
240 1,460 1,440 1,500 1,620

Special primary education . . . . 35 55 65 85 95
Secondary modern education . . . 130 265 280 280 280
Grammar school education . . . 85 170 210 240 280
Junior technical and

Vocational education 110 220 235 240 245
University education 30 40 65 80 110
"ther 45 100 210 230 260

Total 2,015 2,710 2,965 3,175 3,55o

Between 1950 and 1960 the number of pupils increased considerably;
in the period following 1960 only a moderate increase is expected. The

latter is the result of more or less stable numbers in the school-age

population and the fact that the total enrolment ratio in secondary
education cannot increase any further, as the 100 per cent level has

been reached. Considerable growth, however, is foreseen in university

education as a consequence of the increased grammar school enrolment
ratio in the period before 1960.

E. Actual enrolment and forecasts

The forecasts for current years are regularly confronted with

actual enrolment and, if necessary, forecasts for subsequent years are
revised. By this process of continuous checking, the discrepancies be-
tween actual enrolment and the latest forecasts are in fact small. Much

more interesting is the fact that later forecasts are always higher,

and the higher the type of education the greater the disparity between
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earlier and later forecasts tends to be. Concerning forecasts about

university education, the following table can be drawn up.

Table 24

Actual and predicted University Enrolment,

1950, 1955, 1958, 1963 and 1970

Year in which
forecast was ma'ie

Actual enrolment
in base year

Predicted enrolment
in 1970

1950 29,000 50,000

1955 29,000 56,000

1958 35,000 65,000

1963 52,000 80,000

The first two forecasts clearly underestimated the number of uni-

versity students in 1970. They were, however, as important in planning

university education as the more recent ones which are more accurate.

Published in a period in wnich the number of students remained stable,

they mentally prepared the persons and organisations concerned for a

period of rapid growth in student population, requiring great efforts

in construction, staff recruitment and financing.

3. Expected influence of the new educational structure

As is mentioned in Section 1, apart from the natural development,

on which the forecasts in Section 2 are based, an important influence

may be expected from the new educational structure due both to the Post-

Primary Law and the lengthening of compulsory education.

To begin with the latter, it should be noted at the outset that a

lengthening of compulsory education itself calls for structural changes.

This will be clear from the fact, which emerged from an analysis, that

extension of obligatory schooling largely affects children who leave
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primary or secondary school with poorer scholastic records. In the plan
made for lengthening of compulsory education, emphasis is therefore
also given to two other measures:

(a) A reduction in size of class in primary school in order to
improve the possibilities for more individual contact with the
pupils;

(b) An expansion of the individual strva.:, within vocational edu-
cation. (1)

The future will show is these two measures are sufficient for
attaining the target set - namely, to provide an education adapted to
the capacities of the children concerned. Meanwhile a first step towards
lengthening the duration of schooling has been taken by extending to
boys a regulation already in force for girls which prohibits 14-year-
olds from working unless they attend school at least one day a week tr
special institutions.

A second step will be a lengthening of compulsory education by one
year. In general this 9th year will have to be taken in an institution
for full-time education, but those children whose capacities are not
considered adapted to existing types of schooling may complete their
compulsory education in a part-time institution after having reached the
age of 14.

It may be expected that as a result of these measures the percent-
age of pupils who transfer to full-time secondary education - now about
90 per cent - will rise still further. How fast and to what extent will
be determined by the rapidity with which structural changes especially
in primary and vocational education are effected. A rapid increase of
part-time education however will be a direct result of these regulations.
In addition, some influence may be expected on transfer from one type
of secondary education to another. For instance, more children enrolled
in non-academic secondary schools whose capacities do not suit this type
of education will tr, sier to vocational education than is now the case.
The same will be true of individual vocational education in relation to
normal vocational education. These regulations may also be expected to
have an influence on input-output rates.

(1) See chapter VI, Section E (c).
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Of particular importance to input-output rates are the structural

changes that will take place in the near future as a result of the Post-

Primary Law.

In this connection, special mention should be made of the so-called

L.E.A.O. (introductory education in economics and administratiOn) and

H.A.V.O. (higher general secondary educatio-).

It can be estimated that the new types of education mentioned above

will affect a considerable number of pupils. Thus - at least in the long

run and apart from further developments such as those resulting from

transfer from primary to secondary schools - L.E.A.O. may affect about

17 per cent of a school generation and H.A.V.O. about 6 per cent if the

current drop-out rate alone is considered, but about 10 per cent if one

takes into account other structural changes in this type of education

as well as an inflow of students having a non-academic diploma into Lhe

fourth grade of the five-year H.A.V.O. programme (1).

In addition to the above-mentioned structural changes some other

characteristics of the Post-Primary Law relevant to future student flows

should be noted. Among them are:

(a) The establishment of a transitional class in all types of sec-

ondary education, thus facilitating selection;

(b) The statutory provision of a system of schools which link up

with each other more efficiently, both horizontally and verti-

cally.

The new education system, in so far as it is reshaped by the above-

mentioned types of schooling, will not only influence student flows in

secondary education but will also have an effect on transfer to higher

vocational education. An influence on the student flows from secondary

academic to university education may be expected simply as the result

of better selection and guidance possibilities built into the new struc-

ture. The effect of the transitional class mentioned above on advancement

(1) The pre-academic education mentioned in Diagram II is not only pre-
university education. It consists of gymnasium, H.B.S., M.M.S. and
H.D.S. (see Appendix), the latter two conferring no university entry
rights. And the H.B.S., particularly the H.B.S.-A grants this right
only in a re3tricted way. The H.B.S., therefore, will be replaced
by a type to be called Atheneum which, like the new gymnasium, permits
entrance to all university faculties. The M.M.S. and the H.D.S. will
be replaced by H.A.V.O.
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from primary to secondary education is worth noting. It comprises an

orientation year for the primary school pupil by introducing him to
different types of secondary education. Subsequently, the pupil will

be advised with respect to his capacities and the school career he should
follow. As for selection and guidance during the remainder of the child's

school career, the improved possibilities of transition will undoubtedly
constitute ;1 factor of major importance, particularly by facilitating
horizontal movement - transfer from one type of education to another -

through the establishment of a better-balanced curriculum throughout
the system. .

Another aspect of the Post-Primary Law mentioned under (b) which
is also important in this respect is that it paves the way for establish-

ment of comprehensive schools (different types, under one roof or not,
but still coming under one governing body). Also, the planning procedure
concerning establishment of schools described in Chapter XI will, by

creating a better balanced system of educational facilities, make for
improved selection and guidance. Last but not least, it should be noted
that in academic secondary education a start is being made on guidance
by professional counsellors.

The impact which, in the long term, all this will have on the student
flows is at present difficult to foresee especially with regard to higher
vocational and university education. Also, the figures given above con-

cerning secondary education are thus far somewhat theoretical. A statis-
tical model therefore is ready to be drawn up dealing with all educa-

tional types at one time and based both on forecasts made on develop-
ments under the present system and on some hypotheses derived from the
targets set by the Post-Primary Law. It will not only be a forecasting

instrument but will also serve to identify, as early as possible, devia-

tions - whether general or regional in scope - from the goals established

by the Post-Primary Law. It is too early at present to give a full des-
cription of this model. A major characteristic is that it provides in-

formation which is sufficient for immediate practical purposes, whilst

it also comprises a base for refined statistical analysis at the regional
level and for other investigations which will give the information needed
at later stages.

I. - 8,2-
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Chapter VI

EFFICIENCY

1. Introduction

The projected output of the Dutch educational system - which has
been dealt with in the preceding chapter - must be seen as a function
of the system's total efficiency. The purpose of this chapter is to

give to efficiency the attention it deserves as one of the most impor-

tant considerations in educational planning. Without independent think-
inp on this topic it is not possible to bring about an integrated

approach to planning. One of the most important aspects of educational
planning is a-continuing evaluation of the level of effeciendy. It is
not enough to create instruments which are thought valuable fOr attain-
ing the goals of society and are relevant to education or - within this
framework - are considered appropriate for achieving educational goals.
To attain these goals, it is necessary to introduce systematically

measures which promise to increase the efficiency of the educational
system.

2. Aspects of efficiency

With respect to the educational system two aspects of efficiency

can be distinguished: external and internal efficiency.

External efficiency designates efficiency of the educational sys-
tem with a view to reaching the goals of society which are relevant to

education. In other words, how does the educational system prepare the
people along the lines required by society? To what extent, in what
numbers an in what qualities do the people receive such preparation.
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It should be observed that any measurement of this efficiency must

be expressed in terms of people, in terms of numbers and characteristics

of people.

Internal efficiency has to do with the formal institution of

education. It is concerned with the optimal use of the resources avail-

able to the educational system. These include human resources (the

teachers), capital resources (buildings), intellectual resources, e.g.

the curriculum and past experience, and, lastly, the organisation of

the schools. Another type of resources may be described as marginal:

health services, guidance, etc.

All these resources involve costs; hence, the need to finance edu-

cation and to express plans for the organisation of educational resources

in financial terms.

In a sense, one can say that the "internal" aspect is concerned

with educational institutions and the "external" with the world outside

the educational institutions.

The link between internal and external efficiency as here defined

is the fact that one of the inputs into educational institutions com-

prises the students themselves. The internal efficiency of educational

institutions may be expressed as the ratio of the input of students to

the output of students. It is to oe noted that this is a narrowe,, ex-

pression of the idea of efficiency. External efficiency is concerned

with the total population appropriate to a given level of education. The

total efficiency of the educational system involves the educational

achievement of this total population, whether all of it is brought within

the educational institutions or part of it is excluded from these insti-

tutions. Thus, student drop-out is an indication of the internal effi-

ciency of the school system.

Nevertheless, thia drop-out level is a factor in the educational

achievement of tLdtal population. The number of students excluded from

entry to a given level of education is silarly relevant to the total

efficiency of the school system. In this sense this differs from the

narrower concept of the efficiency of educational institutions.

3. External efficiency

As pointed out in section 2 above, external efficiency is concerned

with the attainment of the goals of society which are relevant to educa-

tion. In other words, by external efficiency is meant the extent to which
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the goals described in Chapter II are achieved. If these goals are con-
sidered one by one, the following factors of external efficiency (among
others) can be named.

Goal 1: To develop positive moral and civic values and cultural attitudes

among all the people, etc. The extent to which the educational

system furthers the attainment of this objective can be measured,

e.g. by the social-cultural participation of the population.
What are the participation levels of the population as a whole
with respect to concerts, plays, films, ballet, literature,
art exhibitions, etc.?

It'is not possible to provide adequate information about this
at the present time. It is necessary to devote more attention

to this than has been done thus far in most countries.

Goal 2: To maintain the freedom of religious, social and other groups
to pursue and intensify their own development. Whilst in Goal 1
the participation of the population as a whole is involved, this

goal takes into account the disparity of participation of social

groups. This disparity can result from the fact that some groups
aspire to other levels of participation for special cultural
aspects or from the fact that the educational system does not
sufficiently promote the education of children of these specific
groups. The structure of Dutch education must be broad and flex-
ible enough to satisfy the desires of social groups which want to
lay stress upon special moral, civic or cultural aspects.

Goal 3: To provide adequate education for all individuals and groups up

to the highest level which they demand. This can simply be stated

as the obligation for the government to provide enough schools,

teachers, equipment, etc. to supply the demand for education

now and in future. In reality it means careful forecasting of

the number of pupils of all types of schools, the numbe'r of

schools, the proper geographical distribution of schools and so

on. Disparity in participation caused by a shortage of schools

in given geographical regions has to be measured regularly.

Goal 4: To provide society and its economy with the resources of trained
manpower required for optimum functioning. The availability of
all the necessary information about the need of trained manpower
at the various levels and according to types of specialised
knowledge is not a responsibility of the Ministry of Education,
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but rather that of Economic Affairs and of Social Affairs. But

the educational system has to supply the number of trained

people that are demanded. Shortage in supply can be seen as a

symptom of less than full efficiency.

Goal 5: To develop a large and increasing capacity in people to adjust

themselves to the career and work changes demanded by modern

technology. Adaptabil-,y and elasticity in thinking must be

promoted through special educational approaches, which up to

now have been insufficiently used. The level of adaptability

in the economically active population is to be seen as a matter

of efficiency.

Goal 6: To promote the free development of science, etc., is the final

goal and is of a more or less specific character. University

education must te of sufficient scope and magnitude (in number

of students, in curriculum and finance) to ensure an adequate

turnout of scientists. The level at which the formation of new

scientists is achieved is to be seen as a factor of efficiency.

The foregoing presents a very sketchy description of the factors

of external efficiency, based on a consideration of the goals of society

which are relevant to education. It will be clear that by further anal-

ysis of these goals and their meaning for education more factors should

be defined. The description above car only have an illustrative value.

4. Internal efficiency

As was stated in section 2 of this chapter, internal efficiency is

concerned with the optimal use of the resources available to educational

institutions. These resources were devided into human resources, capi-

tal resources, intellectual resources, organisational resources and

finally marginal resources. All these resources involve costs and must

therefore also be expressed in financial terms. The difference between

external and internal efficiency is that the latter is concerned with

problems "inside" the educational system, while external efficiency

is a matter of the results obtained by education with reference to the

goals set by society.
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A. Factors affecting internal efficiency

AiAcn3 the factors affecting internal efficiency the,, following can
be mentioned:

(a) Teachers. How are the teachers used in the educational system?
One can Lhink, for example, of the disparities in the pupil-
teacher ratio. Are the training of teachert and provision for
keeping their skills and knowledge up to date (in-service

training) adequate? Is their capacity maximally used (certi-
fication in the schools as related to their actual qualifica-
tions to teach)?

(0) Curriculum. Under this heading come such problems as: What
subjects are given, how many lessons in each subject are given
weekly? Are the subjects given integrated into a unified whole?.
What is the optimum duration of courses tithe different types of
schools?

(c) Equipment and facilities in support of the teaching process.
What educational materials are used (e.g. modern audio-visual
aids) to ensure optimum results? Are buildings of adequate
size available in sufficient numbers? Is school construction
adapted to the needs of the teaching process?

(d) "Marginal" and supporting services. Are the student health,
psychological and social services given to the pupils organised
and equipped well enough to increase optimally their school
performance. Scholarship and other support to students, such
as student housing, counselling and guidance also come under
this heading. In section C below, some special attention is
devoted to some aspects of guidance.

(e) Organisation. Is the educational system differentiated enough
with reference to the need of society for differentiated skills
as well as to the variation in capacities of the pupils? Is
there enough linkage between the several existing types of
education?

(f) Costs. What is the amount of money Dutch society has to spend
on education in the future? What are most efficient systems
of financing the educational system? In the Netherlands the
principle of equal financing of governmental and non- govern-
mental education has given rise to special regulations about
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subsidisint;. Attention is given below to some problems arising

from the subsidising system.

(g) .1tructurc of relationship between the different types of educa-

tion. Are all types of schools connected in an optimal struc-

ture, so that wrung choice of school can be changed without

great difficulties and without loss of much time?

(h) Attitudes and tradition. Are the attitudes of teachers and

other educationalists still based too mcuh on traditions which

are no longer relevant in the contemporary situation, or have

they an open mind with respect to the :odern aspects of educa-

tion? Cur instance, the general attitude regarding pupils is

lar.;c1:; rooted in the past position of higher social classes.

This can create difficulties in the approach to pupils of lower

social stall;:;, who are continually increasing in number.

(I) Teaching methods. What arc the best methods that can be used?

Are the methods used appropriate to the types of pupils for

whom they are used?

(J) Research innovation. Is enough research carried out to put

education on the highest level that is possible in a given

time?

B. Xej resource inputs requirirw carticular information

The above factors will be seen to fit very differently into any

systematic description of the actual workings of the educational process.

In particular, varying degrees of difficulty are encountered in judging

the effect of these different factors on the educational process and in

gathering data relevant to them.

Some of these factors are open to experimental investigation,

others can be the subject of judgment on the basis of the regular uol-

leccion of data. For the particular circumstances of the Dutch educa-

tional system, it is possible to focus attention on key resource inputs,

which bear particularly on the efficiency of the operation of that

system. On this basis, by way of illustration, it is possible to give

enlarged attention in this paper to:

Guidance

Finance

Innovation
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C. Guidance

Guidance represerts a key input into the Dutch educational system
in two different ways.

First, the results of a good and effective guidance programme would
serve the need for both internal and external efficiency as defined in
this paper and in fact illustrate the relationship between these

kinds of efficiency as here considered. In so far as guidance resulted

in improved student performance it would contribute to internal effi-
31enc:/. In so far as guidance programmes relate the students' school

careers to the economic and social needs for particular kinds of train-
ed manpower, :;11(."1 Ines woul.1 serve external to the
system by hclpin nee,: manpoirr requiremenus.

The second way in which guidance programes represent a ke:, inpuL, into

Dutch education is in their contribution to a practical attainment of

two basic social and economic objectives which underly Dutch education.
These two objective, are:

(a) The objective of allowing the people freedom to pursue courses

of stud: based on individual choice;

(b) The objective of meeting particular economic manpower needs.

It is obvious that the educational system can only fulfil these

two goals simultaneously in so far as individuals tend to choose their

programme of studies voluntarily on the basis of knowledge of economic and

social opportunities, which would be provided by a fully developed
guidance programme.

The operation of guidance programmes may be more specifically

considered in terms of their role in promoting the efficiency of the

educational system. Usually guidance is considered as being of two types;
i.e. educational guidance and vocational guidance. Educational guidance
is usually understood to mean the services provided by school counsel-
lors and members of the teaching staff, who follow the development of
the pupils and help them solve their personal problems. Vocational
guidance consists of providing information on work careers and is play-

ing an increasingly important role both within and outside the school.
In the Netherlands, educational guidance is part of the educational

system itself, while vocational guidance is carried out by Labour Offices,
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by guidance institutes established by municipalities and denominati-a1

organisations, and by private institutes.

In view of the three-fold division of the Dutch educational system,

a national approach to educational guidance is not easy to achieve. It

is even difficult to obtain an overall view of the total field of acti-

vities.

The new Post-Primary Education Act opens up possibilities for a

strong development of educational guidance. At the same time, a need

is increasingly being felt (and being expressed in Parliament) to set

up a legally regulated system of what is called "marginal" service

institutes. Marginal services, as defined here, do not concern the

educational process as such, but comprise such activities as medical,

dental,psychological and social assistance and other similar services.

Vocational guidance might also be provided in such institutes.

Some institutes of this type are already in existence, though no

legal framework yet exists.

The development of guidance in the Netherlands may be expected to

make new progress in the next few years. In addition, a large-scale

experiment will probably be launched in a few months time dealing with

all the problems of the transition of pupils from primary to secondary

schooling. This experiment, to last five years, will be concerned with

problems of selection, testing, guidance and observation; the subject

pupils will have been followed from the fifth grade of primary school

to the end of the second grade of secondary school.

D. Finance

The finance input is the key to controlling the real inputs into

the educational system. Therefore the basis upon which decisions are

made on the level of financing for various parts of the system must be

sufficiently rational to result in a deployment of real resources which

reflects the objectives they are to serve.

In the Netherlands there has existed for more than 40 years the

principle of equal financing of governmental (State and municipality)

and non-governmental (denominational and non-denominational) schools.

It will be clear that this principle is, in practice, the cause of many

problems. Some of them will be dealt with here.

The conditions for State financing of non-governmental schools

are the same as the regulations which are in force for governmental
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schools. However, for governmental schools they are of the nature of

binding regulations, whilst for non-governmental schools they are to

be regarded as the terms on which a grant is made. They consist of

requirements concerning teachers' qualifications and the curriculum

and regulations for State inspection.

Tn implementing the principle of equal financing, not only do the

different regulations for different types of schools mentioned in

Chapter III vary according to the nature of the type of school concern-
ed, but variation is also often due to a development in technical ap-
proach. Thus, for instance, in primary education, where the oldes.

regulations in this respect exist, subsidies of operational costs for

non-governmental schools are simply based on the average costs per

pupil in governmental schools in the municipality concerned, thus neg-

lecting the fact that this sort of cost is only partly correlated with

the number of pupils per school. As the result of a development in

statistical analysis, however, more recent regulations take this fact

into account, while other factors which influence costs are also, as
far as possible, taken into consideration.

The difference between the older and more recent regulations with

respect to the "fit" of school costs, according to school size, to

government grants to schools, is illustrated :t.n diagram V below.

Diagram V

OPERATIONAL COSTS PER SCHOOL

IN RELATION TO SCHOOL SIZE
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In this diagram X = the average school size and Y = the average

operational costs, in both cases for governmental schools.

Curve number 1 represents the cost function as far as it is due

to school size derived from the real costs of the governmental schools

concerned which lie within the area represented by the ellipse.

Curve number 2 represents the amount of the grant given to non-

governmertal schools if regulations are based on the average cost per

pupil.

As can be seen from this diagram the amount is systematically too

low for small schools and too high for large schools. Also, the total

amount given to non-governmental schools is too high if the average size

of such schools is higher than that of governmental schools and is too

low in the reverse situation.

The ellipse in the diagram shows that it is important to take into

account factors other than school size as measured by the number of

pupils. To some extent this is done in a regulation on subsidies for

secondary pre-academic schools in which a fixed amount independent of

school size and amounts depending both on the number of pupils and of

classes are included as factors. Still, for individual schools real

costs sometimes deviate to a considerable extent in both directions

from the standardised amount. Thus far, however, mainly because of lack

of sufficient relevant data, it has not appeared possible to find a

better formula.

Of course it would be illusory to believe that regulations could

be designed which would implement the principle of equal financing in

such a way that costs of non-governmental schools exactly correspond

to those of governmental schools in a comparable situation. This, how-

ever, will be facilitated as the development of cost analysis proceeds;

at the same time, whether or not existing regulations are felt to be

satisfactory is a fact that also plays an important role.

Since school costs appear to be of a very complex character, the

degree of complexity of the type of school involved is also a factor

in determining whether or not regulations on subsidies are based on a

de, mathematical formula as described above. For very complex types of

schools - or cost structures, such as the operating costs of technical

schools - subsidies for non-governmental establishments are given on

the basis of detailed accounting by each school individually, those

costs being rejected which cannot be accepted as normal. Another reason

for such a procedure in this case is that there are relatively few

governmental schools in this sector, so that there is no basis for com-

parison.
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Apart from practical difficulties, however, there is a general

tendency towards standardisation of the amounts of grants, so that

statistical cost analysis appears, in this respect also, to be an im-

portant planning activity. However, for this purpose such analysis is

more complicated since it requires dealing as much as possible with
micro-structure instead of with macro-structure, which for other pur-
poses is generally adequate.

E. Innovation in education

A key to the re-arrangements of resource inputs into the education-
al system so as to increase its efficiency is the effective introduction
of innovation into the educational process.

As mentioned in Chapter III, innovation in education in the Nether-
lands is carried out by the pedagogical centres and as far as educational

research is concerned mostly by university pedagogical institutes. In
Chapter IX dealing with the structure of educational planning, informa-
tion is given on the organisation of the activities of these centres
and institutes.

Pedagogical research presently covers a wide range of subjects;

the most important are mentioned below:

(a) Experiments with new types of schools which will be introduced -

as a result of the new Post-Primary Law - within a few years.

Experi-'ants are being carried out with respect to:

- Athmeui (modern grammar school)

- H.A.V.O. (higher general secondary education) (non-pre-

academic)

- L.E.A.O. (lower economics and administrative education)

- (middle economics and administrative education)

The pedagogical centres choose a few schools of their own

denomination as subjects of these experiments, which deal with
the makeup of the curriculum, the teaching methods to be em-

ployed and the level of education to be attained.

(b) Experiments to improve education in existing types of schools:

- U.L.O. (modern secondary education)
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- teachers training colleges

- L.:.0. (junior technical schools).

Thee experiments are designed to test newer teaching methods.

(c) Experiments for better adaptation of education to some groups

of pupils

- I.T.O. or C-stream (less capable among L.T.O. pupils)

- A-stream (the more capable L.T.O. pupils).

The purpose of these experiments is to elaborate special program-

mes for certain groups of pupils in the elementary technical schools.

Because of the great disparities in capacity among these pupils, it

is considered necessary to create separate branches for pupils ebelow

and above- average ability. The programmes for less able pupils

tend t. stress a more practical (and less theoretical) type of edu-

cation, and those designed for the above average, a more theoretical

(and lass practical) type.

(L) Research on selection and on effectiveness of education

- Talent project (research on social factors which hinder the

optimIri selection and use of talent).

This project concerns the exploration of reserves of talented

pupils with a view to democratising the Dutch school system. Thus

far to few highly talented pupils from the lower social classes

have entered the higher educational levels.

- Motives behind choice of school

This project is aimed at elucidating parents' motives in

sending their children to given types of schools, thereby

making it possible to establish a better selection and

guidance system.

- The problems of retardation

This project has to do with the psychological reasons for

pupils' failure to advance to a higher class in grammar

schools and modern grammar schools. The results can be of

use to teachers in dealing with pupils who have learning

difficulties.
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(e) Research on study programmes

- Research on three-year L.T.O. course (junior technical

school).

This project is carried out by a pedagogical research insti-

tute and Involves, in the initial stage, experimentation on a

curriculum for the first grade of the. Plementary technical

school (orientation year).

(f) Improvements of education methods

- Arithmetic project

- Geometry project

- Research on the usefulness of language laboratories.

These projects are limited to one curriculum subject and are

designed to lead to the elaboration of improved methods and
hence improved pupil performance.

The above-mentioned research projects are to be regarded only as

examples. Numerous other projects of different types are being under-

taken. These research projects are carried out in collaboration with
the teaching staff of the schools concerned. In most cases study groups

aze formed, composed of teachers and of staff members of the pedagogical
centres. In cases where special topics under the experimental programme

are studied by the pedagogical institutes of universities, members of

those institutes also join such study groups.

A great problem Is the coordination and planning of research

projects. That is why a foundation has been created which has to
develop a research policy (see chapter IX).

The Ministry of Education and Sciences usually grants a salary
increment to the teachers of the schools involved to recompense them
for their additional activities. Information on the introduction of

results of research and of experimental work is given in Chapter IX

F. The effort to change the educational system

In February 1963 Parliament passed a new law on post-primary

education, which - due to the big field the law covers - is usually

callod the ";:ammoth Law". The new law has not yet come into force.
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It :1:1 ta':e a nutabcr of fr,ar a ;(icl tran:,Ition from the

Jid 'L,o the now system. It -lay be ili.pected that ih cif 1968

post-primary education will be Y.:gulated by the new law.

What were the motives behind the adoption of a new law? Over the

centuries education in the Nctnerlanus, as in most Western European

countries, has developed into a somewhat chaotic and illogical whole as

a result of various laws passed at different times. Secondary education

alone was regulated by six saparate laws or portions of laws, while

some types of education did not have a legal basis at all.

In the past fifty years more than one attempt has been made to

re-organise the educational system, without notable results. During

the last ten year:;, several laws were passed with the aim of providing

a balanced syste,7, of education; i.e., the Infant Education Act (1956),

the Academic Education Act (1960), the Post-Primary Education Act (1963).

The Post-Primary Education Act regulates the whole field between

primary education and university education. For the difference between

the old and the new system of post-primary education see Appendices II

and III.

One o the clost important educational objectives of this law is

the wish tc create a balanced system of education. This is done to

increase the output of qualified graduates. By knitting together ration-

ally all types of schools into a unified whole, the connecting links

facilitate the re-orientation of a school career in which a mistaken

initial choice has been made. Accordingly, it should be noted that in

considering output, one must not look at one type of school independ-

ently of all others, but rather at all types together. For, in prac-

tice, a large number of pupils who drop out of one type of school enroll

in another(mostly lower)type. In other words, not all drop-out is real

drop-cut, but mostlf, represents re-adjustment in the choice of school.

The ideal behind the new law is to provide a school system orga-

nised in such a way that the total inflow of students leaves school

certificated after a given number of years. The certificate will not

always be that of the first school chosen and will, in fact, often be

of a lower type. But the main difference from the old system is that

pupils will not have to leave school without any certificate at all.

To attain this ideal, the law contains provisions designed to

effect:

(a) A greater differentiation than now exists with regard both

to types of schools and streams;
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(b) The introduction of a transitional year as a link between

primar:r and secondary education;

(c) A more planning-oriented system for establishing schools;

(d) Better connections between the different types and levels;

(e) A more modern curriculum for the different types of schools.

Although the new syster is not yet in operation, it is possible

for a limited number of schools to acquire experience with it. The

Experimentation Act of 1963 provides the Minister of Education and

3ci:?,nc> with the possibility of giving schools more freedom than the

normal laws permit. On this basis, a number of schools of different

types are experimenting under the supervision of the pedagogical centres.

It should be pointed out that the new law creates only a legal frame-

work of possibilities which can be used. These measures towards changing

the school system, within the framework of the school laws, are essen-

tial if the schools are to serve the goals of society relevant to

education.

G. Standards of efficiency

In the introductory paragraph of this chapter the need for a sys-

tematic introduction of measures to increase efficiency was mentioned.

Therefore, it is necessary to aeal with the question of standards of

efficiency; in other words, the goals to which education is directed

must be translated into quantitative terms as far as possible. When

these standards are established, it becomes possible to measure the

effectiveness of all elements of the educational structure. In this way
the real efficiency of the educational system can be seen.

One of the most important standards resides in the ideal that the

new educational system should result in an output of 100 per cent

certificated pupils. The descriptive' model of recent student flows given

in diagram IV presents evidence on the extent to which this objective

is now attained. However, where this goal is not reached, the model

does not give information about the hindering factors. To locate them,

more detailed models will have to be constructed. In this way a system
of models can be built, which, together, will make it possible to pin-

point in time the points at which efficiency is below the desired or

expected levels. To construct such models, it will lc,: necessary to take
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into account all the aspects mentioned in Sections 3 and 4. The desired

levels of efficiency must be determined in quantitative terms; other-

wise it will not be possible to compare actual efficiency and desired

efficiency. At present, it is not yet possible to describe models for

all the aspects of efficiency that are involved. Much research must

be undertaken before this can be done. Only when such a system as

mentioned above is worked out, can one speak of integrated, systematic

educational planning which is one hundred per cent directed towards

the goals to be attained.
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Chapter VII

MANPOJER DEMAND

1. General

In trying to reach the manpower goal, i.e., to provide society
and its economy with the trained manpower required for optimum funn-
tioning (see Chapter II) heavy reliance is placed on the students (or
their parents) to bring about the required distribution over the various
types of education. Vocational guidance and manpower forecasts are seen
as instruments to serve the students in making correct decisions.

One can hold the opinion that by and large tY distribution of
student choice over the levels of education has been more or less cor-
rect. There are in any case no clear indications to prove the contrary.
As regards levels of education, a balance between supply and demand is,
in the long run, automatically achieved by the fact that economic develop-
ment, which requires more highly skilled personnel, is accompanied by
increasing income per capita, which stimulates the demand for more
education at a higher level.

Within the various levels of education shortages or surpluses
occur regularly. This is not very serious in the cases of jobs requir-
ing only a short training period; experience has shown that students,
training institutions and employers react rapidly enough to arrive in
a relative short time at a new balance between supply and demand. For
jobs requiring a long training period this is clearly impossible and
therefore manpower forecasts - in so far as they are c:nnected with
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educational planning - have been restricted to university-trained

personnel and some categories just below university level (college-

trained engineers, social workers, primary school teachers).

The results of these studies are used for job guidance purposes

and for getting some indication as to what changes can be expected in

the social demand for specific types of education or field of studies

assuming that in the long run social demand for a given type of educa-

tion will be influenced by the labour market situation or prospects

for graduates. In the recent and planned expansion of universities due

regard has been given to the different development prospects foreseen

for the various faculties.

Manpower surveys and forecasts have been made regularly by official

and private organisations to study current and future supply and demand

patterns for specific occupation groups; e.g., nurses, army officers,

farm hands, etc. These studies, undertaken in view of actual or expect-

ed shortages, aim primarily at improving the implementation of labour

market policy and at making more efficient use of available manpower

rather than at adjustment of the educational organisation.

One might agree that this piecemeal approach, which does not take

into consideration all occupations at the same time may lead to the

wrong conclusions. This objection, however, is not as serious as it

may sound. There are a number of checks on the validity of forecasts;

in the case of university-trained personnel, for example, there is the

numerical relation between this type of personnel and the category

immediately below (university engineers and college engineers), between

the number of engineers and that of graduates in science. Forecasts of

the number of university freshmen as a percentage of qualified grammar

school leavers should be checked with forecasts of other nompeting

demands for these leavers etc.

Forecasts covering all types of occupations and/or levels of edu-

cation would give only one additional and rather meaningless checkpoint,

i.e., total suppl,; and demand of worVals regardless of their level of

education. This checkpoint, important as it may be in manpower planning

considered as part of economic planning, is not of much use in manpower

planning in relation to educational planning.

Forecasts of supply and demand for university graduates are dis-

cussed below.
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2. The demand for university graduates

General (1)

Demand for university graduates has been defined as the number of

suitable posts available at a given moment. The demand for university

graduates is usually dependent on structural factors, the economic

situation and the salary or the fees for services of graduates, whether

or not compared with those of potential competing groups with a less

highly-rated training (secondary education, engineering colleges, part-

time study, in-service and on-the-job training).

In making the estimates there has been an endeavour to follow the

structural trend of the demand for persons with university training.

The structural factors that determine the demand for such persch.s pro-

ceed from society and from the universities themselves.

Among the factors proceeding from society we may mention: increas-

ing population, growing prosperity (which creates a demand for more

skilled personnel of a higher standard), increasing production effected

by increasingly complicated methods, growing demand for post-primary

education (causing* a rise in the demand for university-trained teachers,

for example), the ever more complicated forms of social organisation,

statutory and social provisions, etc.

On the other hand, the inflow into academic education and the

advance of knowledge and scientific research have opened up more and

more new spheres of activity graduates, thus stimulating the demand

for them.

The factors mentioned are closely interrelated: for instance, the

continued advance of knowledge and a steady increase in the number of

university graduates are essential if prosperity is to increase still

further.

In the past, economic fluctuations exerted a noticeable influence

on the demand for university graduates. However, there are acceptable

grounds for supposing that in future it will be possible to stabilise

the country's economic growth at a reasonable level. The influence of

economic fluctuations can therefore be disregarded.

The influence of the salary or the fees for services of university

graduates (whether or not compared with those of potential competitive

(1) For detailed in information see :"The number of university graduates in
1980; Demand and supply". Zeist 1959. (In Dutch).
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groups) cannot be ascertained from the available statistical material.

That factor has tnerefore benn disregardai.In so far as there may be

a structural tendency in the payment of university graduates, it is

implicitly included among the structural factors determining the demand
for graduates.

If it is assumed that the structural factors will develop in the

future as in the past, it can be presumed that the past increase in the

number of graduates provides an indication of future demand. It must

be kept in mind, however, that is is not certain whether the numbers

of graduates in the base years give a reliable indication of the struc-

tural demand in those years. For instance, the economic situation,

certain phases in the advance of knowledge, or an interruptior.of the

regular supply of graduates, may have caused a surplus or shortage of

graduates which could not be taken into account because it was impossible

to assess thier extent. This introduces an extra element of uncertainty
in the estimates.

Despite these limitations, future needs have been estimated by

extrapolation, on the assumption that the tendency to increase will

persist. Where the demand for graduates is governed by clearly defined

variables, the latter have been assessed for the future.

So, when assessing the demand for secondary school teachers, the
(future) size of the age-group from which secondary school pupils are

recruited, the growing relative interest in education at secondary

school level, the number of pupils per class and the number of lessons

per teacher are taken into account.

When assessing the demand for veterinary surgeons, the increase

in the number of cattle in the country is a determining factor, and

when assessing the demand for engineers the growth of production is

taken into account.

3. Examples

Two examples are given below of the methods of assessing the

demand for persons with university training.

Doctors

When considering the demand for medical services, there are three

different factors that must be taken into account, i.e.:
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(a) Changes in consumers' habits and in the natAre of the services

required. Such changes make themselves f.!lt only gradually

and it is often difficult to trace their causes. Possible
causes are: the progress of medical science; the improving
understanding of proper medical care, increasing value attach-
ed to preventive medicine, etc.

(b) Changes in consumers' real income;

(c) Changes in the fees for doctors' services, compared with the
cost of living.

Under (a). The factors mentioned here will lead to a continuous increas-
ing demand for medical services. Past experience shows that all factors
taken together may lead to an increase in the required number of doctors
to total population of about 1 per cent annually.

Under (b). Effect of income on demand.

If the relation between income and expenditure on doctors and
hospitals of a number of Dutch families is compared, an elasticity is
found of about 1.1 (cf. Graph. IV). That is to say, when income per
capita rises by 10 per cent the expenditure in question will rise by
11 per cent.

Under (c). Lack of data made it impossible to calculate the influence
of price (fees) on the demand for medical services. It has been assumed
that the "real price" of doctors' services will remain constant.

The estimated demand for doctors, based partly on the above anal-
ysis, is shown in Table 25 below.

Engineers

When assessing the future demand for engineers, the relationship
between the number of engineers employed in the Netherlands and

gross national product (G.N.P.) for the period 1900-1956 was used (see
Graph V.) It is true that this reveals a trend correlation only. The

correlation is, however, theoretically acceptable, for it presupposes
that an expansion of production must be accompanied by an increase in
the number of engineers. It is all the more acceptable in that a cross-
section analysis showed an analogous relationship.
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Graph IV

EXPENSES FOR MEDICAL CARE

AND AVERAGE INCOME

(600 families)
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Table 25

Demand for doctors

Population
x 1,000,000

Number of
doctors per 1000

inhabitants

DewRqd for
doctors

1957

1960

1970

1980

11.0

11.5

12.7

13.9

1.004

1.024

1.090

1.151

11,000

11,800

14,000

16,000

All different types of engineers were correlated with gross nation-

al product. It would have been theoretically more acceptable if the

various types of engineers had beer correlated with indicators more

representative of their specific fields of work. In the case where this

was statistically possible analogous relations were found. This is not

surprising, as, for instance, the total amount of construction work or

production in the metal industry is highly correlated with G.N.P.

The results of the assessment of the demand for engineers are

showa below (table 26).

Table 26

Demand for engineers

1960 1970 1980

Civil enr,inering 2,100 2,900 4,000

Nechanical engineering 2,600 3,700 5,300

Keetro-t,:chniaal engineering 1,800 3,000 4,600

Chemical engineering 1,600 2,300 3,400

Physical engineering 600 1,300 2,200

Other 1,200 1,700 2,400

Total 9,900 14,900 21,900
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Graph V

NUMBER OF ENGINEERS AND GROSS NATIONAL PRODUCT

1900-1956

(Gross National Product 1949 --- 100)
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4. Total demand for university graduates

Table 27 shows the results of the estimates. The numbers of univer-
sity graduates for past years have also been included.

Table 27

Number of graduates

1900 1930 1955 1970 1980

Medicine 2,480 4,700 10,200 13,790 15,970
Dentistry 170 800 2,160 4,050 5,540
Natural sciences 1,000 2,150 4,160 8,900 13,400
Languages 350 1,450 3,080 5,630 6,130
Geography 50 460 930 1,060
Law 3,200 4,240 9,480 12,400 14,250
Economics 230 3,500 7,600 11,150
3ccial sciences 110 1,120 2,150
Psychology 250 1,370 2,240
Technology 700 4,530 7,630 14,850 21,950
Veterinary medicine . . . 310 670 990 1,2.50 1,390
Theology 2,100 2,250 4,000 4,690 5,73o
Agriculture 40 350 1,800 2,520 3,730

Total 10,350 21,420 47,820 79,080 1D4,690

When demand for graduates is matched with the supply (1) forecast,
the following picture of shortages and surpluses emerges.

(1) Calculated on the basis of a forecast of grammar leavers and
constant transfer ratios for the various faculties.
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Table 28

Shortages and surpluses of graduates as a percentax,e

of the demand for university graduates

1960 1970 1980

Medicine .... + 4 + 6 + 24

Dentistry - 16 - 36 - 43

Natural sciences - 14 - 11 - 1

Languages - 22 + 17 +105

Geography - 13 + 40 +101

Law - 6 - 22 - . 1

Economics - 11 - 16 - 11

Social sciences - 8 + li + 77

Psychology - 15 + 17 + 60

Technology - 7 - 19 - 13

Veterinary medicine + 8 + 14 + 47

Total (a) - 7 - 8 + 5

(a) Including theology and agriculture.

There are great differences in the trends of shortages and sur-

pluses in the various branches of study. For instance, the ,eat short-

age of graduates of the _Language faculties in 1960 is expected to be-Tte

a surplus by 1970 as a result of a rapid decrease in the demand for

such persons after 1965, due to the small increase in the numbers of

grammar school pupils.

The shortages in technology and dentistry are expected to increase

steadily, while those in natural sciences and economics will decrease

after 1970. A growing surplus is expected in medicine and veterinary

medicine and, after 1970, in psychology.

The shortages in law and economics must be seen in relation to

the surpluses in social sciences and geography, as graduates in any

of tnese four subjects are to a certain extent interchangeable from

an employment point of view.
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5. Consequences with respect to choices of faculty

If it is assumed that supply will have to be ad:,usted to demand

in the years between 1955 and 1980, consicerable changes will be neces-
sary in choice of faculty.

Table 29 gives the average percentual distribu'Aon of first-year

students as among branches of study for 1955-195; on which the calcula-

tion of supply is based and the required distribution in subsequent

5 year periods if the demand for graduates seven years later is to be
met.

Table 29

Average percentual distribution of first-year

students as among branches of study

According to demand

1955-
1957

1958-
1962

1965-
1967

1968-
1972

Medicine 12 11 10 10

Dentistry 2 4 4 4

Natural sciences 15 15 16 17

Languages 13 9 5 4

Geography 3 1 1 1

Law 7 12 10 10

Economics 11 15 14 14

Social sciences 6 3 4 4

Psychology 4 5 ) 3

Technologj 21 23 25 26

Veterinary medicine 1 1 1 1

Theology 3 3 3 3

Agriculture 3 3 4 4

Total 100 100 100 100
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It will be clear that the demand percentages are in a sense target

figt.res for guidance services.

Much attention has been given to an intensive and effective dissem-

ination of the results of the demand forecasts. The influence of such

guidance can be ascertained by comparing the actual changes in the

distribution of freshmen as among the various faculties with the re-

quired modifications in distribution. On finds thus far this influence

has been negligible. It is possible, however, that in the long run such

an influence will be ascertained.

6. Actual demand and forecasts

Except in the case of medicine, the forecasts seem to be rather

satisfactory for the period 1959-1965.

New demand studies which have been made for some categories of

graduates show, however, a far greater demand for 1980, e.g. for

grammar school teachers, medical doctors. This clearly indicates that

forecasts should be made regularly in order to supply educational policy

makers and vocational guidance services with up-to-date information

abot . future employment possibilities for graduates.

110

104



Chapter VIII

SOME TARGETS

1. General

It will be clear that only some of the goals relevant to education
(Chapter II) can be expressed operationally as targets for educational
policy. For example:

Goal 3: to provide adequate education for all individuals and

groups up to the highest levels of education whiclh they demand;

Goal 4: to provide society and its economy with the trained man-

power resources required for optimum functioning (See Chapter VII).

It goes without saying that general acceptance of the results of
further research on the problems of efficiency in education see Chapter
VI) may lead to the formulation of targets concerning the structure,

content and operation of the educational syStem. One such target that

may be mentioned is the implementation of the law on Post-Primary Educa-
tion to begin in 1968. Post other new development will, however, be
introduced on an experimental basis and will gradually spread to the
various schools.

With this in mind, it can be said that the major, well defined

targets of educational policy are largely those which can be regarded

as stemming from the expected number of pupils in the various types

of education; i.e., the number of teachers and classrooms and the

111



financing required..The targets set are flexible in that changes in

the expected number of pupils, resulting from, e.g., the new law on

post-primary education, the lengthening of the compulsory school age,

new population forecasts, etc.,will lead automatically to corresponding

changes in the target figures.

For the sake of convenience, the basis for the targets, i.e., the

expected number of pupils, is repeated below from Table 23.

Table 30

Total enrolment by type of education

1950-1975 (x 1000).

1950 1960 1965 1970 1975

Pre-primary education 340 400 460 520 660

Primary education 1
). . . 1,240 1,460 1,440 1,500 1,620

Continued primary education)

Special primary education . . . . 35 55 65 85 95

Secondary modern education . . . 130 265 280 280 2r:0

Grammar 3chocl education . . . 85 170 210 240 280

Junior technical and vocational
education 110 220 235 240 245

University education 30 40 65 80 110

Other 45 100 210 230 260

Total 2,015 2,710 2,965 3,175 3,55o

2. Teachers

The number of teachers required is contingent upon the expectec

number of pupils and the pupil-teacher ratios.

There is a widely-held conviction that in almost all types o:

schools the present pupil-teacher ratios (or the number of children

per class) are too high. This is most evident in primary education as

is recognised in the Act of 11th June, 1959, which provides for an

average of 28 children per class for the future.
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The reduction is planned in three stages, of which the first was
carried out in 1961 and the last will be completed in about 1969. Reduc-
tions, to the levels of 19 and 23 pupils per class respectively, have
been planned in continued primary education and secondary modern educa-
tion.

The ratio of students to teachers in the universities has been de-
clining steadily since 1950. That tendency may be expected to continue.
If it is assumed that no further measures concerning pupil-teacher ratios
are introduced until 1975, the average number of pupils in each class
per type of school for 1Q70 and 1075 can be indicated in the following
table.

Table 31

Number ofputolls Der teacher or per class,

1050 -197F U

1950 1960 1970 1975

Dre-primary education 42 34 34 34
Primary education 34 35 28(2) A28(2)
continued primary education . . . 20 26 1Q(2) 19(2)
Special primary education 16 14 14 14
Secondary modern education 26 29 23(2) 23
Irammar school education 20 22 22 2?
Junior technical and vocational

Pducation 21 21 21
nniversity education 10 7 6

I
, 5

(1) For pre-Drimary education to secondary modern education, per teacher;
for grammar school education and junior technical and vocational
education; per class.

For universities the ratios of students to teachers plus staff
members have been taken.

(2) Lowered by virtue of the Act of 11th June, 1959.

On the basis of the foregoing figures and data on the number of
pupils expected, the required number of teachers can be estimated as follows:
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32

Teaching staff

1950 1960 1070 1075

Prs-primary education 8,100 11,800 15,000 19,000

Primary education
Continued primary education}* s * '

37,000 43,600 56,000 60,000

Special primary education . . . . 2,200 3,000 6,000 6,800

Secondary modern education . . . 5,000 9,100 12,000

Grammar school educationGrammar 6,100 12,000 18,000 20,000

Junior technical and vocational
education 8,300 18,600 20,000 21,000

University education 3,000 5,400 13,000 22,000

On the basis of these figures, and taking into account the numbers

needed for replacement, the required inflow has been estimated for the

coming years. If this demand meets with the expected supply, it is

found that, in the absence of changes, surpluses will arise in nearly

all types of education. This is not surprising. In the past (± 1950-

1960) all types of education suffered teacher shortages as a consequence

of the rapid increase in the number of pupils. In the future, the in-

creased output of teacher training institutes (a consequence of the

increased number of pupils in secondary education in past years) will

be accompanied by a relatively stable number of pupils. Whether these

surpluses will occur in fact is also dependent on the policy with regard

to pupil-teacher ratios, which are generally felt to be too high.

For university education, where the trend in the number of students

is expected to be completely different than for the other levels of

education, difficulties in staffing are expected.

3. Olassrooms

Given the expected number of pupils and the information presented

in Table 31, the additional number of classes for which accomodntion

will have to be provided can be calculated. The number of classrooms
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which have to be replaced is not known yet. An estimate-has been made

as follows. Reckoning the life snan of a classroom to be 60 years,it is

assumed that by 1975 al] the rooms built between 1900 and 1Q15 will

have to ba replaced by new ones. This figure was arrived at by calculat-
ing how many new classrooms had to be built between 1900 and 1915 to

accomodate the increase in the number of pupils. The figures obtained
in this way were raised for some types of schools after consultation
with exnerts.

For university education, the number of classrooms has not been
calcianted, as the concept of the classrooms is rather meaningless in
this tyre of education.

The results of the calculations arP shown below in Table 33.

Table 33

Number of classrooms

I

1965-1970
-

1970-1975

Expa n-
sion

Re-
place-
ment

Total Expan-
sion

Re-
place-
ment

Total

Pre-nrimary education 1,800 1,500 3,300 4,100 1,500 5,600
Primary education

Continued primaryl
education

7,2o0 2,300 9,500 4,300 2,200 6,500

Special primary
education 1,900 300 1,800 700 400 1,100

Secondary modern
education 1,400 500 1,000 . 1,000 1,000

Grammar school
education 1,100 100 1,400 1,800 200 2,000

Junior technical and
vocational education 100 200 500 300 300 600

University education . . . . . . .

other 000 . 000 1,300 . 1,300

Toth] 14,400 4,000 19,100 12,900 9,600 18,100
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As the number of classrooms built in past years has been even

greater than the numbers to be built in the future, no difficulties are

expected in reaching the target figures shown above.

4. Expenditure

Expenditure is usually divided into recurring and capital e pen-

diture. Recurring expenditure consists of two main items: personnel

expenses and material running expenses. The personnel expenses have

been assessed on the basis of the required number of teachers (Table 32)

and the expected salaries in the ,years to come.

Teachers' salaries show a marked tendency to rise and will probab-

ly continue to do so in the coming years as part of the general increase

in income. There being virtually no lag in salary, it is assumes' that

the salaries of all groups of teachers will follow the estimated develop-

ment in real wages, which will probably increase by 3.5 per cent annually.

The material running costs include rants, small maintenance expenses,

teaching requisites, lighting, heating, etc., and administrative ex-

penses. This expenditure per pupils showed, after correction for price

increases, a rise of roughly 5 per cent per annum during the 1950's.

According to experts, this tendency is more likely to intensify than

to wane in the period ending in 1975. They base their opinion on the
fae; that it is essential to replace renew traditional teaching

requisites and, particularly, to introduce new audio-visual aids, such

as films, school radio and T.V. The gradual introduction of language

laboratories in secondary schools will also increase the running costs.
Allowance has been made in this calculation for a continuation of 5
per cent annual growth until 1975.

The total recurring expenditure that may thus be expected 1..s given

in the following Table 34.
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Table 34

Recurring expenditure 10360-1079

(in millions of guilders)

1960

(1)

1965

(1)

1970

(2)

3975

(2)

Pre-primary education 80 145 200 , 305
Primary education
Continued primary education) 490 835 1,135 1,470

Special primary education 50 100 160 215
Modern secondary education 135 250 335 395
Grammar school education 180 355 400 680
Junior technical and vocational
education 205 360 440 545

University education 145 425 730 1,450
Other 140 320 425 540

Total 1,425 2,790 3,915 5,600

(1) Current prices.

(2) 1965 prices, except for a real salary increase of 3.5 per cent per
annum.

Capital expenditure

Given the number of classrooms to be built, the required invest-
ment can be calculated with the aid of the following table showing
investment costs per classroom.
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Table 35

Investment per classroom 1965

(in thousands of guilders)

Land Building Instal-
lation

Total
(1)

Pre - primary education 8.0 54.0 4.0 76.0

Primary education 1

Continued education, 80 50.0 5.0 73.0

Special primary education 14.0 74.0 13.0 115.0

Secondary modern education 9.0 55.0 5.0 79.0

Grammar school education 8.0 93.0 7.0 125.0

Junior technical and vocational

education 11.0 122.0 15.0 175.0

(1) Including miscellneous items.

The method given above is not applicable to university education.

Por this type of education the estimate is based on the investment costs

per student and the expansion plans of the universities.
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Table 36

Total investment, 1069-1079

(in millions of guilders)

1965-1970 1970-1975

Pre- primary education 235 405
Primary education

Continued education/ 6Q5 470

qnecial primary education 205 115
Secondary modern education 145 70
Grammar school education 180 255
Junior technical and vocational education . 85 100
University education 1,800 2,500
Other 115 165

Total 3,460 4,080

According to this table about 90 per cent of the total amount has

to be invested in university education. This is to some extent the con-

sequence of the rapid increase in university education and the stabilisa-
tion of the number of pupils in other types of education.

glat215overnment expenditure on education

The following table gives a general breakdown of government expen-
diture on education in the years 190 to 1975. When calculating the

capital expenditure for 1970 and 1975 it was assumed that between 1965

and 1970 and between 1970 and 1975 total investments would be distrib-
uted evenly over the years.

It is evident from table 37 that trends already noticeable now
will lead to a doubling of government expenditure up to 1975. Compared
with the oast this seems to be a slacking off in the rate of increase.
But one should bear in mind that figures of the past are in current

guilders and those of the future in 1965 guilders. If a continuation

of price increases is assumed then the expenditures in 1970 and 1975
would amount to r) and 9 billions of guilders respectively. In the follow-
ing table expenditure on education is shown as a percentage of G.N.P.

3.19
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Table 37

Total government expenditure on education 1050-1975

(in millions of guilders) (1)

1990 1955 1960 I 1965 1970 1975

Personnel 350 645 1,160 2,280 3,200 4,550

Material 85 175 265 510 715 1,090

,lapita1 80 195 470 800 900 1,050

Indivisible 40 65 105 190 250 350

Potal 555 1,080 2,000 3,780 5,065 7,000

(1) 1050-1965 current prices; 1970-1975 prices 1965, except for a real
salary increase of 3.5 per cent Der annum.

Table 38

love7ment expenditure on education, as a

percentage of national income (1)

1900 1920 1940 1960 1965 1970 1975

Running expenses

Potal expenditure . . .

1.4 2.5 3.2 3.6

4.7

4.5

5.7

5.2

6.3

6.0

7.0

(1) Gross national product at market prices.

The foregoing assessment of government expenditure on education

must definitely be regarded as a minimum estimate. Measures likely to

be taker, such as raising the school-leaving age, further lowering the

ratio of pupils to teachers, increasing financial aid to students, the

implementation of the new law on post-primary education etc. may as

calculations indicate cause government exnerditure on education to in-

crease to 8 per cent/10 per cent of national income in 1975.
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Chapter IX

THE ORGANISATION OF PLANNING (NON-UNIVERSITY)

1. Introduction

This chapter outlines the organisation of Dutch educational plan-
ning below university level as far as the activities of the Ministry
of Education and Science are concerned. A description is given of the
fields in which planning has thus far been carried out, of the procedure
which has been followed in oractice and of the results obtained.

As mentioned in the introductory chapter, until now it has not
been possible to sneak of overall planning of education in the Nether-

lands. Planning activities have emerged in those fields which presented
the most problems. In this period of piecemeal planning, the activities
that were undertaken could be grouped, in fact, under one of two headings:
education below university level and university education. While the
planning of higher education was effected through special committees,
in the olanning for the other types of education the research depart-
ment of the ministry of Education and Science played an increasing
nart.

2. General

In the years following World War II Mitch educational planning
activities had in practice been grouped into seven fields, i.e.:
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(a) Formulation of national school plans;

(b) Building plans;

(c) Supply of teachers;

(d) Teachers' salaries;

(e) Finance problems;

(f) Renewal and improvement of the educational system;

(g) Manpower problems.

In all these activities the research department of the rlinistry

played, as has been said already, a more or less important role. This

unit was established in 1950 as a very smell one. Its task was to do

research for all other department:3 of the ministry (including the non-

educational departments, such as arts, youth activities, sports, leisure

activities, adult education, etc.); it has a service function with re-
spect to the whole Ministry. Over the years, the unit (first as a sub-

departwnt, later on as a full department) matured and expanded its

activities from occasional research projects to bigger planning projects.
Apart from this a social-economic adviser was appointed in 1965

(See chapter XI).

The paragraphs below deal with each of the seven fields mentioned
above.

Apart from the activities of the research department and the social-

economic adviser, committees are sometimes appointed to study special

problems. Generally, co-ordination with the research department is es-

tablished; e.g., by appointing one of the officials of the denartment

as a member of such a committee. The renewal and improvement of educa-
tion (curriculum, pedagogical problems) are not carried out by the
ministry but by the pedagogical centres (see Chapter III).

3. Planning for schools

(a) General

The government has devoted much attention to planning for schools

in recent years. Plans have been drawn 1113, and to a greater or lesser

extent further refined, for most types of education. However there are

some types of schools for which this type of planning is not possible.
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At nresent the law prescribes "automatism" for preprimary education
and for primary education, which can be subdivided into ordinary primary

education (G.L.O.), continued nrimary education (V.I.L.0.) and secondary
modern educatioi (U.L.0.),

The term "automatism" here means the Government's legal obligation
to consider financing (i.e. providing and maintaining) a school of one
of the types mentioned as soon as a group of parents of at least the

minimum number snecified in the Act requests it (see Appendix I). This
is the case for non-governmental schools. The establishment of govern-
mental schools is the task of the municipalities. The distribution of
schools of the latter type will thus obviously be regulated from the
bottom upwards, making government planning impossible.

With respect to other forms of education, the opportunity to plan
really lies with the Minister of Education and Science who decides
what schools are eligible for government financing (there are virtually
no schools maintained without government aid).

(b) Preparation of a school plan

Thus far, the initiative in planning for schools has always been
taken by the polic7 departments of the Ministry of Education and Science
On receipt of instructions from the Minister to prepare a plan for
schools, the research department draws up a paper bringing together all

phases of the studies made for the plan, and their results, before sub-
mitting a draft.

A plan usually has three main features, i.e.:

(i) National and regional analyses and forecasts of the numbers
of pupils;

(11) Determination of the appropriate size of the schools;

(iii) Description of the future regional potential of pupils in

relation to the apnronr.5te size of the new schools, on the
one hand, and of the extsting school system, on the other.

The available statistical material and literature are studied and
the inspectorate of education, which consists of experts in the type of
education involved, is consulted.

When the study paper has been completed, a draft is made, in con-
sultltion with the policy department. The draft is based partly on the
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contents of the paper and partly on what is considered to be "politi-

cally realisable".

A draft differs from a ppper in the following respects:

(i) It is much shorter;

(ii) Most of the technical aspects of the investigation are dealt

with in appendicel;

(iii) Professional jargon is avoided;

(iv) 721-e line of reasoning is integrated into considerations of

general policy.

The policy department submits the plan, with comments if any, to

the Minister (or Secretary of State) who accepts it as a basis for his

policy with regard to a certain type of school.

In Appendix IV an example is given of the structure of a school
plan.

(c) Implementation of the plan

(i) Publication

The plans drawn up by the Minister are usually appended to

the budget for Education and Science which he must present

to Parliament annually.

The memorandum is obtainable from the Government Printing

Office as a separate document. At the same time the Press

Service of the Ministry issues a communiqué, thus ensuring

that publicity is given to the plan in the daily papers and

on the radio. Professional weekly and monthly publications

dealing with education usually give frequent and detailed

comment of the plan.

This is the first stage in the implementation of the plan.

since the possession of full information encourages those

concerned to give thought to the problems dealt with. Such

reflection is considered as very important for the success

of the plan.
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(ii) Discussion in Parliament

Plans are not bills and cannot therefore be accepted or re-
jected by Parliament. Nevertheless, some of the plans sub-

mitteu have been discussed in Parliament. In this way the

views of the Houses are made known to the Minister and Par-

liament is informed of the Minister's proposed policy.

After discussion, the plans have so far always been "noted";

i.e., Parliament has raised no insurmountable objections.
In the event of Parliament having objections which the

minister does not wish to accept, a motion of censure may be

adopted. Parliament may also reject the Ministry's budget.

(iii) Selection of applications

As soon as a plan has been approved by the Minister, applica-

tions for financial assistance in the establishment of new
schools are selected in the light thereof.

The applications are frequently selected by comparing the

number of pupils expected with the appropriate size of

school as given in the plan. The value of a plan is thus

clearly demonstrated, as a number of the any applications

received are unrealisable and concrete reasons can be given
for their rejection. When there was no plan, it was seldom
possible to judge which applications should be granted in
order to effect an efficient distribution of schools. As a
result there was a tendency in some districts towards assist-
ing new schools which were too small to provide education
at the right level.

(iv) Comparison

Once a nlan has received its final form and been approved a

check is made to see how closely the expected developments

on which the conclusions are based correspond with the facts.
The expected and the actual developments are compared annu-

ally, so that certain premises can be revised if necessary

or, if the discrepancies are ton great, a new plan is pre-
pared.
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4. Building plans

Every year the Minister of Edi:::ation and Science publishes es an

appendix of the budget a memorandun concerning a rough planning of the

proposed numbers of schools or classrooms which will be built in the

following year. In these Memoranda a breakdown is given (expressed in

millions of guilders) of what the building activities for each tyne

of school will be. This constitutes a partial plan under the annual

national building programme drawn up by the Minister of Housing to

regulate all building activity in the Netherlands. Tt has been felt,

however, in the last few years, that a more detailed and more adequate

programme of school building was needed. On the one hand, this was

needed in order to build schools when and where n'cessary. On the other

hand, it was necessary to know what investments in building were to be

expected over the next year.

To provide Pn answer to this question, a big research project WPS
started in lrA7. very comprehensive questionnrires were sent out by

the research department to all schools of all types (governmental and

non-governmental), and it is hoped that soon it will be possible to

have enough data for calculations on the yearly replacement rate for

each type of education, based on the age of the existing schools, the

expansion in classrooms to be expected for each separate school, etc.
This project is held to be of great importance for the planning of
investments for the future.

5. Supply of teachers

The third field of planning thus far has been concerned with the

effort to ensure that there will be enough teachers for the various
types of schools. The training of teachers is not the task of the govern-
ment alone. The various organisations which maintain private schools
also provide training for teachers for their schools.

The problem of meeting the need for teachers has received contin-
uous attention in the Netherlands during the last 10 - 12 years. This
is not surprising, considering the enormous expansion of education since
World War II. This has aggravated the problem of obtaining sufficient qual-
ified teachers. A training school plan for pre-primary education has
lust been completed, which is based on the estimated needs of teachers
up to 1870.
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Roth rough lonr.-term plans and more detailed short-term ones have

been formulated for orimar\r education.lhe former include aplanfor teachers

trainim; colleges alon:, the lines of the plan for pre-primary training

schools. The short-term planning is different. Since 103 the annual

memoranda have contained a detailed analysis of the number of teachers
leaving and entering the profession for each year. It has thus been

possible to make an annual forecast of the situation for the following

year with some degree of accuracy and to adapt plans accordingly.

As there have been no serious shortages in primary schools in the
last two years, short-term planning now concentrates on details. An
estimate was made of the number of teachers needed and the number avail-
able in technical schools, where a shortage was also beginning to be
felt. The figures were such that the Ministe. set up a committee to
study the future need of teachers for schools of this type and of the

various special qualifications required and to make recommendations for
supplying that need. The report of this committee is now being studied
in the Ministry.

The same tyre of estimate was made of teachers' needs in domestic
science schools for girls. As no serious shortages are expected, there
has been no further planning for training teachers for these schools.

It is in the secondary schools (preparing for higer education)

that the shortage of teachers is most serious (25 per cent of the les-
sons in such schools are given by unqualified teachers). However, train-
ing colleges for secondary school teachers have not been planned, owing
to the fact that these teachers can be divided into two categories:

(a) Graduates of universities and university colleges;

(b) Persons holding some qualification to teach in secondary schools.
Such qualifications have been acquired by following part-time

courses at a university or other educational establishment.

As long as the future organisation for this type of training has
not been regulated, planning has been omitted.

6. Teachers' salaries

In order to achieve a better system of salaries for teachers,

several comparative studies in this field have been carried out.
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With a view ', improving the system and to linking teachers' sal-

aries with the ra.,uner.lrion accorded to those performing comparable

functions in the civil service, extensive studies were made of primary

school teachers' salaries in comparison with those of officials posses-

sing certificates from technical colleges, the two groups being consid-

ered to have attained the same educational level. Similar studies have

been carried out for teachers of secondary schools (pre- academic type)

in comparison with academic graduates in the civil service. The results

of these studies have been very useful to the Ministry, e.g. in negotia-

tions with the teachers'unions. The studies have also promoted co-ordi-

nation in the salary system.

7. Finance problems

The principle of financial equality mentioned in Chapter I and II

has led to a complicated system for subsidising public and private

schools. It is reasonable, therefore, that questions should arise about

the most efficient system of financing.

In this connection a plojectwaS carried cut by the research department

in 1953 for expressing in a single formula the whole system of subsidies

to secondary slinools (pre-academic). Apart from the actual teachers'

salaries,which the schoals receive directly from the State, all the

running expenditures of the 6ehools are included in this formula, which

is divided into:

(u) Costs per school;

(b) Costs per class;

(c) Costs per pupil.

Another project is now under way. It is aimed at modifying the

system for subsidising the municipal pre-academic schools, for which

a number of problems have arisen.

For satisfactory implementation and functioning of the new Post-

Primary Education Act i. is necessary to study the financial consequences

of the coming into force of the law. Studies in this field are now in
progress.
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R. The renewal and improvement of education

(a) General

An important aspect of educational planning is concerned with

renewal and imnrovement of education ani involves the problems of teach-
ing methods, curriculum etc.

These activities can be divided into two main phases:

(i) Pedagogical research;

(ii) Introduction of the results of this research.

As a consequence of the principle of freedom (resulting in the

fact that the majority of Hutch schools are run by Private institutions),

both pedagogical research and the introduction of its results are not

considered to be primarily the responsibility of the Government, but

rather of these private institutions. As a matter of fact, however, the

Government does not stand aside with regard to these activities. The

most important role in this field is played by the pedagogical centres

mentioned in Chapter III and by the universities (see also Diagram I).

The pedagogical centres founded by the nationn.1 associations of
governing bodies of non-governmental schools and the national teachers

associations (for governmental education, also by the municipalities
and the State together with non-denominational private organisations),

came into being after World War II.

Roughly speaking their activities can be divided into four aspects:

(i) Studying existing pedagogical problems;

(ii) Experimenting with new methods;

(iii) Introducing the results of their experiments into the schools;

(iv) Generally introducing the idea of renewal among the teachers,

for example, "classical" teaching methods versus the indivi-

dual approach to students.

Sometimes the centres also carry out smaller research projects.

There is a co-ordination committee composed of the directors of the
several centres. The most important experiments are jointly organised
in such a way that each centre conducts experiments in schools of its
own denomination.
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The pedagogics atres car, be divided into three groups:

(i) Centres for all types of education, excluding technical

education for boys and agricultural education;

(ii) Centres for technical education for boys;

(iii) Centres for agricultural education.

All centres are subsidised by the State, the first two grouns by the

Ministry of Education and Science the third by the Ministry of Agri-

culture and Fisheries.

All universities in the Netherlands have founded pedagogical insti-

tutes (mostly after World War IT). In these institutes students are

trained to become research workers, and research projects are carried

out. Sometimes these projects are conducted on the initiative of the

institutes themselves, sometimes at the request (and with the financial

aid) of the pedagogical_ centres. In addition to the pedagogical insti-

tutes, there are the psychological, social-psychological and sociological

institutes of universities, which sometimes carry out research projects

in the edunetionll field. mhere is no formal link between the university

institutes and the pedagorical centres mentioned above, although jr. some

cases university professors Are members of the boards of the centres.

(b) Pesenreh

Tn recent year-1 eomnlaitits have been heard, both in educational

circlel and in Parliament, about the insufficiency of educational re-

search and the lack of co-ordination in this field. To improve the situa-

tion in both of these respects, the Minister of Education and Science

in 193 nnnointed 'A study group (professors of education and higher

ei=711 servants), which suggested creation of a body responsible for the

promotion and co- ordination of educational research.

cording to this Advise the minister for Education and Science

installed in necember l0 the Foundation for Educational Research. To

this foundation the planning, co- ordination and stimulation of research

is delerated. The foundation has funds available to promote research

projects. It does not carry out such projects itself. As members of the

governing board are appointed (by the Minister) experts from the circles

of the pedagogical centres and the national educational organisations

of the different denominations, and professors of pedagogy, psychology
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Prd sociology. The head of the Research and Planning Department of the

"inistry represent the Minister in the board.

It may be noted, moreover, that in 1963 a "Pegister of current

social science research" was begun which also alms at greater co-ordinp-
tion in the field of research. It gives information on projects being

carried out so as to Avoid duplication of effort. As has been already

mentioned. research is carried out mostly by the university institutes

and institutes related in some way to universities. Smaller projects are

often carried out under the auspices of the pedagogical centres.

In view of the nutch system of education, it is useful to distin-

guish between research into the substance of the educational system
(the programme, teaching methods) and research into the administrative

side of ern:cation (providing teachers, nlanning schools, etc.). The

first aspect is dealt with in this section and is the snecific task of

the institutions mentioned here. The second type of research is dealt
with elsewhere in this Chapter.

mhe Ministry is more directly concerned with the second than with
the first of these twc, types of research.

(c) Azolication of results of study::and research

The process of implementing improvements in education and of

effecting educational renewal has two asnects:

(i) Introduction of new views on education and new methods

amongst teacher who ore still training for their jobs (teach-

ers trainiry colleves, universities).

(ii) Introduction of new views and new methods amongst teachers

already in the schools.

Pp.', category (i) the training colleges are responsible for keeping
their instruction to date. For category (ii) the situation is dif-

ferent. Tinder this heading, the following activities are undertaken.

- A better understanding of the need of improving education and

the possibilities of renewing the school system is promoted

amongst school teachers through courses and conferences organised

by the pedagogical centres for all types of schools in the dif-

ferent parts of the country. In this case, it is not a specific

method that is introduced, but rather a change in attitudes:
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- Introduction of the results of experiments and research projects.

This :c,c) is organised by the pedagogical centres;

- In-service-training to refresh teachers' knowledge in their own

fields of study. In view of the rapid progress of science, this

activity is of the utmost importance. These activities are most-

ly organised by teachers' associations in special courses at

universities. The associations receive State subsidies for these

activities. Most of the courses are for teachers at the second-

ary school level.

Several methods are employed for introducing the results of research

ant experimentation. The most important are:

(i) The publication of research reports (sometimes only in summary

form);

(ii) Comments on the results in educational periodicals;

(iii) Study groups appointed by pedagogical centres and teachers'

organisations;

(iv) Courses organised by these centres and organisations, to famil-

iarise the teachers with the new methods;

(v) Regularly held regional contact meetings of teachers of certain

types of schools;

(vi) Letters to teachers on a certain subject. In this case the

pedagogical centre appoints an expert who regularly provides

his colleagues with information on new methods in their par-

ticular subject;

(vii) "Introduction bureaux". One of the centres has established a

special bureau for the introduction of the results of the U.L.O.

experiment in order to arrive at a co-ordinated programme of

introduction;

(viii) "Contact schools". These are schools operated in close collab-

oration with the centres and are therefore open to a rapid

application of new methods;

(ix) "Learning schools". These are schools (especially technical

schools) in which results of research are deliberately applied

and which consequently function as model schools for other

schools in the same region;
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(x) Special introduction plans (this method is still in prepara-
tion). In this case the idea is to make use of specially

trained experts to induce the school to use new methods;

(xi) Information specially adressed to parents by newspapers, radio,
television, etc.

Sometimes, when there is great interest in a new method, new text-
books based on the method are brought on the market by a publisher of
school books (e.g., the geometry project).

It has been shown that much is already being done to introduce new
methods based on research and experiment. There are, however, problems
which are still unsolved.

The first of these problems is the quantitative effect of the in-
troduction of new methods; in other words, how many teachers and how
many schools have already accepted the methods introduced by the pedagog-
ical centres? Secondly, the qualitative effect; i.e. have the new methods
led to improved results? Thus far, both problems still remain to be
investigated. It is of the utmost importance that the introduction of
new methods and the measurement of its effect should result in optimal
educational out- t from which both the individual pupil and society as
a whole will benefit.

9. Manpower problem

The maintenance of a balance between the supply of and demand for
trained people at the various levels required by society is another
aspect of planning. It is different from those mentioned previou_ly. It
is not a matter to be dealt with by the Ministry of Education and Science
alone but requires the co-operation of various Ministries and research
institutes, especially the Ministry of Economic Affairs, the Ministry
of Social Affairs (State Labour Office) and the Central Planning Bureau.

Moreover, it may be seen to be one of the most difficult tasks to
which planning addresses itself and can be carried out successfully only
if a qualified and detailed estimate is made available of the sizes of
the various occupational groups in society requiring training at certain
levels. Only on the basis of such an estimate, which in itself must be
based on targets set by economic and social planners, can a reasonably
accurate calculation be made of the quantitative and qualitative teaching
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needs. Thus far, estimates have been made only on some detailed points.

The provision of teachers can also be included under this heading as it

is a question of supply and demand. Estimates of the required numbers

and types of university graduates have been developed clang tha lines

detailed in Chapter VII. A special committee has been appointed to study

the supply of and demand for graduates of technical colleges on the

basis of the results obtained by a working group composed of officials

of the research department, the Ministry of Economic Affairs amith?Central

Planning Bureau. In addition, the Central Planning Bureau has drawn up

estimates of the need for social workers, nursing staff, agricultural

workers and farmers. As regards other vocational groups, the question

of supply and demand has not yet been studied systematically. More

specific information about the problems of manpower is given in Chaptr

VII.

10. Some results of planning and problems that arise

In this section information is given on the results of educational

planning in certain fields, accompanied by a discussion of problems

arising in connection therewith. As, generally speaking, results thus

far have been limited to planning for schools and provision of teachers,

only those sectors are taken into consideration.

(a) School plans

Generally speaking, the results which have been obtained in plan-

ning for schools up to the present time may be considered very satis-

factory. Where a plan has been drawn up for schools of a certain type,

every proposed increase in the number of schools is carefully checked

with that plan. This has enabled the authorities to give irrefutable

arguments for rejecting many applications for grants to found new schools,

which represents a considerable advantage now that there are as many

schools as are needed in many categories of education. Nevertheless, a

number of problems remain, of which the most important are described

below.
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Research

(i) The need for fundamental research in many fields, such as the
ideal size for schools and classes;

(ii) The lack of adequate data (for instance, sufficiently long

series of data, etc.) on some aspects. Conclusions have there-
fore to be based on premises more often than is desirable.

Execution of the plan

(i) The impossibility of indicating in the plan exactly where (in

what town) schools will have to be provided. As the Minister
has to wait to see what subsidy applications he receives (from
which places and which groups) and to choose from among them
on the basis of the plan, no plan can be worked out in full
detail. Sometimes a municipality that is regarded as the most
suitable location for a school does not submit any applications,
whereas a neighbouring municipality that is considered rather
less suitable from the point of view of distribution, does
submit a request.

(ii) Unsatisfactory teaching conditions in certain schools cannot
be combatted as long as those schools comply with the statutory

regulations. The most that can happen - and it occasionally
does - is that publication of a plan stimulates certain schools
(such as those with a declining number of pupils) to work to-
gether towards improving the situation.

(iii) The principle of freedom of education, which allows schools
governed la: various groups (governmental and non-governmental)
often tends to hamper efficient planning. In a thinly-populated
region, where various denominations are more or less equally

represented, the number of pupils is sometimes just sufficient
to justify the establishment of one school. Yet in view of the
relation between the groups preferring governmental and non-
governmental education in the region it may be necessary:

- to provide two schools;

- to encourage two denominational groups to provide a "compro-
mise school".
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(b) Provision of teaching staff

Planning activities in this respect have been of great benefit,

particularly to primary education. The annual detailed analyses have

made it possible to take special measures to provide against future

shortages. As, however, all planning was begun late and since there were

no satisfactory short-term solutions for certain problems, it has not

been possible to eliminate shortages altogether. Thanks to the long-

term planning activities for primary education (teachers' training

college plan), the danger of a surplus of qualified teachers towards

the end of the sixties has been recognised well in advance, and a working

group has been f;trblished which is divising measures to prevent such a

situation from arising.

A general problem is that it is far mcre difficult to control the

future situation when planning for the provision of teaching staff than

when planning for schools. Possible amendment of statutory regulations

may result in great changes, for instance:

(i) If a lower maximum number of pupils per class is decided upon,

there will be a sudden need for more teachers;

(ii) If the school-leaving age is raised the same need will arise;

(iii) If the syllabus for a certain type of school is modified, there

will be a sudden shortage of teachers with certain qualifica-

tions and a surplus of teachers with otoers;

(iv) If the number of lessons a teacher has to give per week is

altered, the number of teachers needed is correspondingly

changed;

(v) The creation of new qualifications also alters the situation.
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Chapter X

ORGANISATION AND PLANNING OF HIGHER EDUCATION

1. The present university system

University-level education in the Netherlands, while closely inter-

related with the other sections of the educational system, retains its

unique characteristics and requires separate treatment as to organisa-

tion, planning and development.

The Netherlands' university system is now comprised of twelve in-

stitutions,six of which are complete universities.(1) Half of them are

located in the Western urbanised areas, and some trace their establish-

ment deep in the history of the country and share the traditions of these
old Dutch centres of commerce, administration, culture and government.

Nevertheless, these venerable institutions have absorbed most of the

unprecedented increase in enrolment which almost doubled in nine years

(1956-1965) rising from 29,600 to 58,400. Two of these university in-

stitutions, the technological universities of Eindhoven and Enschede,

have been established since the war. The relative size of these twelve

institutions is indicated in the following table of enrolment figures
for 1964/65 (the technological university at Enschede enrolled its first
students in 1964).

(1) By definition a complete university comprises at least three fac-
ulties, one of which must be medicine or mathematics and science.
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Table 39

University enrolment 1964/65

Complete universities

Leiden 7,263

Utrecht 9,319
Groningen 5,235
Amsterdam G.U. (Municipal University) 10,276

Amc%erdam V.U. (Free (Calvinistic) University) 4,478

Nimegen K.U. (Catholic University) 4,900

I

Other universities

Delft (Technological University) 8,553
Eindhoven (Technological University) 2,020

Enschede (Technological University) 243

Wageningen (Agriculture) 1,792

Rotterdam (Economics, Law, Sociology) 2,762

Tilburg (Economics, Law, Sociology) 1,520

Total 58,361

This table indicates that the greater part of the student body is
enrolled in the three State universities - Leiden, Utrecht and Groningen -

and in the Municipal University of Amsterdam. The technological univer-
sity at Delft has about four-fifths of the technological students.

In accordance with the Dutch educational system, the major religious

groups have founded universities: the Free (Calvinistic) University in

Amsterdam, the Catholic University in Nijmegen and the (Roman) Catholic

Economics University at Tilburg (with faculties of economics, law and

social sciences). There is also a non-denominational private university,
the Nederlandsche Economische Hoogeschool in Rotterdam, and it too has

faculties of economics, law and social sciences. The State Agricultural

University at Wageningen completes the list.
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2. lalual framework for the development of universities in the

Netherlands: The Higher Education Act of 1061

A. Universit law as an im lementation of the fundamental .oals of Dutch

society,

Reference may be rude to the fundamental goals of Dutch society,

whi& nrr, summarised in Chapter II. The Higher Education Act of 1961

wave the:-;e'6oa1s lec;a1 expression and designated the university as an

instrument for their attainment. The Act set forth a policy under which

the universities would be enabled to fulfil their duty towards society

in a manner appropriate to modern times. That is to say the Act endeav-

oured to adapt the legal provisions so that the universities could meet

the general needs of society and at the same time pursue the advancement

of science and dispense the higher education which are essential to the

future of our civilisation. The Act states, too, that in addition to giv-

ing the students instruction in the various disciplines, the universities

must also foster a sense of social r-.!,:spohsibility.

Such legal recognition of the inculcation of a sense of social

responsibility as one of the aims of the university illustrates the deep-

rooted Netherlands tradition of orienting education socially while fully

maintaininz the freedom of outlook on life and the personal responsibil-

11:7 of the individual.

The goal of religious freedom and of the freedom of private groups

in Dutch society is also reflected in the Act, which recognises that

public and private universities must have the same opportunities to

provide higher education and conduct research in the Netherlands. It

stipulates that the Government guarantees equality of opportunity for
the development of public and private universities. On the one hand,

university education is to be provided to all individuals desiring it

and, on the other, the university may - in response to such demand -

offer the training necessary for the performance of the functions re-
quired by a modern society.

The traditional position of the university as an institution engaged

in the independent pursuit of knowledge and, at the same time, in the

preparation of people for positions in society, gives rise to a special

set of goals. The most important of these are:
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(a) Scientific research and teaching should go hand in hand, as

the imparting of knowledge in a university must be based on

research.

(b) The quest for truth, underlying scientific research and univer-

sity studies, is to be valued for its own sake.

(c) In order to avoid the danger inherent in specialisation, students

should be encouraged not to lose sight of the affinity between

the various disciplines.

(d) The university can accomplish its task only in an atmosphere

of freedom, both in its relationship to the State and within

the institution itself. It goes without saying that scientific

workers should not be fettered and should be free to choose

their research subject. On the other hand, it is not desirable

that a university professor should go his own way with regard

to teaching and examining his students without considering what

his collegues are doing. The Higher Education Act, therefore,

has accepted the principle of the collective responsibility of

the faculty, with all the consequences that involves. This does

not imply, of course, that a professor should be relieved of

his individual responsibility and certainly does not mean that

academic freedom should be impaired.

The student also enjoys a great deal of freedom. Much is left to
his own choice and initiative. However, the opinion is gradually gaining
ground that complete freedom .equires a greater sense of responsibility

than most students can be expected to possess; the freedom to study what

and when a student wishes, it appears, is interpreted much too often as
the freedom not to study at all.

B. Limits to and conditions for the development of higher education in
the Netherlands

The Higher Education Act delineates the following four aspects re-

levant to the further development and planning of higher education.

Autonomy in Administration;

Authority of the Senate and the faculties with

regard to teaching and research;
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Inter-university co-ordination;

A procedure for planning university development.

(a) Autonomy in administration. The Act grants a certain amount of auton-
omy to the State universities by giving them the status of corporate

bodies. It contains a number of provisions for both public and private

universities, in so far as the latter are concerned with aspects of
university education which are being financed from public funds. These

provisions relate to the organisation of the universities, to degrees,

examinations, admission and qualifications of students, and to the
development plans and financial schemes which are to be drawn up by
all universities. There are some provisions which relate exclusively
to the public universities and others applying only to the private uni-
versities.

Every public university has a Board of Governors (Curators) and a
Senate which, assisted by the faculties, is responsible for the adminis-

tration of the university. The Board of Governors is responsible for the
observance of the Higher Education Act and deals with all matters con-
cerning housing, accommodation and financial adminstration, including
the establishment of the budget. With the exception of Professors and
Readers - who are appointed by the Crown - the Governors appoint the

entire staff. However, the Minister of Education and Science respon-

sible for university education as a whole and for the expenditure of
Government funds - has retained certain powers, in the form of control

in matters of finance (approval of the budget) and personnel and con-
struction policy.The private universities are entirely autcnomous as
regards their form of government, which in practice differs very little
from that of the public universities with the proviso that in addition
to the Governors, the society sponsoring the university also has certain

powers. The private university is entirely free to appoint its own staff,
provided that the salaries paid are not higher than those for comparable
posts in the public universities.

(b) Authority of the Senate and the faculties with regard to teaching
and research. The general interests of education and research are safe-
guarded by the university Senates. Actually the greater part of the
Senates' task is carried out by the faculties. Under the Act, the facul-
ties are obliged to see to it that teaching is properly organised and
conducted. This implies also the responsib_lity of stating the optimum
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duration of the programme leading to examinations. In some faculties

the question of reducing the duration of the course consitutes an impor-

tant problem.

In addition to these duties directly related to teaching and re-

search, the faculties assist the Board of Governors in practically all

matters concerned with administration.

(c) Inter-university co-ordination. The Act established an Academic

rouncil to function as a link among the universities and between the

universities and society. A portion of the members are designated by the

universities (two for each university, one a Governor and the other a

member of the Senate), and the remainder are appointed by the Crown

(maximum of 10). The Council's principal function is to encourage co-

operation among the universities in the adaptation of university educa-

tion to scientific developments and to the requirements of society. In

the pursuitoof this aim, the Council established a number of committees

and sections, the latter corresponding to ttse various disciplines. The

Council - as an overall advisory body to the Minister of Education and

Science - also is mandated to advise on the university development

plans, a function which will be discussed in greater detail in the next

section.

(d) A procedure for planning university development. An entirely new

provision of the Act states that all universities, whether public or

private rust draw ,..111 a development plan every four years outlining their

aca0or pAio7 -nd plannirn., both snort-term and, whenever possible,

developmert plans, together with a rough estimate of

cr's F filed, form the basis of the "financial plan" that each

liniversity has to submit to the Minister annually. The universities'

development plans are also submitted to the examination of the Academic

Council, which advises the Minister of Education and Science particu-

larly as to whether the future policy of each university fits into the

general policy for untversity education and research. The Council is

expected to indicate any demands it believes to be excessive and any

gaps that need to be filled.

The financial plan is an estimate of expenditure for the four years

following the budget year. For obvious reasons, these estimates, based

on the development plan, are more exact for the first and senr_md years

than f-r te third and fourth years. However, since a financial plan
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must be submitted every year, the lestimates "roll up" a year at a time,
making it possible to adjust the figures, the estimates for a new fourth
year being added annually.

In order to meet all the needs of the universities on a continuing
basis, the Act stipulates that the Minister of Education and Science
and the Minister of Finance, upon receipt of the four-year financial
plans drawn up by the universities themselves, shall prepare a general
financial plan for the universities and submit it to the States-General
together with the development and financial plans received from the
universities. The general financial plan aims at the allocation of the
resources to be made available to higher education in the years immediate-
ly following within the framework of general financial-economic policy,
and to be divided among various university institutions. In allocating
these resources, the Ministers are legally bound to provide for the
opportunity of equal development of both the public universities and
the private universities subsidised by the Government. The advantages
of such a procedure will be evident. First, the universities are compel-
led to consider their long-term policies. Secondly, the acceptance of
the general financial plan, even though not legally binding with respect
to the Government's ultimate budget, provides the universities with a
considerable measure of security as to the eventual fulfilment W.' their
plans.

3. The main features of post-war development of the universf4-ies

A. Introduction

Until World War II, the universities developed gradually and were
able to adapt themselves smoothly to the steady increase of knowledge
and the growing number of students. The total number of students in-
creased from less than 4,000 in 1000 to about 12,500 in 1938. Since the
war, however, the situation has changed completely. Contributory factors
are the far greater numbers of students,

following the increase in the
number of holders of school-leaving certificates, the greater interest
in university education, the accelerated pace at which knowledi,e is
advancing, the greater number of university courses available and the
introduction of shorter courses.
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The number of students shows a sharp increase; in 1955 there were

29,500; in 1960/61, 40,000; in 1964/65, 58,000. According to the latest

estimates, there will be more than 80,000 students by 1970. The advance

of knowledge and the growing number of students mean a greater need for

academic staff, more accommodations and more equipment. In the first

post-war years the Government's industrialisation policy clearly neces-

sitated an expansion of academic education, above all in the field of

technology. The technological university at Delft was greatly extended

and renovated, while the most important measure was perhaps the founda-

tion of a second technological university at Eindhoven in 1956. Mean-

while, there was a growing awareness that problems connected wits the

necessary expansion of academic education needed to be tackled more

systematically. Publications by the Central Planning Bureau and the

Central Bureau of Statistics which appeared in 1954-1956 stressed this

point. It was anticipated that in the period 1955-1970 the number of

students would double, partly on account of the growth of the population,

the probable effect of the post-1945 "bulge" and the expansion of

secondary education. A long-term policy had to be divised to deal with

the flood of students and to prevent university training from running

into very serious difficulties.

B. Activities with regard to a long-term expansion and development policy

(a) Methods and procedures

In the period since 1956 a number of committees and co-ordinating

groups have greatly contributed to planning the expansion and further

development of higher education. The most important of these bodies are

the following:

(i) The Committee for the Expansion of University Education,appointed

by the Minister of Education,Arts and Science in 1957;

(ii) The Committee for the Expansion of Higher Technological Educa-

tion, appointed lo,r the same Minister in 1958;

(iii) Inter-university working groups;

(iv) A statistical commission, set up by the "Interuniversitair

Contactorgsan".(1)

(1) The "Interuniversitair Contactorgaan" was a body within which the
universities could exchange there views. It lost its raison d'gtre
on the creation of the Academic Council.
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There has been close co-operation between these bodies. The expan-

sion committees submitted a joint report in the second half of 1959

which received wide attention both in the Netherlands and abroad. Impor-

tant quantitative and qualitative data furnished by the Statistical

Commission and by the interuniversity working groups were collated and

presented in this report. For important subjects - e.g. the question of

the optimum capacity of a technological university, the regional aspects
of expansion, the eventual desirability of a combination of propaedeutic

courses in science and technology - the ground was prepared by prelimi-

nary reports of sub-committees set up by the expansion committees for

each of the relevant problem areas.

The Minister of Education, Arts and Science submitted his views

on the various recommendations to Parliament in 1961 in a "Memorandum

on the expansion of academic education".

(b) The report of the expansion committees

In their joint report the expansion committees dealt with the

quantitative, qualitative and regional aspects of the expansion of higher
education.

The quantitative aspects are the expected increase in the number
of students up to 1975 and the evolution of the demand for university
graduates up to 1080. Supply and demand per branch of study are confront-
ed in the report. These quantitative aspects are important with respect

to building needs, personnel requirements, etc. In the discussions on
the quantitative aspects, the guiding principle was that any person who

desires university training and holds certificates entitling him to sit

for university examinations should have the opportunity to do so. The

methods used and the results obtained in these computations, which were

made by the statistical commission and utilised by the expansion commit-

tees(1), are discussed in Chapters V and VII.

(1) The expansion committees put stress on the fact that in view of the
relative value of long-term estimates as made by the Statistical
Commission, it is intended to revise periodically those estimates
for each branch of study and check them against actual developments.
The methods used for the estimates are also periodically reviewed.
The Commission for Statistical Investigation, which continues the
work of the above-mentioned Statistical Commission, is preparing
a new report with regard to the estimated growth in the number of
university graduates. This report is expected to be ready in the
course of 1Q66.
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As described in the report, the qualitative aspects of educational

expansion in the sciences and technology, the social sciences, medicine

and the arts, are as follows:

(i) The training capacity of the existing universities (scope and

limits);

(ii) The influence of changes in the structure of education on

training capacity (shortening of the duration of studies, the

adoption of teaching methods designed to improve student per-

formance, introduction of new, short study programmes);

(iii) The combination in one university of pure sciences and applied

sciences;

(iv) The housing of students, as a contribution to their personal

and cultural development.

The discussion of regional aspects in the report provided an in-

sight into the needs of scientific education in relation to regional

physical planning; the document also revised possibilities for the

siting of eventual new institutions of higher education. One of the

sub-committees of the Expansion Committee was particularly assigned to

make a special study of the regional aspects which should be taken into

account in establishing new universities. This sub-committee came to

the following con lusions:

The establishement of an institution of higher education in a more

remote area of the country would strongly stimulate the cultural

and economic developement of such an area. Moreover, it would prob.

ably attract new categories of students, thus helping to meet the

increasing national demand for university graduates.

(c) The Minister's Memorandum of 1961 regarding the expansion of

higher education

After having heard the universities' comments on the expansion

report, the Minister of Education, Arts and Science submitted in 1961
his views ontLe various recommendations to Parliament ina"Memorandum on

the expansion of higher education" (Note inzake de uitbreiding van het

wetenschappelijk onderwijs). In the Memorandum the Government weighed

the various recommendations and comments and agreed with the expansion

committees that priority should be given tothe improvement and expansion
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of the training capacities of existing universities. This would be

achieved partly by new faculties or branches of study and partly by in-
creasing staff and providing more equipment and expanded accommodation.

However, the Government realised that is was desirable to affect

a certain decentralisation of higher education by setting up new insti-
tutions.

Decentralisation was regarded as a means of encouraging students
to take a greater interest in the diciplines that are vital to the

country's future development and also as a means of moderating the

growth of the technological university at Delft.
Chapter I of the Memorandum contains a review of the task and the

place of university education at the present time and Chapter II dis-
cusses the various aspects of the problem of the expansion of higher
education. The two final chapters deal with the expansion of existing
university institutions and with proposals for the establishment of new
technological universities.

Several of the proposals have already been implemented. Provision
has been e'adr' for the addition of faculties of law and sociology to the
py,i3ti,Ig economics universities at Rotterdam and Tilburg as from
September loc, which is in line with the principle of bringing about
a relationship of interdependence between these fields. The University
of Groningen expanded its faculty of mathematics and natural sciences
to include applied mathematics, physics and chemistry.Facilities for the
teaching of dentistry have been expanded in Groningen, while in 1961 a
(third) dentistry department was opened in the Roman Catholic Univer-

sity at Nijmegen, and in September 1964 a fourth was established in

tne Municipal University at Amsterdam. The establishment of a department
of dentistry is based on a maximum intake of about 90 first-year

students, corresponding to a maximum capacity of 70 students in a year
of clinical studies. On the basis of the Memorandum's proposal, a
new technological university, comprising sections for mechanical, elec-
trical and chemical engineering, has been established at Enschede. This

new technological university which opened in September 1964, is situated
in an area heretofore unserved by institutions for higher education and
has a character of its own:

(1) It is the only "campus" university in the Netherlands; all

freshmen are obliged to be resident in student-houses on the
campus;

(ii) An experiment is being made with a degree programme that differs

from an- in effect in the other technological universities: in
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addition to the full programme leading to the engineering

degree, a threeand-a-half-year course has been established

leading to a bachelor's degree in technology;

(iii) In addition to technical subjects, special attention is given

to such disciplines as sociology, economics and law.

Other proposals for further university expansion are still under

consideration:

- The provision of facilities at Eindhoven Technological University

for the study of pure mathematics, physics and chemistry, in

addition to mechanical engineering, applied physics and chemical

engineering: such facilities would be restricted however, to

instruction to the level of the "candidate" examination;

- The experimental introduction of a bachelor's degree in technology

at Eindhoven;

- The establishment of a curriculum including mechanical engineer-

ing and mathematics, applied and pure physics, and chemical

engineering and chemistry. Such instruction would be restricted

to one academic year and should constitute the basis of the

"candidate" examinations (or the examination for the bachelor's

degree) in either technology or science (to help students make

a more suitable choice in line with their capacities and inter-

ests);

- The establishment of a fourth technological university in the

vicinity of Amsterdam (about 1970).

(d) The University Development Plans for 1963-1966

As has been described in this chapter - section 2,B, (d) - there

is a legal planning procedure for university development. The university

development plans for 1963-1966 have been submitted to the Minister and

to the Academic Council. The Minister has submitted these plans, to-

gether with the Council's recommendations to Parliament. Taking into

account these recommendations, the Minister has added to the develop-

ment plans his own Memorandum, thus enabling Parliament to discuss

thoroughly the major issues of university education. Under present pro-

cedure, such a discussion could take place every four years.
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The development plans and the related financial plans are based
mainly on the estimated number of students in the coming years. As the
plans have to be co-ordinated under one national plan, it is important

that each university should make its estimates of the numbers of students
in the same manner and on the basis of assumptions decided upon by
experts in joint consultation. This leads to close lollaboration between
the universities and the statistical research commission of the Academic
Council.

The requirements with regard to buildings and equipment are deter-
mined in part by curriculum developments and the demands of scientific
research. Care is being taken to make sure that wherever possible the
plans of the various universities are drawn up in the same way.

(e) The Memorandum of 1965 in pursuance of the university develop-
ment plans for 1963-1966

In this Memorandum, annexed to the current university development
plans, the Minister has in particular called the attention of Parlia-
ment to three important problems:

1. The sharp rise in the number of students anticipated in the
immediate future. The current calculations of the Statistical
Commission of the Academic Council indicate there will be more
than 80,000 students by 1970 - which presents immediate problems

regarding equipment, personnel and financing.

2. The increasing length of university study programme:: and the
need to shorten them.

3. National scientific research policy problems as related to
universit: levelopment.

It is evident that financial means are not available to meet all
the desiderata of the universities as set forth in their development

and financial plans. Cuts will therefore have to be made in accordance
with the Higher Education Act.

The current review of the university development plan and their
submission to the Parliament under the new planning procedure is still
in an experimental stage in which the Minister is studying further lines
of action to promote co-ordination of future development plans, while
assuring the necessary freedom for each university to put the stamp of

149

143



its own individuality on the plans. However, the three topics mentioned

form a major part of the substantive issues involved in planning the

development of the Netherlands university system in the immediate future.

(f) The general financial plan for university institutions for the

period 1966-1969

In pursuance of and in relation to the Memorandum to Parliament

on the development and financial plans of the various universities, a

general financial plan drawn up jointly by the Minister of Education

and Science and the Minister of Finance was submitted to Parliament

for the first time in July 1965, covering the period 1966-1969. A review

of this general plan is given in Table 47.

4. A view of major issues related to lannin for university development

A. The current estimate of required university expansion

The guiding principle, stemming from the underlying goals and laws

governing education in the Netherlands, that any person desiring univer-

sity education and holding the required certificates should have the

opportunity to take the university examinations, has a practical conse-

quence: i.e. that the basic planning problem here is to estimate and

meet the demand for higher education. Therefore, the details involved

in attempting to make such estimates are of great interest.

In 1959, the number of first-year students expected in 1970 was

estimated at 10,500 and the total number of students anticipated for

that year was 64,550. The most recent calculation forecasts 11,650

first-year students and a total enrolment of 80,130 for 1970. The

Minister of Education and Science gives the following three Tables

(40, 41 and 42) in his Memorandum of 1965.

The evolution in the number of first-year students, leading to the

1970 estimates, can be seen in Tables 45 and 46 below.

New data with respect to student demand for university entrance

are not yet available. It is expected, however, that the general demand

will be greater than originally estimated because of, inter alia, the

following factors:

144

150



Table 40

Total number of students and number of first-year

students in 1970 by university

Total First-year

Leiden
8,820 117o

Utrecht
12,800 1,790

Groningen
6,540 900

Amsterdam G U
12,940 1,810

Amsterdam V U
4,940 68o

Nijmegen
8,300 1,200

Delft
11,170 1,640

Eindhoven
3,710 580

Enschede
1,480 340

Wageningen
2,040 340

Rotterdam
4,410 690

Tilburg
2,980 510

Total
R0,17)0 11,650

Table 41

Total number of students and number of first-year
students in 1970 by discipline

Total First-year

Languages
9,340 1,340Theology
1,310 180Law
7,370 1,050Economics
8,090 1,190Social sciences
7,300 1,090Medicine
9,640 1,270Dentistry
1,840 290Veterinary medicine goo 130Mathematics and natural sciences . 12,810 1,820Technology

15,360 2,560Agriculture
2,040 340Other subjects
3,130 390

Total
80,130 11,65o
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(a) A more rapid increase of the population (marriage at an earlier
age and less emigration);

(b) Better economic prospects, and as a consequence higher income

per capita, which will no doubt lead to a greater interest in

ore-university priueAtion and more demand for academic grAdilAtem

in several occupations;

(c) More opportunities for university-trained persons in social-
economic life.

B. Consequence for planning of the projected university expansion

(a) Resources for expansion

One of the difficulties now facing the Netherlands authorities is

how to obtain the resources necessary for adapting the existing position

as quickly as possible to the needs of the near future. To make the

situation clear to Parliament, the Minister in his Memorandum, reviewed
the position of higher education in the Netherlands during:

(i) The period between the two World Wars, giving statistical data
on the number of students for 1920-1938 and on government

expenditures from 1020 to 1938 for university education;

(it) The period from the end of the second World War to 1956, the

year in which intensive study of the problem of the expected
growth of university education began;

(iii) The period from 1956 to 1961, during which there was a rapid
growth of government expenditures for university education, as
indicated in Table 43. Expressed as a percentage of national

income, one can see a doubling of these expenditures.
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Table 43

Government expenditure for higher education

(1956-1961)

Year 1 2 3 4

1956 129.2 4.37 29.0 31.5
1957 168.9 5:27 49.1 50.1

1958 199.6 6.16 63.1 63.1

1959 241.8 6.96 86.8 86.-

1960 286.1 7.37 104.5 101.4
1961 367.5 8.95 137.5 131.3

Expenditure: Column 1 = total government expenditure in millions of

guilders;

Column 2 = total government expendituee in promille of

national income (market prices);

Column 3 = investments in millions of guilders;

Column 4 = same as 3, calculated in constant prices (1958

base year).

this basis of providing an investment of 15,000 guilders per

student in the "A" faculties (1) and 60,000 to 75,000 guilders per

student in the "B" faculties, (2) an initial investment scheme was for-
mulated in 1961.

In 1962, the Government decided to invest 150 million guilders a

year for the following ten years.

It now appears, however, that the resource requirements of the

universities represent a much more serious problem than was foreseen.

(1) "A" faculties: humanities, arts, social sciences.

(2) "B" faculties: mathematics, natural sciences, technology, medicine.
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The new estimates, based on the new projections of student growth,

indicate a need for an average of 350 million guilders a year, in in-
vestments alone.

This does not include subsidiary requirements for e.g. student
housing, sports, etc., which will necessitate additional investment.

5. Standards for the development of university institutions

(a) Personnel

About 70 per cent of current expenditure is spent on academic per-

sonnel. Special attention is given to policy in this field in the Minis-
try as well as in the universities themselves. Moreover, an "ad hoc"
committee of the Academic Council is studying the possibility of iden-
tifying and analysing the factors which determine the need for personnel,
perhaps stated in the form of ratios between numbers of professors and
other scientific and non-scientific personnel, on the one hand, and

numbers of students on the other. The objective would be to arrive at

a generally applicable method for estimating future quantitative personnel
needs.

(b) New Medical Faculty

It is considered very important to estimate the demand for partic-
ular groups of graduates and to find out how the universities can meet
that demand. This problem exists, e.g., in the field of medical training.
Early in 1965 the Minister received a report of a working group of the

Committee for Statistics of the Academic Council, entitled: "The demand
for physicians and the provision of physicians 1963-1982" (Goudswaard
report). This report is the result of a study at the special request of
the Minister of Education in 1961, after consultation with the Minister
of Social Affairs and Public Health, with a view to measures that might

be taken to ensure the adequacy of facilities for medical training.

It was calculated that in 1982 there should be 1.40 physicians for
every 1,000 of population to meet estimated needs satisfactorily (figure
for 1962: 1.113 per 1,000). This implied a considerable increase in the
demand for physicians. It is expected that in 1982 the population will

i'.%)vc' risen to 15 million. The density figure of 1.40 per 1,000 would
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mean, then, that there will be a demand for 21,000 physicians in 1982.

To meet this demand, a considerable increase in the number of first-

year medical students is necessary. Table 42 shows the evolution in the

numbers of first-year medical students from 1955/56 to 1964/65. If in-

terest in the study of medicine develops in 1965-1973 according to pres-

ent estimates, there will be a total of 19,500 doctors in 1982 (1= 1.30

per 1,000). This would mean a shortage of 1,500 physicians. Therefore,

in the coming years, the minimum intake of medical students should not

be less than 1,400 a year.

The Minister has been in close consultation with the universities

with regard to the training capacities of the medical faculties. The

universities were of the opinion that an average number of 200 first-

year students could not be exceeded. In 1964, a special committee was

set up to ensure an efficient distribution of-first-year students over

the six medical faculties. Taking into account the Goudswaard report

and the training capacity of the medical faculties as a whole, the

Government decided in May, 1965, that as soon as possible a new medical

faculty should be established in Rotterdam. However, it is not certain

that the total training capacity of even seven medical faculties will

be sufficient. The possibility of a numerus clausus for first-year

students in 1966/67 as a final resort is therefore not excluded.

(c) The new technological university

An investigation similar to that undertaken for medical education

will be required in the field of technological training. The question

whether a new technological university should be established near Ams-

terdam, which had been raised for the first time in the expansion com-

mittee's report mentioned above and then, in 1961, in the Memorandum

of the Minister, has become acute. A committee has now been set up to

study the various aspects of this problem.

(d) Duration of studies

One of the main problems is the question how to shorten the dura-

tion of studies in many disciplines. According to statistical data, the

normal duration of study for most disciplines is a year longer than it

was before World War II. The study of medicine, which takes about nine

years, is apparently the longest of all.
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It is supposed that this pr3blem car be solved only by modifica-
tion of the structure of present university training. This question,
however, calls for a good deal of study. In the first place, the :c.)ssi-
bility of creating propaedeutic examinations having a selective character
is under consideration. The aim would be to discover at an early stage
whether the student is capable of pursuing the programme of studies he
has chosen. In the second place, a revision of the so-called "kandidaats-
examen' is under consideration.

Under the Higher Education Act, the responsibility for the duration
of studies rests, in the first instance, with the faculties. The facul-
ties were requested, therefore, through the Academic Council, to take
measures to obtain as soon as possible a reasonable reduction of the
length of study programmes.

The Minister submitted to Parliament data provided by the faculties
on thir .roblem. In university circles, in the Ministry and in Parlia-
ment, much attention is given to this question. The ultimate aim is
for the faculties to reduce, if possible, the normal duration of prepa-
ration for the doctoral examination to five years.

Table 44

First year medical students: 1955/56 to 1964/65 (1)

Leiden Groningen Utrecht G.U. V.U. Nijmegen Total

1955 - 1956 133 8), 118 126 55 109 625
1956 - 1957 122 80 115 119 38 89 603
1957 - 1958 154 103 144 151 49 122 723
1958 - 1959 154 95 175 142 64 106 736
1959 - 1960 176 118 194 148 70 123 829
1960 - 1961 154 125 177 154 54 126 790
1961 - 1962 185 126 222 152 74 117 876
1962 - 1963 197 179 237 169 81 125 979
1963 - 1964 277 190 299 224 128 161 1279
1964 - 1965 259 203 288 220 195 219 1384

(1) There are at present six medical faculties in the Netherlands.
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(e) Curricula

The specific content of the curricula for the various disciplines

is another important element of higher education now under considera-

tion. General regulations concerning the examination requirements are

laid down in the Academic Statute, a Royal decree which is applicable

to both public and (indirectly) private universities. Under the stipu-

lations of the Academic Statute, two examinations should be passed in

every discipline:

(i) The "kandidaats" examination for which a broad general know-

ledge of the discipline in question is required;

(ii) The final "doctoraal" examination, which is more specialised

and is concentrated on one main subject and, as a rule, two

sub-subjects.

A faculty may also give a bachelor's examination. This can be taken

after three and a half years of study and should also be regarded as a

final examination, although at a lower level than the "doctoraal".

The regulations set forth in the Academic Statute leave a consider-

able amount of freedom to each faculty.

Each faculty is obliged to determine itE own policy and at the

same time to accept the principle of collective responsibility. The

individual professor is free with regard to determining the nature of

his subject matter and the manner of its presentation.

The Statute emphasizes the fact that all universities in the Nether-

lands have the same status. This means that a student can, for example,

pass the "kandidaats" examination in onc, university and continue his

study for the " doctoraal" examination it another university. The "doc-

toraal" examination taken in one university entitles the student to

take a doctor's degree in the same facul-4. in any of the other univer-

sit ies.

The universities also confer some degrees qualifying for a profes-

sion (e.g. medicine, pharmacy, etc.)

The new examination programmes to be included in the Academic

Statute are still under discussion; the ministry, the Academic Council

and the universities are working closely together in this respect too.

In revising the old Academic Statute, the opportunity is being

taken to review the entire set-up of university studies in the light

of the great changes which have taken place, and are still taking place,

in society and science.
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As a rule, only courses for which the examination requirements
are laid down in the Statute will be financed by the Government.
However, as an experiment, the universities can suggest new courses
for which they desire financial support. The Academic Statute regulates
the manner in which the universities may introduce new courses of study
in one of their faculties before such courses can be included in the
Statute itself.

(f) National scientific research_policy

All universities in the Netherlands, in addition to their training
task, have a function to fulfil in the field of scienti,.. research.
Their contribution - especially indispensable with regard to fundamental
research - makes it necessary that they work on the frontiers of know-
ledge. Therefore, the characteristics of modern scientific research
will, in general, have an impact on the universities. Special attention
has to be paid to the needs raised by some disciplines for expensive
equipment and for a rapid increase in costs and in number of scientific

personnel. The continuing development of the universities requires that
standards be developed whi,h can assist in allocating resources for

higher education between its two basic functions, teaching and research.
Furthermore, within the various fields of research, standards for required
resources also need to be determined, partly on the basis of priorities

governing national research policy and partly on the basis of particular
features of each field in question. Such standards, moreover, must not
he static but must be projected to adapt to change in the future. This

process involves difficulties, but the alternative would be to have even
less of a basis for planning the resource needs for the research func-
tion of the universities during this coming period of expansion.

The broad composition given by the Academic Council to its Committee
for General Problems of scientific Research at the universities reflects

the importance and the full significance of the problems with which the
universities have to cope in this field.

The growing importance nf science and technology, making themselves
felt eve' more deeply in the life of society, must be recognised through
a eo:ci,),s effort to give a role to the sciences in government policy.
V;ninst this hankr7round, the Government will shortly introduce in Par-
liament a hill to estai)lish an Ldvisory council for science Policy.
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(g) The internal efficiency of the university institutions:

The problem of student drop-out

The various standards applied in promoting the development of the

universities may be examined on the basis of their effect upon univer-

sity efficiency in producing qualified students. The current study of

the Central Bureau of Statistics on the data pertaining to student drop-

out may shed further light on the factors behind this phenomenon. Any

serious planning effort to cope with this problem will involve an eval-

uation of the factors - such as shorter courses, new types of courses,

student housing schemes, guidance programmes and the location of new

university facilities near student residences - as they affect student

performance and retention.

C. University development as related to national social

and economic goals

(a) The supply of and demand for university graduates

Chapter VII of this report deals with the calculations that have

been made indicating the relationship between the economic demands for

high-level manpower and the prospective supply of university graduates

in the Netherlands. In general, these calculations indicate that the

total supply of university graduates will, in the period 1970 - 1980,

not fall too far below demand. However, some considerable imbalances,

and therefore shortages, can be expected in individual branches of study

if past trends remain unchanged in the future. Shortages may occur, for

example, in technology, chemistry, physics, pure mathematics, dentistry,

law and economics, and surpluses may build up in various branches of

the humanities. Of course, in some of these areas the shortages and

surpluses are dependent upon standards for the utilisation of these

skilled and high-level manpower groups in the economy and in the various

institutions of society.

(b) Guidance of the students with respect to their choice of

studies, therefore, becomes a particularly crucial subject for further

work in the development of university programmes. It should be noted

that a system of guidance would also be related to encouraging success

among university students in their careers. Furthermore, a developed
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system of guidance would be the point at which the university system
could reconcile the freedom of students to choose their own programme
of studies with the needs of, and opportunities for, trained high-level
manpower.
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Chapter XI

RECENT DEVELOPMFNTS IN THE ORGANISATION OF
EDUCATIONAL PLANNING AND VIEWS ON THE FUTURE ORGANISATION

1. General

From material in other chapters of this report it is possible to
get a general impression of the situation of educational planning in
the Netherlands at present and of the development of this planning in
the last ten years. Although one has to recognise that much has been
done in the field of educational planning,it is clear that what has
been done has been of a relatively piecemeal character. Action was
undertaken in those fields which presented the greatest problems, but
the need for integrated planning of the whole field covered by the
Ministry of Education and Science was increasingly evident. All this
culminated in a statement by the Minister in Parliament during the dis-
cussing of the annual budget of the Ministry in November 1964. The
Minister stated that due to the enormous complexity of problems he has
to deal with and the difficulties which arise increasingly as a result
of fragmentary policy-making, long-term planning for the whole field
of competence of the Ministry is necessary. Also he said that it was
his intention to promote this type of planning in his Ministry.

Several developments are now under way in this direction. The name
of the Research Department has been changed to "Research and Planning
Department". A social-economic adviser with his own staff bureau has
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been appointed (See section 3 of this chapter). The planning activities
of the directorate-general of sciences in the field of the universities

are now being related more closely to this unit. Forms of co-ordination

are now in the process of development.

Systematic study of the goals society sets for education and trans-
lation of these goals into a coherent system of educational targets is
now under way. Naturally it is not possible for policy-makers to wait

for this theoretical structure to be completed. Therefore, alongside

these activities, systematic lists of the main urgent educational prob-
lems for which solutions cannot wait are being drawn up. Provisional

choices about priorities have to be made.

A number of other administrative developments which will enter into
the general educational planning process may be briefly listed here:

The establishment of an independent body for the co-ordination of
all research in the educational field has already been mentioned. Co-

ordination of the activities of this body with those of the Ministry is
carried out through a ministerial delegate (the head of the Research

and Planning Department) on its governing board who has special power
with respect to some questions.

Also the importance for educational planning of the new Post-
Primary Education Act (the so-called "Mammoth Law"), which will come
into force in a few years (probably 1968) has already been emphazised
and will be further explored.

The establishment of new schools is formally regulated by this
law. A new financing system for all the types of secondary schools is

being studied. The same is true of the teachers' salary system, in which
stress is laid on co-ordination and uniformity. A new department for

salaries and other questions concerning the teaching personnel for all

types of schools (including pre-primary and primary education) has

already been established in the Ministry; heretofore each type of school
had its own system of salaries and regulations concerning teaching per-
sonnel.

A special committee has been appointed to study a new system of

certification for teachers and a new system of training for teachers
of all secondary levels.

Apart from this, a whole group of committees under the supervision
of the Inspector-General of the Ministry is engaged in devising new

curricula for all types of secondary education. These are composed of
delegates of the pedagogical centres, national organisations of governing
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bodies, teachers' organisations and heads of the schools concerned.

Experiments are being carried out for the new types of schools mentioned

in the Post-Primary Education Act. Also under consideration is the prob-
lem of the introduction of new educational methods. A working group
composed of members of the pedagogical cPntres and of the Research and

Planning Department is studying the methods of introduction which seem
to be most valuable and usable with a view to optimal edUcational func-
tioning.

It can be said - as is clear from the above - that educational

planning activities are expanding rapidly. Although integral planning

has not yet been achieved, it seems clear that the developments in that
direction are rapid, and it is to be expected that this position in
educational planning should be reached in a few years.

It seems appropriate in concluding this section to mention that
.in April 1965 the scope of the Ministry of Education, Arts and Science

was redefined and the Ministry renamed as the Ministry of Education and
Science. The directorate-general of Arts and of Adult Education, Youth,
sport etc., has been transferred to a new Ministry of Culture, Recrea-
tion and Welfare.

°. The new procedure for establishing schools

In Appendix I information is given of the ways in which the es-

tablishment of new schools (governmental and non-governmental) of dif-
ferent types is regulated by the educational laws.

In Chapter VI a new system for establishing schools in post-primary
education was described.

The Mammoth Law row legally introduces a planning procedure for

the founding or the granting of subsidies to schools. The criteria used

involve a combination of prepared school plans and numerical standards
on school size which indicate the validity of each proposal to estab-

li:Tha new school. As a condition for the foundation of governmental
schools and the granting of subsidies to non-governmental schools, it

is laid down that the schools must be included in a plan to be drawn

up every year by the Minister of Education and Science covering those
post-primary schools which for the next three calendar years will qua-

lify (i.e. on the National Budget) for financing from the Exchequer.

When drawing up the plan the Minister (in consultation with the Minister
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of Agriculture and Fisheries as regards ag icultural schools) uses, as

a basis, sub-plans submitted by bodies whose aim is to promote post-

primary education, and, also, requests by municipalities and governing

bodies of schools, together with the State schools which he considers
necessary.

The sub-plans and requests to be submitted state the nature and

the location of schools which are desired, and are accompanied by a

forecast of their anticipated size. Although the law does not make it

compulsory it will be important to have the forecasts drawn up by
research institutes.

A school will be included in the Minister's plan in any case if
the result of the forecast regarding the anticipated number of pupils

comes up to the above-mentioned numerical standard, which has been

included in the Act for the most common types of schools. In addition

to the schools which satisfy the numerical standard, the Minister can
also include in the plan other schools for which there is a demand.

These may be schools for which no numerical standards have been laid
down in the Act, but also schools which, although they do not satisfy

the numerical standard, nevertheless fill a real need.

From sub-plans and requests the Minister draws up the central plan.

At the same time he designates in the 'plan those schools whose founda-
tion or claim to a subsidy he intends to encourage in the first year

after the drafting of the plan. Within one month after the drafting of

the plan, the date of which must coincide as closely as possible with

that of the submission of the National Budget, the plan will be published

in the Netherlands Government Gazette.

The schools which are included in the plan for the remaining two.

years will in principle be made eligible for financing in one of those

years. Therefore, in each of the succeeding plans those schools will

appear whose foundation had been provided for in the last two years of

the preceding plan, together with the schools for which new requests

have been received and State schools which are considered necessary.

The rule outlined here may be deviated from if a request is with-

drawn or if, in the opinion of the Minister, circumstances have occured
since the last plan was drawn up which, if they had been known then,
would have led to another decision.

An appeal by a governing body or municipality can be made to the

Crown against the decision of the Minister not to include a school in
the plan or to remove it from the plan.
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It may be added that if a school is included in the plan for five

successive years, it will become eligible for financing in any case.

Furthermore, numerical standards have been laid down in the Act relating
to the abolition of schools or tOe cancellation of the subsidy, as the
case may be.

Finally mention should be made of Article 68 of the new law which
states:

If the Minister wishes to indicate that a school or a school loca-
tion other than those requested would be more in harmony with a total

balance of education facilities, he is to consult with the requesting
body before the formal drawing of the plan. To provide a real check on
the sub-plans and requests for establishing schools, a research group

is created, consisting of representatives of the Ministry and the or-

ganisations which play a role in the Dutch educational system, whose
task it is to undertake the statistical analyses needed to draw up a
basic integrated plan for all types of schools.

This basic school plan will serve many purposes. For instance

apart from providing a check on sub -plans and requests for subsisising

non-governmental and municipal schools, it also constitutes a planning
basis for the founding of State schools by the Minister himself. It

will also supply him with arguments for not including a school or for
removing a school from the plan, or for answering appeals to the Crown
against his decisions. Furthermore this basic planning study, aiming at
a pattern of schools which optimizes educational opportunity, should go
beyond its originally limited purpose and should stimulate a higher
level of discussion and research on educational matters.

Both in the research and in the elaboration of the above-mentioned
basic school plan the Research and Planning Department of the Ministry
plays an important role. It is clear that this work must be done in

close co-operation with the policy departments of the Ministry. The

State-Secretary of Education decided in the beginning of 1965 after

consultation with the national organisation of the different denomina-
tion that the elaboration of the basic plan must be carried out in close

co-ordination with these organisations. In this way it will be possible
to come to a general agreement about starting points and premises. Two
advantages result from this approach:

(a) The work can be performed in a more efficient way and

(b) In accordance with the Dutch traditions of freedom of educa-

tion, the social institutions involved in education will play

a role in the whole planning procedure from the start.
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3. The organisation of the research and planning activities in the
Ministry

In the last one and a half yearscertain decisions were made about
the organisation inside the Ministry of Education and Science of the
activities in the field of research and planning.

First in February 1965 the name of the Research and Study Depart-
ment was changed to Research and Planning Department. Apart from this
a social-economic adviser was appointed, working outside the department
mentioned above and directly responsible to the Secretary-General of
the Ministry.

In February 1966 the tasks of the Research and Planning Department
and of the social-economic adviser were determined once more by minis-
terial decree.

Part of the former task of the Research and Planning Department was
transfered to the social-economic adviser, who got a staff-bureau at
his disposal. The main founctions of the adviser can be formulated as
follows: The preparation of reports - in connection with the middle-
term and long-term planning - concerning the financial aspects and budg-
etary consequences of the development of education and sciences. All
this especially with a view to the confrontation of the financial con-
sequtinc,s of the educational and sciences policy with the structural
and conjunctural policy of the goveimment.

The activities of the social-economic adviser include the prepara-
tion or collecting of the necessary forecasts dealing with the quanti-
tative trends of the number of pupils and teachers, of the investments
and of expenditure.

The task of the Research and Planning Department is now described
as follows: "The Research and Planning Department has - for the benefit
of a policy based on planning - as a task to provide insight in the

goals and the development of education and in the factors, which deter-
mine this development, as far as these activities do not belong to the
field of action of the social-economic adviser".

The specific division of the activities of both units is now being
worked out in co-operation between the two bodies.

It is important to stress the fact that the Research and Planning
Department not only functions as a fulcrum for planning activities in
the Ministry, but also for the administration and financing of the
innovation that takes place in the educational process itself. The
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Department administers the funds of the Ministry with which the peda-
gogical centres are subsidised for their running costs. The budgets of
the centres are controlled by the Department, which, in this way, ob-
tains a comprehensive view of all their activities. Subsidies for the
research projects of the pedagogical centres and other organisations
and for school experiments are also administered by the Department.



Chapter XII

FINAL COMMENT

4

The foregoing chapters give an idea of the present position of
Dutch educational planning. As in most countries, planning started with
reference to particular problems which arose at a given time. When these
problems accumulated and became increasingly complex, planning also
became a more complicated matter.

Techniques and methods are being developed by a process of trial
and error. The roles of those concerned with preparation for planning
and of t!1Q3e dealing with administration as such ad to be clarified.

The proper organisktion of planning units had to be worked out.

The concept of planning is now gradually becoming clearer. The
preceding chapters depict the situation which exists at present.

It is clear that most countries will be found to be in the same

position as the Netherlands with respect to these problems. Close co-
operation on an international level should, therefore, be regarded as

desirable, and will increase understanding of the most important pro-
blems. Through such co-operation the various countries will be able to
learn from each other's problems and from each other's approaches to
the solution of these problems.

conclusion, it may be noted that in a democratic country the
task of planning cannot be confined to technical planners and adminis-
trators but most involve the co-operation of all interested parties.

WithoLt such co-operation, ore may expect to f nd less than full Ider-

standing of the ob,eet'ves of planning and the dec]sions cased upon it.
The role of education in society too important to tale such -isls.
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Appendix I

The legislative basis of Goal 2

(3ee Chapter II)

The basis for Goal 2 is set forth in the Constitution. Chapter 12,

article 208, says:

"Education shall be an object of constant solicitude on the part

of the government. It shall be freely imparted, save for superin-

tendance by the authorities and - in the case of general education,

primary as well as secondary - examination to ascertain the ability

and morality of the teacher; all of which is to be regulated by

law.

Public relation shall be regulated by law, every person's religious

views being duly respected.

In every municipality the authorities shall impart sufficient public

general primary education in an adequate number of schools. Accord-

ing to rules to be laid down by law, deviation from this provision

may be permitted provided that opportunity is given for such educa-

tion to be received.

The standards of efficiency to be prescribed for education which

is to be defrayed wholly or in part from public founds shall be

regulated by law, with due observance, in so far as private educa-

tion is concerned, of freedom of management.

These standards shall be determined for general primary education

in such a manner as to guarantee, to an equal degree the efficiency

of private education defrayed entirely from public funds and public

-ducation.

In these regulations, the freedom of private education concerning

the choice of means of instruction and the appointment of teachers

shall, in l,rticular, be respected.

Private general primary education fulfilling conditions to be im-

posed by law shall be defrayed from public funds according to the

same standards as public education. The conditions upon which

private general secondary 'ducation and pre-acauemic education
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shall be granted contributions from public funds shall be fixed
by law.

The King shall cause a report on the condition of education to be
made annually to the States-General".

The implications of these principles were first worked nut in the
Primary Eduction Act of 1920. The Act regulates ordinary primary (pri-
mary school), specialised primary (special school), complementary pri-
mary (continuation school) and advanced primary (secondary modern school)
education.

The two latter categories, although regulated by this Act, are, in
fact, at the secondary level.

Public primary education is - accoruing to the Act - the responsi-
bility of the municipalities, while private primary education is pro-
vided by different societies, associations and institutions. The public
primary schools are open to all children irrespective of religious

convictions or affiliations, and their teachers respect all religious
beliefs.

;very municipality must have an adequate number of public primary
schools available to the children within its area. The only exceptions

are those very small municipal areas in which the number of children
who are to attend school is less than twelve.

The management of these governme,,tal primary schools is in the
hands of the municipality. The Central Government reimburses the muni-
cipalities for the salaries paid to the statutory number of teachers in
these primary schools. The remuneration of the teaching staff is fixed
by the State. Financial equality in public and private education was,

moreover, regulated by the Primary Education Act 1920, so that both
forms of education receive grants from public funds, according to the
same standard.

Naturally, however, certain conditions must be fulfilled by private
schools to qualify for these subsidies. In the first place, a minimum
number of pupils must be awaiting enrolment before such a school can be
established. For primary schools, for instance, this minimum is 125
pupils in towns with more than 100,00r, inhabitants, 100 in towns having
from 7,0'r to 10c,C( inhabitants, 75 in localities with between 25,000

5(,(;on inhabitants, and 50 in smaller towns. When the requisite
number of pupils is available, the society or institutions deQiring to
establith the new school automatically receives the money from the mu-
nicipality to erect the building immediately after it has paid a guar-
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antee of 15 per cent of the estimated construction costs to the muni-

cipality. Naturally, the private institution must satisfy a number of

conditions laid down in the Act concerning the standards and content

of the instruction (e.g. certificates of teachers, subjects co'13(e-

taught).

Preparatory higher and secondary education (girls modern grammar

school; modern grammar school; grammar school and combined grammar

school) is regulated in the Higher Education Act of 1876 and the Second-

ary Education Act of 1863. For this level of education, financial equal-

ity between governmental and non-governmental schools means that sub-

sidies are granted according to the same standards that are applied

for financial assistance to State schools.

For the establishment of new schools, however, the system is not

automatic. The granting of a subsidy for a new governmental (municipal)

secondary school for which State funds are requested, as well as for

a new private secondary school, depends on budgetary factors; i.e.,

whether or not Parliament has agreed to making the necessary funds

available. Apert from that, the Minister of Education and Science can

refuse subsidies when he decides that there is no real need for the

school. The same applies in general to vocational education, which is

regulated in the Technical and Vocational Education Act of 1919.

When the Post-Primary Education Act 1963 comes into force (in a

few years) the system of establishing new schools will be changed. In

articles 64 to 115 rules are laid down for the financing of secondary

education. The establishment of new schools will be dependent on the

preparation of a school plan in conjunction with the use of a system

of statutory numerical standards. (For further information, see Chapter

XI de-ling with the new school system). The above-mentioned Acts, more-

over, contain certain safeguards protecting the right of every citizen

to equal educational opportunities. The Primary Education Act of 1920

recognises the possibility of the establishment of joint public schools

by swill municipalities, especially in those cases where the number of

pupils desiring governmental education in each of the localities is

very small. The Act also provides the possibility for municipalities

to subsidise the costs of transport of pupils living at a distance of

more than 4 km. or to create a system of transport for these pupils.

The Acts regulating secondary education, moreover, e;plicitly

place both municipal and non-governmental secondary schools under the

obligation to accept all pupils who pply for almi.Dsior irrespective

of religion and denomination, with the exception o4' schools which h ve
only boarding pupils.
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Diagram VI

ACTUAL STRUCTURE OF THE NETHERLANDS EDUCATIONAL SYSTEM
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d
e
 
a
n
d
 
t
h
e
 
s
e
r
v
i
c
e

i
n
d
u
s
t
r
y
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-
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i
t
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.
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t
e
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e
c
o
n
d
a
r
y

3
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3

d
u
c
a
t
i
o
n

o
v
o
c
a
t
i
o
n
a
l
)

-1 r-
i;-

, a1
4-

4E T a

l
a
g
e
r
e
 
t
e
c
h
n
.

s
c
h
o
o
l

l
a
g
e
r
 
n
i
J
v
e
r
-

h
e
i
d
s
o
n
d
e
r
w
i
j
s

v
o
o
r
 
m
e
i
s
j
e
s

l
a
g
e
r
e
 
l
a
n
d
-

b
o
w
s
c
h
o
o
l
/

l
a
g
e
r
e
 
t
u
i
n
-

b
o
u
w
s
c
h
o
o
l

s
c
h
o
o
l
 
v
o
o
r

d
e
t
a
i
l
h
a
n
d
e
l

l
.
t
.
s
.

l
.
n
.
o
.

j
u
n
i
o
r

t
e
c
h
n
i
c
a
l

s
c
h
o
o
l

j
u
n
i
o
r
 
d
o
m
e
s
-
 
s

t
i
c
 
s
c
i
e
n
c
e

s
c
h
o
o
l

e
l
e
m
e
n
t
a
r
y

a
g
r
i
c
u
l
t
u
r
a
l
/

h
o
r
t
i
c
u
l
t
u
r
a
l

s
c
h
o
o
l

r
e
t
a
i
l
 
t
r
a
d
e

s
c
h
o
o
l

t
r
a
i
n
i
n
g
 
f
o
r
 
l
o
w
e
r
 
t
e
c
h
n
i
c
a
l

f
u
n
c
t
i
o
n
s
 
i
n
:
 
i
n
d
u
s
t
r
y
,
 
c
o
m
m
e
r
c
e

f
i
s
h
e
r
i
e
s
 
a
n
d
 
t
r
a
n
s
p
o
r
t

t
r
a
i
n
i
n
g
 
o
f
 
g
i
r
l
s
 
i
n
 
h
o
m
e
 
e
c
o
n
o
m
-

i
c
s

a
n
d
 
o
t
h
e
r
 
f
e
m
i
n
i
n
e
 
o
c
c
u
p
a
-

t
i
o
n
s

t
r
a
i
n
i
n
g
 
f
o
r
 
l
o
w
e
r
 
f
u
n
c
t
i
o
n
s
 
i
n

a
g
r
i
c
u
l
t
u
r
e
/
h
o
r
t
i
c
u
l
t
u
r
e

t
r
a
i
n
i
n
g
 
f
o
r
 
l
o
w
e
r
 
f
u
n
c
t
i
o
n
s
 
i
n
:

t
h
e
 
c
r
a
f
t
s
,
 
t
h
e
 
r
e
t
a
i
l
 
t
r
a
d
e
 
a
n
d

t
h
e
 
s
e
r
v
i
c
e
 
i
n
d
u
s
t
r
y
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-
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L
e
v
e
l

T
y
p
e
s
 
(
D
u
t
c
h
)

A
b
b
r
e
-

v
i
a
t
i
o
n

T
y
p
e
s
(
E
n
g
l
i
s
h
)

D
e
s
c
r
i
p
t
i
o
n

Y
e
a
r
s

0 4
-
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a
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-
1 o S .
r
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4
.
3 d

s
e
c
o
n
d
a
r
y

e
d
u
c
a
t
i
o
n

i
o
a
)

(
v
o
c
a
t
i
o
n
a
l
)

.
.

;
.
.

o
s

.
0 0 o 0 m m S t
o 0 V o o ;_,

u
i
t
g
e
b
r
e
i
d

t
e
c
h
n
.
 
s
c
h
o
o
l

u
i
t
g
e
b
r
e
i
d

l
a
g
e
r
 
n
i
i
v
e
r
-

h
e
i
d
s
o
n
d
e
r
w
i
j
s

v
o
o
r
 
m
e
i
s
j
e
s

k
l
e
u
t
e
r
l
e
i
d
s
t
e
r

o
p
l
e
i
d
i
n
g

m
i
d
d
e
l
b
a
r
e

l
a
n
d
b
o
u
w
s
c
h
c
o
l
/

m
i
d
d
e
l
b
a
r
e

t
u
i
n
b
o
u
w
s
c
h
o
o
l

h
o
g
e
r
e

t
e
c
h
n
i
s
c
h
e

s
c
h
o
o
l

m
i
d
d
e
l
b
a
a
r

n
l
j
v
e
r
h
e
i
d
s
-

o
n
d
e
r
w
i
j
s

v
o
o
r
 
m
e
i
s
J
e
s

h
o
g
e
r
e
 
l
a
n
d
-

b
o
u
w
s
c
h
o
o
l
/

h
o
g
e
r
e
 
t
u
i
n
-

b
o
u
w
s
c
h
o
o
l

z
e
e
v
a
a
r
t
-

s
c
h
o
o
l

k
u
n
s
t
n
i
i
v
e
r
-

h
e
i
d
s
s
c
h
o
o
l

u
.
t
.
s
.

u
.
l
.
n
.
o
.

h
.
t
.
s
.

_
m
.
n
.
o
.

s
e
n
i
o
r
 
t
e
c
h
n
i
-

c
a
l
 
s
c
h
o
o
l

s
e
n
i
o
r
 
d
o
m
e
s
-

t
i
c
 
s
c
i
e
n
c
e

s
c
h
o
o
l

n
u
r
s
e
r
y
 
t
e
a
c
h
-

e
r
s
'
 
t
r
a
i
n
i
n
g

c
o
l
l
e
g
e

s
e
c
o
n
d
a
r
y

a
g
r
i
c
u
l
t
u
r
a
l
/

h
o
r
t
i
c
u
l
t
u
r
a
l

s
c
h
o
o
l

t
e
c
h
n
i
c
a
l

c
o
l
l
e
g
e

d
o
m
e
s
t
i
c
 
s
c
i
-

e
n
c
e
 
t
e
a
c
h
e
r
s
'

t
r
a
i
n
i
n
g

c
o
l
l
e
g
e

a
g
r
i
c
u
l
t
u
r
a
l
/

h
o
r
t
i
c
u
l
t
u
r
a
l

c
o
l
l
e
g
e

n
a
u
t
i
c
a
l

c
o
l
l
e
g
e

a
r
t
 
c
o
l
l
e
g
e

t
r
a
i
n
i
n
g
 
f
o
r
 
m
i
d
d
l
e
 
t
e
c
h
n
i
c
a
l

f
u
n
c
t
i
o
n
s
 
i
n
:
 
i
n
d
u
s
t
r
y
,
 
c
o
m
m
e
r
c
e
,

f
i
s
h
e
r
i
e
s
,
 
a
n
d
 
t
r
a
n
s
p
o
r
t

m
o
r
e
 
a
d
v
a
n
c
e
d
 
t
r
a
i
n
i
n
g
 
o
f
 
g
i
r
l
s

i
n
 
h
o
m
e
 
e
c
o
n
o
m
i
c
s
 
a
n
d
 
o
t
h
e
r

f
e
m
i
n
i
n
e
 
o
c
c
u
p
a
t
i
o
n
s

t
r
a
i
n
i
n
g
 
o
f
 
n
u
r
s
e
r
y
 
s
c
h
o
o
l

t
e
a
c
h
e
r
s

t
r
a
i
n
i
n
g
 
f
o
r
 
m
i
d
d
l
e
 
f
u
n
c
t
i
o
n
s

i
n
 
a
g
r
i
c
u
l
t
u
r
e
/
h
o
r
t
i
c
u
l
t
u
r
e

t
r
a
i
n
i
n
g
 
f
o
r
 
h
i
g
h
e
r
 
t
e
c
h
n
i
c
a
l

f
u
n
c
t
i
o
n
s
 
i
n
:
 
i
n
d
u
s
t
r
y
,
 
c
o
m
-

m
e
r
c
e
,
 
f
i
s
h
e
r
i
e
s
,
 
a
n
d
 
t
r
a
n
s
p
o
r
t

t
r
a
i
n
i
n
g
 
o
f
 
t
e
a
c
h
e
r
s
 
o
f
 
d
o
m
e
s
-

t
i
c
 
s
c
i
e
n
c
e
 
s
c
h
o
o
l
s
 
f
o
r
 
g
i
r
l
s

t
r
a
i
n
i
n
g
 
f
o
r
 
h
i
g
h
e
r
 
f
u
n
c
t
i
o
n
s

i
n
 
a
g
r
i
c
u
l
t
u
r
e
/
h
o
r
t
i
c
u
l
t
u
r
e

t
r
a
i
n
i
n
g
 
o
f
 
n
a
v
i
g
a
t
i
o
n
 
o
f
f
i
c
e
r
s
,

e
n
g
i
n
e
e
r
s
 
a
n
d
 
r
a
d
i
o
 
o
p
e
r
a
t
o
r
s

f
o
r
 
t
h
e
 
m
e
r
c
h
a
n
t
 
n
a
v
y

t
r
a
i
n
i
n
g
 
i
n
 
a
p
p
l
i
e
d
 
a
r
t
 
w
i
t
h

s
e
c
t
i
o
n
s
 
f
o
r
 
d
r
a
w
i
n
g
,
 
p
a
i
n
t
i
n
g
,

s
c
u
l
p
t
u
r
e
,
 
i
n
d
u
s
t
r
i
a
l
 
d
e
s
i
g
n
,
e
m
.
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s
o
c
i
a
l
e

a
c
a
d
e
m
i
e

s
o
c
i
a
l
 
w
o
r
k
e
r
s

t
r
a
i
n
i
n
g

t
r
a
i
n
i
n
g
 
o
f
 
y
o
u
t
h
 
l
e
a
d
e
r
s
 
a
n
d

p
r
e
p
a
r
a
t
i
o
n
 
f
o
r
 
c
a
r
e
e
r
s
 
i
n
 
s
i
m
i
-

k
w
e
e
k
s
c
h
o
o
l

v
o
o
r
 
o
n
d
e
r
-

w
i
j
z
e
r
s
/
e
s
s
e
n

c
o
l
l
e
g
e

t
e
a
c
h
e
r
s
'

t
r
a
i
n
i
n
g

c
o
l
l
e
g
e

l
a
r
 
s
o
c
i
a
l
-
p
e
d
a
g
o
g
i
c
a
l
 
f
i
e
l
d
s

t
r
a
i
n
i
n
g
 
o
f
 
p
r
i
m
a
r
y
 
s
c
h
o
o
l

t
e
a
c
h
e
r
s
 
(
f
i
r
s
t
 
a
n
d
 
s
e
c
o
n
d

p
h
a
s
e
)
 
a
n
d
 
f
o
r
 
t
e
a
c
h
e
r
 
l
e
a
d
e
r
-

4

s
h
i
p
 
r
o
l
e
s
 
(
t
h
i
r
d
 
p
h
a
s
e
)

4
-
5

s
e
c
o
n
d
a
r
y

l
e
r
a
r
e
n
 
o
p
l
e
i
-

t
e
a
c
h
e
r
s
'

t
r
a
i
n
i
n
g
 
o
f
 
t
e
a
c
h
e
r
s
 
i
n
 
j
u
n
i
o
r

e
d
u
c
a
t
i
o
n

d
i
n
g
 
v
o
o
r
 
h
e
t

t
r
a
i
n
i
n
g
 
f
o
r

a
n
d
 
s
e
n
i
o
r
 
t
e
c
h
n
i
c
a
l
 
s
c
h
o
o
l
s
:

(
v
o
c
a
t
i
o
n
a
l
)

n
i
j
v
e
r
h
e
i
d
s
-

o
n
d
e
r
w
i
j
s

(
N
.
0
.
-
a
k
t
e
)

t
e
c
h
n
i
c
a
l

s
c
h
o
o
l
s
 
f
o
r

b
o
y
s

a
t
 
i
n
s
t
i
t
u
t
e
s
 
o
f
 
t
h
e
 
N
e
t
h
e
r
-

l
a
n
d
s
 
S
o
c
i
e
t
y
 
f
o
r
 
t
h
e
 
T
r
a
i
n
i
n
g

o
f
 
T
e
a
c
h
e
r
s
 
f
o
r
 
T
e
c
h
n
i
c
a
l
 
E
d
u
c
a
-

l
e
r
a
r
e
n
 
o
p
l
e
i
-

d
i
n
g
 
v
o
o
r
 
h
e
t

m
i
d
d
e
l
b
a
a
r

o
n
d
e
r
w
i
j
s

t
e
a
c
h
e
r
s
'

t
r
a
i
n
i
n
g
 
f
o
r

s
e
c
o
n
d
a
r
y

s
c
h
o
o
l
s

t
i
o
n
 
(
m
a
i
n
l
y
 
e
v
e
n
i
n
g
 
s
c
h
o
o
l
s
)

t
e
a
c
h
e
r
s
'
 
t
r
a
i
n
i
n
g
 
a
t

i
n
s
t
i
t
u
t
e
s

p
r
e
p
a
r
i
n
g
 
f
o
r
 
t
h
e
 
s
e
c
o
n
d
a
r
y

s
c
h
o
o
l
 
t
e
a
c
h
e
r
s
'
 
c
e
r
t
i
f
i
c
a
t
e
s

6

(
M
.
O
.
 
-
a
k
t
e
)

5
-
7

l
e
e
r
l
i
n
g
w
e
z
e
n

a
p
p
r
e
n
t
i
c
e
s
h
i
p

s
y
s
t
e
m

s
p
e
c
i
a
l
i
s
e
d
 
t
r
a
i
n
i
n
g
 
f
o
r
 
l
o
w
e
r

t
e
c
h
n
i
c
a
l
 
f
u
n
c
t
i
o
n
s
 
(
p
a
r
t
-
t
i
m
e
)

i
n
:
 
i
n
d
u
s
t
r
y
,
 
t
r
a
d
e
,
 
f
i
s
h
e
r
i
e
s

a
n
d
 
t
r
a
n
s
p
o
r
t

1
-
2

v
o
r
m
i
n
g
 
l
e
e
r
-

p
l
i
c
h
t
v
r
i
j
e

j
e
u
g
d

s
c
h
r
i
f
t
e
l
i
j
k
e

o
p
l
e
i
d
i
n
g
e
n

V
.
L
.
J
.

e
d
u
c
a
t
i
o
n
a
l
 
i
n
-

s
t
i
t
u
t
e
s
 
f
o
r

y
o
u
n
g
 
p
e
o
p
l
e

w
h
o
 
h
a
v
e
 
c
o
m
-

p
l
e
t
e
d
 
c
o
m
p
u
l
-

s
o
r
y
 
e
d
u
c
a
t
i
o
n

e
d
u
c
a
t
i
o
n
 
b
y

c
o
r
r
e
s
p
o
n
d
e
n
c
e

e
d
u
c
a
t
i
o
n
 
f
o
r
 
y
o
u
n
g
 
p
e
o
p
l
e
 
w
h
o

a
r
e
 
a
l
r
e
a
d
y
 
a
t
 
w
o
r
k

e
d
u
c
a
t
i
o
n
 
b
y
 
c
o
r
r
e
s
p
o
n
d
e
n
c
e
 
i
n

t
h
e
 
f
o
r
m
 
o
f
:

b
N
c
o
u
r
s
e
s
 
a
t
 
s
e
c
o
n
d
a
r
y
 
l
e
v
e
l

p
o
p
u
l
a
r
 
c
o
u
r
s
e
s

u
n
i
v
e
r
s
i
t
e
i
t
e
n

u
n
i
v
e
r
s
i
t
i
e
s

t
r
a
i
n
i
n
g
 
f
o
r
 
a
c
a
d
e
m
i
c
 
d
e
g
r
e
e
s

h
i
g
h
e
r

(
i
n
 
a
l
l
 
f
a
c
u
l
t
i
e
s
)

5
-
7

e
d
u
c
a
t
i
o
n

h
o
g
e
s
c
h
o
l
e
n

s
p
e
c
i
a
l

t
r
a
i
n
i
n
g
 
f
o
r
 
a
c
a
d
e
m
i
c
 
d
e
g
r
e
e
s

u
n
i
v
e
r
s
i
t
i
e
s

(
i
n
 
s
o
m
e
 
f
a
c
u
l
t
i
e
s
)
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A
p
p
e
n
d
i
x
 
I
I
I

G
L
O
S
S
A
R
Y

(
F
u
t
u
r
e
 
s
y
s
t
e
m
)

L
e
v
e
l

T
y
p
e
s
 
(
D
u
t
c
h
)

A
b
b
r
e
-

v
i
a
t
i
o
n

T
y
p
e
s
(
E
n
g
l
i
s
h
)

D
e
s
c
r
i
p
t
i
o
n

Y
e
a
r
s

P
r
e
-
p
r
i
m
a
r
y

e
d
u
c
a
t
i
o
n

k
l
e
u
t
e
r
-

o
n
d
e
r
w
i
j
s

k
.
o
.

n
u
r
s
e
r
y
 
s
c
h
o
o
l

e
d
u
c
a
t
i
o
n
 
p
r
e
c
e
d
i
n
g
 
p
r
i
m
a
r
y

s
c
h
o
o
l

2

p
r
i
m
a
r
y

e
d
u
c
a
t
i
o
n

g
e
w
o
o
n
 
l
a
g
e
r

o
n
d
e
r
w
i
j
s

b
u
i
t
e
n
g
e
w
o
o
n

l
a
g
e
r

o
n
d
e
r
w
i
j
s

g
.
l
.
o
.

b
.
l
.
o
.

p
r
i
m
a
r
y
 
s
c
h
o
o
l

s
p
e
c
i
a
l
 
s
c
h
o
o
l

f
i
r
s
t
 
p
a
r
t
 
o
f
 
c
o
m
p
u
l
s
o
r
y
 
e
d
u
c
a
-

t
i
o
n
;
 
a
 
c
o
m
m
o
n
 
f
o
u
n
d
a
t
i
o
n
 
f
o
r

a
l
l
 
p
o
s
t
-
p
r
i
m
a
r
y
 
e
d
u
c
a
t
i
o
n

s
p
e
c
i
a
l
 
e
d
u
c
a
t
i
o
n
 
f
o
r
 
c
h
i
l
d
r
e
n

w
h
o
 
c
a
n
n
o
t
 
b
e
 
e
d
u
c
a
t
e
d
 
s
a
t
i
s
-

f
a
c
t
o
r
i
l
y
 
i
n
 
a
n
 
o
r
d
i
n
a
r
y
 
p
r
i
m
a
-

r
y
 
s
c
h
o
o
l
 
(
i
n
c
l
u
d
i
n
g
 
c
h
i
l
d
r
e
n

o
f
 
b
a
r
g
e
 
c
r
e
w
 
m
e
m
b
e
r
s
)
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-
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o
n

t
o

0

g
e
n
e
r
a
l

T
,

>
`

(
1
)

W
 c o
 
a
t

0
.
,
1
1
E

-
-
1
-
1
-
3
,
-
1

o
cd

g4
o 

C
4

Z
o
o 0
 
o

l
a
g
e
r
 
a
l
g
e
m
e
e
n

v
o
o
r
t
g
e
z
e
t

o
n
d
e
r
w
i
j
s

l
.
a
.
v
.
o
.

l
o
w
e
r
 
g
e
n
e
r
a
l

s
e
c
o
n
d
a
r
y

s
c
h
o
o
l

l
o
w
e
r
 
g
e
n
e
r
a
l
 
p
o
s
t
-
p
r
i
m
a
r
y
 
e
d
u
c
a
-

t
i
o
n
 
c
a
n
 
b
e
 
g
i
v
e
n
 
i
n
 
l
o
w
e
r
 
v
o
c
a
-

t
i
o
n
a
l
 
s
c
h
o
o
l
s
 
(
u
s
u
a
l
l
y
 
o
n
e
-
y
e
a
r

c
o
u
r
s
e
)
 
o
r
 
i
n
 
s
e
p
a
r
a
t
e
 
s
c
h
o
o
l
s
 
i
n

a
 
t
w
o
 
y
e
a
r
 
c
o
u
r
s
e

1
-
2

m
i
d
d
e
l
b
a
a
r
 
a
l
-

g
e
m
e
e
n
 
v
o
o
r
t
-

g
e
z
e
t
 
o
n
d
e
r
w
i
j
s

m
.
a
.
v
.
o
.

M
i
d
d
l
e
 
g
e
n
e
r
a
l

s
e
c
o
n
d
a
r
y

s
c
h
o
o
l

m
i
d
d
l
e
 
g
e
n
e
r
a
l
 
p
o
s
t
-
p
r
i
m
a
r
y
 
e
d
u
-

c
a
t
i
o
n
 
w
i
l
l
 
b
e
 
g
i
v
e
n
 
i
n
 
s
e
p
a
r
a
t
e

s
c
h
o
o
l
s

3
-
4

h
o
g
e
r
 
a
l
g
e
m
e
e
n

v
o
o
r
t
g
e
z
e
t

o
n
d
e
r
w
i
j
s

h
.
a
.
v
.
o
.

h
i
g
h
e
r
 
g
e
n
e
r
a
l

s
e
c
o
n
d
a
r
y

s
c
h
o
o
l

h
i
g
h
e
r
 
g
e
n
e
r
a
l
 
p
o
s
t
-
p
r
i
m
a
r
y
 
e
d
u
-

c
a
t
i
o
n
 
w
i
l
l
 
b
e
 
g
i
v
e
n
 
i
n
:

(
a
)
 
s
e
p
a
r
a
t
e
 
s
c
h
o
o
l
s

(
b
)
 
a
t
h
e
n
e
a
;
 
l
y
c
e
a
 
a
n
d
 
m
i
d
d
l
e

g
e
n
e
r
a
l
 
s
e
c
o
n
d
a
r
y
 
s
c
h
o
o
l
s

(
2
-
y
e
a
r
 
c
o
u
r
s
e
)

(
c
)
 
t
e
a
c
h
e
r
s
t
 
t
r
a
i
n
i
n
g
 
c
o
l
l
e
g
e
s

(
t
h
e
 
f
i
r
s
t
 
t
w
o
 
y
e
a
r
s
)

5

(
2
-
)



s
e
c
o
n
d
a
r
y

e
d
u
c
a
t
i
o
n

(
g
e
n
e
r
a
l
)

(
1
)

a
t
h
e
n
e
u
m

g
y
m
n
a
s
i
u
m

l
y
c
e
u
m

a
t
h
.

g
y
m
.

l
y
c
.

m
o
d
e
r
n
 
g
r
a
m
m
a
r

s
c
h
o
o
l

g
r
a
m
m
a
r
 
s
c
h
o
o
l

c
o
m
b
i
n
e
d

g
r
a
m
m
a
r
 
s
c
h
o
o
l

p
r
e
-
a
c
a
d
e
m
i
c
 
e
d
u
c
a
t
i
o
n
;
 
i
n
 
t
h
e

l
a
s
t
 
y
e
a
r
s
 
d
i
v
i
d
e
d
 
i
n
t
o
:

(
a
)
 
a
t
h
e
n
e
u
m
-
A
.
 
w
i
t
h

e
m
p
h
a
s
i
s

o
n
 
s
o
c
i
a
l
 
s
c
i
e
n
c
e
s
 
a
n
d

l
a
n
g
u
a
g
e
s

(
b
)
 
a
t
h
e
n
e
u
m
-
B
.
 
w
i
t
h
 
s
p
e
c
i
a
l

a
t
t
e
n
t
i
o
n
 
g
i
v
e
n
 
t
o
 
n
a
t
u
r
a
l

s
c
i
e
n
c
e
s

p
r
e
-
a
c
a
d
e
m
i
c
 
e
d
u
c
a
t
i
o
n
;
 
i
n
 
t
h
e

l
a
s
t
 
y
e
a
r
s
 
d
i
v
i
d
e
d
 
i
n
t
o
:

(
a
)
 
g
y
m
.
 
a
l
p
h
a
 
s
t
r
e
a
m
,

w
i
t
h
 
e
m
-

p
h
a
s
i
s
 
o
n
 
G
r
e
e
k
 
a
n
d
 
L
a
t
i
n

(
b
)
 
g
y
m
.
 
b
e
t
a
 
s
t
r
e
a
m
,

w
i
t
h

L
a
t
i
n
 
a
n
d
 
p
o
s
s
.
,
i
l
y
 
G
r
e
e
k
,

b
u
t
 
w
i
t
h
 
s
t
r
e
s
s
 
o
n
 
t
h
e

n
a
t
u
r
a
l
 
s
c
i
e
n
c
e
s

p
r
e
-
a
c
a
d
e
m
i
c
 
e
d
u
c
a
t
i
o
n
;

a
 
c
o
m
-

b
i
n
a
t
i
o
n
 
o
f
 
g
y
m
n
a
s
i
u
m
 
a
n
d

a
t
h
e
n
e
u
m

6 6 6

o .
p

,
. w b 0 , g
.
,

a
s

s
e
c
o
n
d
a
r
y

E
e
d
u
c
a
t
i
o
n

.
r
.
1

g
.
,

(
v
o
c
a
t
i
o
n
a
l
)

p
. z o t
o x - o 4-
'

l
a
g
e
r
 
e
c
o
n
o
-

m
i
s
c
h
 
e
n

a
d
m
i
n
i
s
t
r
a
t
i
e
f

o
n
d
e
r
w
i
j
s

l
a
g
e
r
e

t
e
c
h
n
i
s
c
h
e

s
c
h
o
o
l

l
a
g
e
r
 
h
u
i
s
-

h
o
u
d
e
n
 
n
i
j
v
e
r
-

h
e
i
d
s
o
n
d
e
r
w
i
j
s

v
o
o
r
 
m
e
i
s
j
e
s

l
a
g
e
r
e
 
l
a
n
d
-

b
o
u
w
s
c
h
o
o
l
/

l
a
g
e
r
e
 
t
u
i
n
-

b
o
u
w
s
c
h
o
o
l

l
.
e
.
a
.
o
.

1
.
t
.
s
.

.

l
.
n
.
o
.

l
o
w
e
r
 
e
c
o
n
o
m
i
c

a
n
d

a
d
m
i
n
i
s
t
r
a
t
i
v
e

s
c
h
o
o
l

l
o
w
e
r

t
e
c
h
n
i
c
a
l

s
c
h
o
o
l

l
o
w
e
r
 
d
o
m
e
s
t
i
c

s
c
i
e
n
c
e
 
s
c
h
o
o
l

l
o
w
e
r
 
a
g
r
i
c
u
l
-

t
u
r
a
l
/
h
a
r
t
i
c
u
l
-

t
u
r
a
l
 
s
c
h
o
o
l

t
r
a
i
n
i
n
g
 
f
o
r
 
l
o
w
e
r
 
e
c
o
n
o
m
i
c

a
n
d

a
d
m
i
n
i
s
t
r
a
t
i
v
e
 
f
u
n
c
t
i
o
n
s
 
i
n
:

c
o
m
m
e
r
c
e
,
 
i
n
d
u
s
t
r
y
,
 
t
r
a
n
s
p
o
r
t
,

g
o
v
e
r
n
m
e
n
t
,
 
i
n
s
u
r
a
n
c
e
,
 
b
a
n
k
i
n
g
,

e
t
c
.

t
r
a
i
n
i
n
g
 
f
o
r
 
l
o
w
e
r
 
t
e
c
h
n
i
c
a
l

f
u
n
c
t
i
o
n
s
 
i
n
:
 
i
n
d
u
s
t
r
y
,

c
o
m
-

m
e
r
c
e
,
 
f
i
s
h
e
r
i
e
s
 
a
n
d
 
t
r
a
n
s
p
o
r
t

t
r
a
i
n
i
n
g
 
o
f
 
g
i
r
l
s
 
i
n
 
h
o
m
e

e
c
o
-

n
o
m
i
c
s
 
a
n
d
 
o
t
h
e
r
 
f
e
m
i
n
i
n
e

o
c
c
u
-

p
a
t
i
o
n
s

t
r
a
i
n
i
n
g
 
f
o
r
 
l
o
w
e
r
 
f
u
n
c
t
i
o
n
s

i
n

a
g
r
i
c
u
l
t
u
r
e
/
h
o
r
t
i
c
u
l
t
u
r
e

3

3
-
4

3
-
4

4
(
1
)
 
T
h
e
 
f
i
r
s
t

y
e
a
r
 
o
f
 
e
a
c
h
 
t
y
p
e
 
o
f
 
s
e
c
o
n
d
a
r
y
e
d
u
c
a
t
i
o
n
 
f
o
l
l
o
w
i
n
g

o
n
 
p
r
i
m
a
r
y
 
s
c
h
o
o
l
s
 
s
t
a
r
t
s
 
w
i
t
h

a
t
r
a
n
s
i
t
i
o
n
a
l
 
y
e
a
r
.
 
T
h
e

p
u
r
p
o
s
e
 
o
f
 
t
h
i
s
 
y
e
a
r
 
i
s
 
t
o
 
s
e
l
e
c
t

p
r
i
m
a
r
y
 
s
c
h
o
o
l
 
p
u
p
i
l
s
 
a
c
c
o
r
d
i
n
g

t
o

t
h
e
i
r
 
c
a
p
a
c
i
t
i
e
s
 
f
o
r
 
s
e
c
o
n
d
a
r
y

e
d
u
c
a
t
i
o
n
.



L
e
v
e
l

T
y
p
e
s

T
y
p
e
s
 
(
D
u
t
c
h
)

v
i
a
t
i
o
n

T
y
p
e
s
(
E
n
g
l
i
s
h
)

D
e
s
c
r
i
p
t
i
o
n

Y
e
a
r
s

l
a
g
e
r

m
i
d
d
e
n
s
t
a
n
d
s
-

o
n
d
e
r
w
i
j
s

l
o
w
e
r

c
o
m
m
e
r
c
i
a
l

s
c
h
o
o
l

t
r
a
i
n
i
n
g
 
f
o
r
 
l
o
w
e
r
 
f
u
n
c
t
i
o
n
s

i
n
:
 
t
h
e
 
c
r
a
f
t
s
,
 
t
h
e
 
r
e
t
a
i
l

t
r
a
d
e
 
a
n
d
 
t
h
e
 
s
e
r
v
i
c
e
 
i
n
d
u
s
t
r
y

3
-
4

4
-
3

;
-
. w

4
-
3 0 m

4
.
, o 0

.
.
-
-
1o

4
-
, 0

s
e
c
o
n
d
a
r
y

e
d
u
c
a
t
i
o
n

.
o

(
v
o
c
a
t
i
o
n
a
l
)

w a
)

$
-
' 0 o 0 o (
1
2

0 o tO 0 .
.
-
-
1

o .
-
i

.
-
1 o 4

-
1

m
i
d
d
e
l
b
a
a
r

e
c
o
n
o
m
i
s
c
h
 
e
n

a
d
m
i
n
i
s
t
r
a
t
i
e
f

o
n
d
e
r
w
i
j
s

m
i
d
d
e
l
b
a
a
r

t
e
c
h
n
i
s
c
h
e

s
c
h
o
o
l

m
i
d
d
e
l
b
a
a
r

h
u
i
s
h
o
u
d
e
n

n
i
j
v
e
r
h
e
i
d
s
-

o
n
d
e
r
w
i
j
s

v
o
o
r
 
m
e
i
s
j
e
s

m
i
d
d
e
l
b
a
r
e

l
a
n
d
b
o
u
w
s
c
h
o
o
l

m
i
d
d
e
l
b
a
r
e

t
u
i
n
b
o
u
w
s
c
h
o
o
l

m
i
d
d
e
l
b
a
a
r

m
i
d
d
e
n
s
t
a
n
d
s

o
n
d
e
r
w
i
j
s

m
i
d
d
e
l
b
a
a
r

s
o
c
i
a
a
l
-

p
e
d
a
g
o
g
i
s
c
h

o
n
d
e
r
w
i
j
s

k
l
e
u
t
e
r
-

l
e
i
d
s
t
e
r

o
p
l
e
i
d
i
n
g

m
.
e
.
a
.
o
.

m
.
t
.
s
.

m
.
n
.
o
.

m
i
d
d
l
e

e
c
o
n
o
m
i
c
 
a
n
d

a
d
m
i
n
i
s
t
r
a
t
i
v
e

s
c
h
o
o
l

m
i
d
d
l
e

t
e
c
h
n
i
c
a
l

s
c
h
o
o
l

m
i
d
d
l
e
 
d
o
m
e
s
-

t
i
c
 
s
c
i
e
n
c
e

s
c
h
o
o
l

m
i
d
d
l
e

a
g
r
i
c
u
l
t
u
r
a
l
/

h
o
r
t
i
c
u
l
t
u
r
a
l

s
c
h
o
o
l

m
i
d
d
l
e

c
o
m
m
e
r
c
i
a
l

s
c
h
o
o
l

m
i
d
d
l
e
 
s
o
c
i
a
l
-

p
e
d
a
g
o
g
i
c
a
l

s
c
h
o
o
l

n
u
r
s
e
r
y

t
e
a
c
h
e
r
s
'

t
r
a
i
n
i
n
g

c
o
l
l
e
g
e

t
r
a
i
n
i
n
g
 
f
o
r
 
m
i
d
d
l
e
 
e
c
o
n
o
m
i
c

a
n
d
 
a
d
m
i
n
i
s
t
r
a
t
i
v
e
 
f
u
n
c
t
i
o
n
s

i
n
:
 
c
o
m
m
e
r
c
e
,
 
i
n
d
u
s
t
r
y
,
 
t
r
a
n
s
 
-

p
o
r
t
,
 
g
o
v
e
r
n
m
e
n
t
,
 
i
n
s
u
r
a
n
c
e
,

b
a
n
k
i
n
g
,
 
e
t
c
.

t
r
a
i
n
i
n
g
 
f
o
r
 
m
i
d
d
l
e
 
t
e
c
h
n
i
c
a
l

f
u
n
c
t
i
o
n
s
 
i
n
:
 
i
n
d
u
s
t
r
y
,
 
c
o
m
-

m
e
r
c
e
,
 
f
i
s
h
e
r
i
e
s
 
a
n
d
 
t
r
a
n
s
p
o
r
t

m
o
r
e
 
a
d
v
a
n
c
e
d
 
t
r
a
i
n
i
n
g
 
o
f
 
g
i
r
l
s

i
n
 
h
o
m
e
 
e
c
o
n
o
m
i
c
s
 
a
n
d
 
o
t
h
e
r

f
e
m
i
n
i
n
e
 
o
c
c
u
p
a
t
i
o
n
s

t
r
a
i
n
i
n
g
 
f
o
r
 
m
i
d
d
l
e
 
f
u
n
c
t
i
o
n
s

i
n
 
a
g
r
i
c
u
l
t
u
r
e
/
h
o
r
t
i
c
u
l
t
u
r
e

t
r
a
i
n
i
n
g
 
f
o
r
 
m
i
d
d
l
e
 
f
u
n
c
t
i
o
n
s

i
n
:
 
t
h
e
 
c
r
a
f
t
s
,
 
t
h
e
 
r
e
t
a
i
l

t
r
a
d
e
 
a
n
d
 
t
h
e
 
s
e
r
v
i
c
e
 
i
n
d
u
s
t
r
y

t
r
a
i
n
i
n
g
 
f
o
r
 
m
i
d
d
l
e
 
f
u
n
c
t
i
o
n
s

i
n
 
t
h
e
 
f
i
e
l
d
 
o
f
 
y
o
u
t
h
 
w
o
r
k
,

a
d
u
l
t
 
e
d
u
c
a
t
i
o
n
,
 
s
o
c
i
a
l
 
w
o
r
k

a
n
d
 
p
u
b
l
i
c
 
h
e
a
l
t
h

t
r
a
i
n
i
n
g
 
f
o
r
 
n
u
r
s
e
r
y
 
s
c
h
o
o
l

t
e
a
c
h
e
r
s

2
-
4

3
-
4

3
-
4 1
1
7

3
-
4

3
 
-
.
1
1

3
-
4



0
.

4
.
,

A
. 0 .
c o c
. o 0

.
.
-
4

4
.
, 0 Z

e
c
o
n
d
a
r
y

T
s w

d
u
c
a
t
i
o
n

v
o
c
a
t
i
o
n
a
l
)

A T
s o o w w z o m z vi o .
-
4 rl o c

.
.
4

h
o
g
e
r

e
c
o
n
o
m
i
s
c
h
 
e
n

a
d
m
i
n
i
s
t
r
a
t
i
e
f

o
n
d
e
r
w
i
I
s

h
o
'
 
-
e
r
e

t
e
c
h
n
i
s
c
h
e

s
c
h
o
o
l

z
e
e
v
a
a
r
t
s
c
h
o
o
l

h
o
g
e
r
e

l
a
n
d
b
o
u
w
s
c
h
o
o
l
/

h
o
g
e
r
e

t
u
i
n
b
o
u
w
s
c
h
o
o
l

h
o
g
e
r

m
i
d
d
e
n
s
t
a
n
d
s
-

o
n
d
e
r
w
i
j
s

k
u
n
s
t
a
c
a
d
e
m
i
e

h
o
g
e
r

h
u
i
s
h
o
u
d
-
 
e
n

n
i
j
v
e
r
h
e
i
d
s
-

o
n
d
e
r
w
i
j
s

v
o
o
r
 
m
e
i
s
j
e
s

h
o
g
e
r
 
s
o
c
i
a
a
l
-

p
e
d
a
g
o
g
i
s
c
h

o
n
d
e
r
w
i
j
s

h
.
e
.
a
.
o
.

h
.
t
.
s
.

e
c
o
n
o
m
i
c
 
a
n
d

a
d
m
i
n
i
s
t
r
a
t
i
v
e

c
o
l
l
e
g
e

t
e
c
h
n
i
c
a
l

c
o
l
l
e
g
e

n
a
u
t
i
c
a
l

c
o
l
l
e
g
e

a
g
r
i
c
u
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Appendix IV

(See chapter IX)

EXAMPLE OF A SCHOOL PLAN

The recently completed "KLOS" Plan dealing with schools for train-
ing nurser' school teachers is described here in some detail. It may be
regarded as an illustration of how planning of schools is carried out
in the Netherlands. Plans for other types of schools do not differ to
any great extent from the plan discussed here.

Memorandum on the desirable (geographical) distribution of

training schools for nursery school teachers

(1965-1970)

1. Introduction

In the introduction the necessity for drawing up the plan is dis-
cussed and a survey is given of the subjects dealt with in the succeed-
ing chapters.

2. Number of nursery school pupils expected

(a) First of all, the trend in the number of pupils for the country as
a whole and according to age (4-, 5- and 6-year olds) is given for the
period 1950-1963, expressed in numerical totals and in percentages of
the age groups.

(b) The distribution of the pupils of governmental and non-governmental
(denominational and non-denominational) schools is then given for the
same period.
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(c) Next, variations in participation in nursery school education are
considered for each province (admiAii:Arative unit), and each area which
can be regarded as an economic-geographic unit, for which the Central
Bureau of Statistics has collected a great deal of statistical material.

The deviation of the regional participation figures from the
national figure is traced over a period of years, during which the
differences are seen to become smaller, so that one can speak of a
levelling tendency.

(d) Finally, the chapter gives a forecast for 1970.

To this end, a statistical analysis has been made of the variation
in the participation figures for the regions. Correlation calculations
with a long series of possible "explanatory factors" have shown that
the participation percentage for nursery schools is very closely related
to population density (0.99) and that other factors have little influence.
It has been possible to extrapolate the elements of the regression equa-
tion for 1970 and to forecast the participation percentages for that
year.

To be able to change the percentages into actual numbers, it was
necessary to estimate regional population figures for 1970 on the basis
of a national population forecast and to calculate the number of 5-year
olds expected in 1970.

3. Numbel of nursery school teachers to be expected

The pupil-teacher ratio was calculated for the period 1950 1963,
and was found to have remained constant for a number of years. The pupil-
teacher ratio is connected with the maximum size of a class mentioned
in the Pre-Primari Education Act. When applied to the estimated number
of pupils in nursery schools, the pupil-teacher ratio gives the corres-
ponding numbers of nursery school teachers for the whole country and
for each region, subdivided into governmental and non-governmental
(denominational and non-denominational) groups of teachers.
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4. Estimate of the number of students in the training schools for

nursery school teachers

Replacement and extension

From the figures cited in the previous chapter it is possible to

calculate how many nursery school teachers will be needed for the re-

quired extension of the "corps". In addition, attention must be paid

to what is known as the "replacement" need (i.e. the number of new

nursery school teachers to be appointed annually c) fill the vacancies

in the corps). Finally, the number of vacancies filled by teachers

coming straight from training schools and by those who have already had

some years' of experience has also been analysed. However, only,the

replacement need has been taken into account for planning the number of

schools, as the demand is a recurring and fairly constant one.

The number of newly - trained, nursery school teachers to be supplied I

by the schools in 1970 was calculated with the help of the replacement

percentage. An inquiry was conducted on the training schools to ascertain

what percentage of newly-trained teachers do not enter on a teaching

career. It was then possible to calculate the number of students the

training schools must have if enough new nursery school teachers are

to be turned out. Since the demand has so far been adequately met by

the supply and since the increase in the number of nursery school teach-

ers is not excessive, difficulties in maintaining the equilibrium are

not anticipated.

5. The size of a training school

It is necessary to know what size a school should be before drawing
up a plan for the distribution of schools. Since no basic investigation

whatsoever has been made in this field, the absence of such knowledge
is a difficulty in all school planning. A certain line of reasoning

has gradually evolved, which is summed up below. Three factors influence

the decision, i.e. students, teachers and teaching requisites:

(a) Students

A school should offer every known facility in the branch of

education to which it belongs. In other words, where possible,
it should comprise departments for every different aspect of
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that branch, enabling a student to choose and, if necessary,
to switch from one to another.

(b) Teachers

A school must have a minimum number of full-time teachers for
the main subjects, so that a high standard of education can
be provided. There must therefore be enough lessons to occupy
a number of teachers fully. The number of lessons depends on
the curriculum and on the number of classes in a school, and
the classes must have a certain number of students.

4c) Teaching requisites

For economic reasons it is desirable that schoolrooms (particu-
larly those for a special subject, which often requires very
expensive equipment) be used frequently enough to justify the
money invested in them.

Taking these factors dnto consideration and knowing the proportion
of students in the various departments and in the various years of the
course, it is possible to decide upon an "idea'" yet practical size
for a school. This was the method used to determine the size of training
schools for nursery school teachers (the student aspect of the question
was not considered, as training of nursery school teachers entails only
one line of study).

6. Comparison of the estimated numbers of students at the new training
schools and the actual numbers studying at the existing schools
to-day

In this chapter the estimated number of students for 1970 is com-
pared with the present number of students studying at existing training
schools to-day in each region divided into governmental and non-govern-
mental/denominational and non-denominational. Taking the empirically-
defined school areas of the existing schools as a basis, the necessity
for providing more training schools in the future is teing examined.
The "ideal" size for a training school is being used as the yardstick
to test whether an increase in the number of schools wculd be a wise
step from a pedagogical point of view. By thus systemEtically "sounding"
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the whole country, as it were, an attempt is being made to distribute

training schools in such a way that the aims of education are served

as well as possible.

7. Summary and conclusions

The last chapter recapitulates the findings of the investigation

and gives the conclusions regarding the possibilities of extension

revealed by the school plan.

The closing sentences emphasize once again that the value of the

plan is relative, since the foundation on which it has been built is an

investigation based on a number of premises and suppositions, the accu-

racy of which has still to be proved. It is therefore stated that these

premises and suppositions must be compared annually with the facts, so

that any unexpected development may be detected at an early stage and

prompt consideration may be given to revising the plan.
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CONSIDERATION AND DISCUSSION OF THE REPORT

-Ninth Meeting of National E.I.P. Directors and Representatives,

./eveningen (the Hague): 13th - 15th April, 1966

The main purpose of the Programme on Educational Investment and
Planning (E.I.P.) is to help Member countries develop and improve their
educational planning machinery and their educational plans, in parti-
cular, through an exchange of information on the work being done in
each country.

Thus one of the basic activities of the E.I.P. Group at its meet-
ings is to consider and discuss the general educational policy and
planning reports prepared by the national educational planning autho-
rities.

These discussions allow members of the Group, normally officials
responsible for educational planning services in the different Member
countries, to pool their experiences. Furthermore, as is shown by the
discussions at Scheveningen, consideration of these reports makes it
possible to tackle a wide range of the fundamental problems faced by
the educational authorities of Member countries.
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Discussions are based not only on the report itself but also on a

"technical appraisal" of its various sections prepared by a group of

experts largely chosen from within the E.I.P. Group. The different pa-

pers considered are set out in Part I of this report. Part II contains

a summary of the discussion.
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I. EXAMINATION OF THE REPORT

EDUCATIONAL GOALS

AND EDUCATIONAL INNOVATION

by

Mary E. Robinson

I. Introduction

It is indeed a privilege to comment on two aspects of the report
to E.I.P. on Dutch educational planning. I do so as an individual, and
in a professional capacity, rather than as a representative of my govern-
ment, or the United States Office of Economic Opportunity.

It seems to me that this report makes a very real contribution to
the fledgling art of educational planning. First, it deals with all the
traditional levels and types of educational ins.itutions - higher and
lower, public and private, religious and non-sectarian - and the flow
of students through these levels and types, as a systems problem.
Secondly, it states the purposes - the inter-related goals - that the
total system is intended to serve in a free society and in an age of
sociel and scientific revolution. Third, it stipulates the current-and
future quantitative targets for the allocation of resources that will
permit the flow of students through the system in ways that will con-
tribute to achievement of most of the overall goals set. Despite the
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fact that some goals are more clearly articulated than others, and some

targets more effectively established, the report is a comprehensive

policy document.

In commenting on this report I am, however, very conscious of the

brief time I have had to ponder the many aspects of the document. Most

of all I am aware that I am commenting without the opportunity to ques-

tion and probe for real meanings on matters which, without dialogue,

one automatically interprets in the framework of one's own experience

and sees through the tinted glasses of one's own institutional s tting.

With the understanding that other commentators are dealing with

other areas of the report, I have chosen to examine two inter-related

and highly significant aspects of Dutch educational planning:

(a) The articulation of educational goals and the process of arriv-

ing at a consensus on goals, and

(b) The allocation of resources to, and institutional arrangements

for, assuring educational innovation. This subject is included

in the statement of overall goals and is especially important

because it highlights the necessity for revising and re- artic-

ulating goals and re-setting targets through time, as the

innovating society changes itself through education and through

the outputs of the sciences, technology, in arts, and through

ammended social and political institutions and values.

II. Dutch goals for education planning

Six goals for educational planning are set forth in the report.

They are:

Goal 1

"To develop positive moral and civic values and cultural attitudes among

all the people, and to provide them with the skills necessary for self-

fulfilment-, so that they may appreciate and contribute to the cultural

experience of society. To develop not only an understanding of tradition

but also the flexibility needed to innovate and accept innovation. To

provide for the continuous broadening and deepening of these qualities

among the people." (The goal viewed\ in terms of planning, need not
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affect the total number participating in the educational system or the
process of student selection within that system).

Goal 2

"To maintain the freedom of religious, social and other groups to pursue
and intensify their own development. Such private groups inkDutch so-
ciety have a constitutional right to carry out activities such as educa-
tion as an extension of their beliefs. It is through these groups that
the Dutch people attempt to express and develop their ultimate life-
values."

Goal 3

"To provide adequate education for all individuals and groups to the
highest levels that they demand." (The formal policy of the Netherlands
government is not to tolerate any restrictions upon or limitations of,
this principle. Prerequisites for entrance to any school cannot include
availability of school places. If a sufficiently qualified citizen
stands at the door of Any types of school he must be admitted, and it
is the responsibility of the appropriate government authorities to an-
ticipate his requests so that school capacity will be adequate to ac-
commodate him).

Goal 4

"To nrovide society and the economy with the trained manpower resources
required for optimum functioning. Within the framework of satisfying
the first three major goals, the educational system is required to re-
spond to projected manpower needs."

Goal

"To develop a large and increasing capacity in people to adjust them-
selves to the career and work changes demanded by modern technology."
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Goal 6

"To promote the free development of science, providing support for

scientific training and research institutions, whose results are avail-

able for innovation in society in general and in the economic sector

in particular." (In accordance with this goal a significant proportion

of total resources for university level education supports research and

training activities).

Five of these goals are substantive; that is, they deal with the

ends of the educative process and who is served by it. The other, number

2, states as an objective, the reinforcement of pluralistic social order

and emphasizes the maintenance of an educational system comprised of

multiple public and private religious and non-sectarian performers, all

publicly funded; this goal is thus concerned with the educational struc-

ture through which the other substantive goals must be implemented. Of

the five substantive goals, one is concerned with the universality of

distribution of educational opportunity, and Gne with the comprehensive

scope of education. The remaining three goals are concerned with relat-

ing education to the nation's manpower needs, and for providing both tie

research and research manpower needed for innovation for social and

economic growth.

The second and third goals, dealing with the universality of edu-

cational opportunities and the pluralistic structure of the educational

system are linked in the body of the report to an impressive array of

quantitative data and targets set for enrolments in the various types

and levels of schools, and related targets for facilities, teachers, etc.

What is missing is any data or targets on the items above, so disaggre-

gated as to indicate the way these resources are to be deployed in pro-

viding the educational content (curricula, materials, methods, teacher

preparation) that is related to the accomplishment of Goal 1, which

rolls into one statement all the various "social" purposes of educatlun.

What are the human proficiencies, skills and insights, and what are the

elements of education that are involved in creating the capacities for

"positive moral and civic values" and for "appreciating and contributing

to the cultural experience of the society"? What planning targets and

resources are related to achieving these goals? I find in this report

no categories of description, analysis or future action dealing quanti-

tatively or qualitatively with any educational content related to this

goal that would lead me to believe that educational planners in the
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Netherlands have developed any way of setting about to achieve this
goal, indicating targets, allocating funds, or measuring results towards
social objectives. What kinds and qualities of curricula, what subjects,
what fields of knowledge are necessary to this very general, all em-
bracing social purpose for education is not made clear. Neither are
the content characteristics of the various types and levels of schools
related to any specification of the way the goal is to be implemented.

Perhaps some of the difficulty lies in the diffuseness with which
educational planners have been stating the social goals in planning.
In order to be meaningful for planning, goals must be stated specific-
ally enough as to permit planning technicians to organize data in rele-
vant substantive categories to develop lines of substantive action, to
establish implementing targets, and to estimate and allocate relevant
resources required. In this respect the commentator cannot but be struck
with the difference in the specificity with which the educational plan-
ning has dealt with the aspects of education that produce skills needed
by the labour force, and the aspects of education that produce skills
needed for other functional roles critically 'important to the society -
the roles of citizen, community member, parent, family member, etc.

The simple truth is that in most countries educational planning
has made considerable progress in how to categorize and quantify the
kinds of knowledge and skills relevant to various occupational skills.
We have made little progress in analyzing what kinds of knowledge are
relevant to proficiencies in man's other functional roles. Until we
have posited, developed and validated some educational hypotheses about
the relevance of various fields of knowledge in relation to such non-
manpower social roles, we will be confronted with a de facto manpower
approach to educational planning. This report demonstrates again how
soft the non-manpower goals, and their related targets are.

III. Goal formulation and or anisation for annin

A second closely related issue is the process of formulating goals
and who is involved in formulating them. In the Dutch report, the goal
setting process and the dramatis personae is clearly described for higher
education. It is not at all clear with respect to goal setting and plan-
ning for elementary and secondary education. With the higher education
one gets a clear picture of the dialogue between the Ministry and the
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various planning bodies and groups in the universities, among and

between universities, among the scholars and researchers ±n the various

disciplines, and with the users of the highly trained university grad-

uates, in setting or re-setting targets and in formulating and refor-

mulating goals for higher education. With elementary and secondary

education one is left with the impression that there is much less dia-

logue between the Ministry, the various Boards, administrators and

teachers in the various types of schools, and that "the plan" is more

effective as a device ruling out funding proposals from local public

and private school authorities, than it is a device for getting con-

sensus on goals and implementing positive lines of action. I also got

the impression that the Parliamentary "noting" of Elementary-Secondary

plans submitted by the Ministry is a much more perfunctory matter than

the involvement of Parliament in the "debating" of higher education and

research policy.

Who is involved in formulating goals of education may determine

the degree of clarity and specificity with which various goals are artic-

ulated, as well as the readiness with which they can be implemented.

I note the paragraph on page 166 that indicates that a searching in-

quiry into the matter of goals and substantive educational issues is

underway and that the goals and targets contained in this report are

really only interim goals and targets. It would be germane to know how

this inquiry for these new goals and targets is being condrcted, and

what kinds of individuals and groups are taking part in the discussion.

Does this inquiry include philosophers, the sociologist:, End social

workers, the cultural anthropologists, the humanists and artists, the

citizen leaders concerned with the knowledge requirements for roles

other than labour force role? If the "general" component of education

is to be vital, if it is to be related to problems and values of the

society, some such scope must be built into organisations that carry

on the dialogue between the Ministry, the ed'icators and the world, on

the matter of educational goals.

IV. Innovation in education and education for innovation

I think I found the 'Section of the report dealing with education

and innovation the least developed part of the report. It seems to me

that it constitutes a strong statement of intention rather than a full-
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fledged plan of action. First, this section deals only descriptively

with actions intended to implement the two overall goals (No. 1 and 6)

that set forth the role of education in (1) providing research and

research manpower, and (2) providing social and technological skills

required to adjust to and contribute to a changing society. The section

includes little in the way of quantitative or qualitative information

about kinds of educational innovation projects underway; kinds and

numbers of manpower involved, kinds and numbers of schools of other

institutions carrying on research, development or demonstration. It

gives no data on aggregate expenditures, or any data on expenditures

for any of the several aspects or elements of educational R & D. Fur-

thermore no meaningful categories for organizing data and information

on any of the above problems are established: How much of the "innova-

tion" underway or intended is really research with research controls;

how much uncontrolled experiment; how much is curriculum development

or renewal; how much is methods research; how much is materials develop-

ment; how much is new techniques of teacher training or administration,

and in or across what disciplines or fields, at or across what levels

of education or types of schools?

Secondly, a statement in the report indicates that responsibility

for innovation rests with various types of schools, and pedagogical

institutes leads me to conclude the Ministry of Education has provided

little if any financial support for educational research, development,

demonstration or dissemination beyond teacher salary supplements. If

this conclusion is correct, such a policy seems to me to be in serious

conflict with the great awareness of the importance of research in edu-

cation, and the importance of education to research and development

generally and its contribution to society. The statement that the Ministry

in the future must bring tie resources of the universities and advanced

scnolarship in the various disciplines to bear on programmes of educa-

tional innovation as carried on by the schools and pedagogical centres

would seem to indicate that the Ministry intends to involve itself in

the educational R & D effort to a much greater degree, though no plan
of action is set forth on them.

I did not find any indication, however, that actions to support

and stimulate educational R & D in that portion of the educational sys-

tem under the Ministry of Education and Sciences would be co-ordinated

with similar actions in fields of adult education and the arts, now

under control of another Ministry.
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ECONOMIC ASPECTS

by

Joseph Steindl

I shall try to look at the Dutch Report from the point of view of

an economist but this ought not to restrict my view of it unduly.

The Dutch Report is not overburdened mith economic data, in fact,

it uses them rather sparingly: there are no data on the general econom-
ic development up to 1975, there are relatively few data on manpower

requirements, especially on replacement demand. Paradoxically enough

this may be partly the consequence of the fact that the Dutch are accus-

tomed to use economic planning and are richer in data and experience

than many other countries, chat they have done already some preliminary

work and do not need to start education planning from scratch. Owing

to this a great deal of the information mentioned is left outside the

Report because it is available in the form of separate publications and

documents such as the general economic plan of the Netherlands or va-

rious publications on forecasts of manpower requirements. At the same

time the question of manpower requirements definitely takes second

place in the minds of the Dutch education planners. The first place is

taken by certain liberal and democratic principles which imply that

everybody is entitled to get the kind of education which he wants to

have and that groups of people are entitled to found and run schools

in the way they like. These concepts of democartic rights of equal and

unrestricted access to education and of liberty of initiative of edu-

cational effort dominate the Dutch euucation system.
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It is therefore natural that the analysis and fore,-aste of "social

der.and" for eaucation should take a prominent place in the Report, while

manpower requirements ir. JO far as thrty merely serve as a baLls for trl,.

guiiance of stu.ients, have a m,>re modest place. In view of the very

fast growth of the Dutch educational system and it5 high cost it is

also not surprising that efficiency constitutes another prominent theme
of the ?sport. From .he insistence on efficiency, again, flows the in-

tr:lest in educa*Jonal innoqation and reforri which is the outstarv2Ing

characteristic of the Report.

ocial Aemand

The speca of the recent development of the Netherland'S education

system, as measured by participation rates in secoryftary education, is

remarkable. The number of entrancs into the first grade of secondary

::.;hools in relation to the number of 12 year olds increased from 51 p.c.

in iglo to 65 p.c. in 1962 for boys aad from 43 p.c. to 88 p.c. in the

same period for girls. As far as entry into secondary education 1.s

concernei, the participation is thus already very high. It is true

that only 50 p.c. of o:1 age oihort actually finish secondary education

with a diploma (iata for 1951 to 1961;), but this ratio is high enough

4s compared with other countries. Simultaneously with tne rise in to-

tal participation a shift from vocational to rion- preacademic education,

and again from non-preacademic to pre-academic education has taken

place. The participation (entrants of 12 year olds) in the two types

of non-vocational school has increased as much in the last ten years as
in the previous twenty years.

In spite of the sharp increase in grammar school enrolment, there

haebeen very little change in the social composition of first entrants.

(Report P. 65-67). The lower classes (workers, clerks etc.) account for

a quarter of the boys and less than a fifth of the girls, and this

proportion has been practically constant in the last twenty years. The

grammar school participation is now (1960) about two-thirds for the

higher social classes, about one-twentieth for the lower, and about

one-fifth for the middle classes (Report p. 65-67). A correlation bet-

ween grammar school enrolment and various social factors in 90 regions

of the country seems to show that the occupational structure (proportion

of professional and managerial occupations in the male labour force)
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and in "ome are most closely correlated with participation. Analysis of

regi,,ns show,1 further that the regional differences have levelled out

aild that grammar school participation increased very little in regions

with 20 p.c. participation in 1949; the statistical analysis suggests

an upper limit to srammar school participation of about 24 p.c.

To forecast future participation rates the Dutch education planners

have experimented with various models. They used trend extrapolation

first, Chen modifie 'his by assuming a maximum for grammar schools.

They then ,sed & which was again based on a maximum level of 24

p.c. for grammar school participation, on an assumed levelling out of

regional differences, and a reduction of differences between rural and

urban areas. These methods are now rejected by the p'.anning authorities,

because the assumptioa of a maximum participation level is wrong, since

the enrolment 'o a lange extent is based on the occupational composi-

tion of the labour force, and since the idea of a constant bound set

by intelligence reserves has been superseded by the recognition that

this bound is elastic and intelligence reserves are increasing.

The model which the Dutch authorities now plan to use starts from

the future occ.:pational Uistribution of the labour force and the num-

ber of -hildren in each group, but this model has not been fully devel_

oped yet.

The p:.,edictiosl of inflow into urtversittes has been made on the

basis of the estimatd future number of grammar school graduates, assum-

ing that the percentage of them which go to universitits will remain

constant.

It should be mentionrd at this point that the proportion of fresh-

men at the university to 6rammar school certifinftv! leavers is 58 for

boys and 22 for girls (1960). There are, how(Arer, also other forms of

further edIcation for them ($1ngineers colle..;ee; teacher-training col-

leges).

The total enrolment predir,tod iw shown below, in thousands (table

2:5 of the Rerort) .
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1950 1960 1965 1970 1975

Pre-primary education 340 400 460 520 660
Primary education and continued
primary education 1,240 1,460 1,440 .,500 1,620

Special primary education . . . . 35 55 65 85 95
Secondary modern education

. . 130 265 280 280 280
Grammar school education 85 170 210 240 280
Junior technical and vocational
education 110 220 235 240 245

University education 30 40 65 80 110
Other 45 100 210 230 260

rotal 2,015 2,710 2,965 3,175 3,51-/1

This forecast does not take account of the probable effects of
the educational reforms. They are discussed in the Report (p. 73-82),

but no quantitative estimate has ben effected.

Manpower requirements

The Report's section on manpower requirements is restricted to
university graduates and a few categories just below university level -

college trained engineers, social workers, school teachers. The method
of projection is explained, using as illustrations doctors ani engineers.
The Netherlands are fortunate to have data on engineer 's over a long
period - back to 1900 - and the predictions were based on a regression
of number of engineers on Gross National Product. Results are given for
all subjects. Although deficits emerge from the projection for natural
science and technology (apart from economics_ and law) it is surprising

that as a percent of demand they are moderate (while, on the other hand,
percentage surpluses in certain subjects are considerable).

The authors were probably wise to restrict their interest to part
of the whole field of manpower requirements, since the whole field is
so large and varied. It will not necessarily convince everybody, however,
when they argue that those fields of manpower, which they have excluded,

are unimportant anyway, because the training period is short (it may
not only be a question of that, but of the t:i.me needed to train teachers
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and provide school room). Also the argument that levels of education
are no subject for manpower requirements study cannot really convince:
although it is quite true that the tendency for growing requirements
of the higher skills is paralleled by an increasing "social demand" for

higher education, since both are the consequence of the same technolo-

gical progress, there exists no corrective which would ensure that an

automatic adjustment to requirements takes place.

In my view one of the main functions of planning is to secure
consistency. We should, therefore, ultimately aim at a complete picture
of the flow of manpower into various occupations, and the way it is
fed by flows of graduates coming out of schools. The authors of the
Report would perhaps not disagree with that, although they are trying
to defend a "piecemeal approach" to manpower studies because, in their
defence of it, they mention the checks that ought to be made by compa-

ring estimates for various levels and types of education with each
other and ensuring their consistency. But these checks, if they are

made systematically, amount to an overall plan which deals with all
occupations at the same time.

The need for a study of manpower requirements arises, I think,
because there is a need fur links between the general economic plan and
the education planning. The education plan, on the principle of consis-
tency, has ',) take account of the general plan. One of the chief links
between the 1/o is research and development. This is closely co-ordina-
ted, on the one side, with the direction of industrial development,
and on the other hand with requirements for the highest skills. Perhaps
on this point the Report might have been less reticent.

A specia4planning problem arises in the case of requirements of

teachers. Owing to the decline of the rate of expansion of the educa-
tional system the demand for teachers will strongly decline in the 1970's.

As a consequence surpluses will appear especially in primary education.
The problem may be less acute if the ratio of pupils to teachers is to
be reduced.

The requirements of university teachers on the other hand will be

very difficult to satisfy. The improvement in the ratio of students to
teaching staff is very ambitious (a reduction to about one half from
1950 to 1975).
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Efficiency

Efficiency, in the terminology of the Report, has two aspects:

external and internal efficiency. External efficiency is a measure of

the extent to which the educational system has reached the goals set

for education which the Report has set out in detail in Chapter II:

for example, to provide adequate education for all to the extent they

demand. Thus participation rates will be one measure of external effi-

ciency. Internal efficiency refers to the relation of input and output

of the educational system. It is closely related to the drop-out.

The interest in (internal) efficiency evidently springs from the

specific situation of the Netherlands: expenditure on education and

culture in 1965 amounted to 25 p.o. of the government budget in 1965

(against 8.5 p.c. in 1951). In relation to gross national product it

rose from 2.6 p.c. in 1950 to 5.6 in 1965; it is expected to rise to

at least 8 p.c. in 1975. This cost is really extraordinary; one would

naturally like to know whether it is due only to the high participation

rates and the relatively good staffing of the schools or whether and to

what extent it is also influenced by the "plurality" of the school sys-

tem, what the Report calls the "tri-section" of the system into catho-

lic protestant and non-denominational schools, existing side by side

with governmental non-denominational schools. This system presumably

creates a bias in favour of small schools, and the Report shows, on

the basis of regression data, that large schools are cheaper per pupil

than small schools. The private schools are subsidised by the govern-

ment, the principle being that any private school ought to be provided

as well as the same type of government school. Formerly the grants were

given per pupil and based on the expenditure of government schools per

pupil. The Report shows, very convincingly, that this meant paying too

much for large schools and too little for small ones. This has now been

taken account of by a more complicated system of subsidies. The old

system, hewever, had the advantage of discouraging small schools by

paying too little for them. Apparently this is now to be replaced by

more direct action of the education planning authoritte3 designed to

prevent the establishment of inefficient schools.

Internal efficiency is of obvious interest in the Netherland's

situation for still another reason. Once the initial participation in

secondary education has reached 90 p.c. it is obvious that interest

must more and more be shifted to the question of retention (or drop-
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out). For the whole of the secondary school system of the drop-out is
about 40 p.c. (1951-64). The Report stresses the need for research to

analyse the reasons for the drop out (p. 62). The new education laws
inter alia aim at a state in which everybody who inters secondary edu-
cation will leave it with some kind of certificate.

Efficiency should not be measured merely by drop-out. Length of
study is significant too, especially in universities. The Report states
that ',he length of study has increased on the average by one year since
the time before the war.

Innovation

To ensure that the great sums of money are well spent, the'. the

drop-out will be reduced, the education planning authorities in the

Netherlands envisage carrying out a large number of educational research
projects, the running of experimental schools and the encouragement of
innovation in education. The brses of educational research are the
(private) pedagogical centres and the universities. A list of experiments
and research projects is given on p.p. 93-94 of the Report.

As the Report states, the wish to reduce the drop-out is an imme-
diate reason for the interest in innovation. The size of the drop-out

in schools and universities, the number of repeaters, the length of
scudy in universities are statistical evidence that something is amiss
in the educational system.

This is, of course, the case in many countries. There are special

reasons why the Netherlands should be in the fore-ground in their de-

mand for innovation. One reason is that the "plural" system, in contrast

to a uniform and thoroughly regulated system of education, unquestiona-
bly proves a fertile ground for innovation and experiment. Experiments

ore obviously easier if they need not be carried out on a national scale
and if changes can be brought about by stages. Selective learning of the
best ways in education can be achieved with less difficulties than el-
sewhere since the system offers so many opportunities for initiative.

Another reason for the Netherland's interest in innovation is the

fast growth of the education system and the high participation reached

in secondary education. Sooner or later this must raise quite new ques-
tions and lead to new aspects which are not explicitly discussed in the
Report.; .'). which I should like to indicate briefly. The tremendous
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increase in the scope of secondary education is in itself a sufficient

reason for a fundamental reconsideration of the whole content of edu-

cation also prior to secondary education. What happens is that the

function of elementary education has completely changed. As originally

conceived this education was to give to the vast majority of the popu-

lation in a brief time a sufficient preparation for vocational life.

It therefore had to concentrate on aptitudes and dexterities (the three

R's) which for example in the case of arithmetic makes education simi-

lar to the teaching of tricks which is practised on circus animals. In

this way it conditions most pupils against any understanding of the

subject which they might otherwise be able to acquire later. For various

reasons, moreover, elementary education means for a considerable pro-

portion of the pupils an intellectual underfeeding. In a state in which

the majority of people get a secondary education the function of elemen-

tary education must be reconsidered and adapted to its role as a prepa-

ration for further eduCation. The tremendous unused reserve potential

of elementary education which according to many educationists exists

may now be used to lay the basis for further education in various fields;

for example mathematics, languages and so on.

The recognition that the various stages of the school system are

linked also leads us to see that the drop-out in universities depends

on the efficiency of the secondary school and in the last resort of the

primary scnool.

Another aspect of innovation, not specific to the Netherlands but

very general, may also be briefly mentioned here, although it is not

dealt with explicitly in the Report. From the point of view of an econ_

omist the motive for educational reforms and innovations arises from

the needs of economic development and growth. It is a consequence of

paying heed, in a more sophisticated manner than the studies concerned

with numbers of graduates to the requirements in manpower of the growing

economy. In fact, as far as the requirements of the growing economy are

concerned, the question of quantities recedes into the background compa-

red with the question of the kind of education required. Nothing could

be more striking from an economist's point of view than the contrast

between the rigidity and immobility of teaching methods and contents of

teaching in most countries on the one hand and the development of science

and the economic system on the other. Nothing should be more obvious at

the same time to an economist than the intimate relation between what

the school makes of the youngsters and the role they are expected to
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play in the economy. The economic development according to our present
understanding is itself nothing but a process of learning and what we
call learning in school is only a shortcut by which the experience of

mankind over long times is acquired in a brief space. But while in the
learning process represented by economic development experience and se-
lection operates, the "education industry" itself has tended to exclude
to a great extent both. Innovation concerns not only the question of
the methods by which a certain education is produced and the efficiency
of the process but. also the kind of output that is produced, the quali-
ties and aptitudes, more, the whole type of mind which is produced by
the education. Educational research will have to be concerned, not the
least, with the question of this relation between the needs of modern
society and the contents and methods of education.

For all these reasons I think that the Netherland's Report has set
up a good example in giving such a prominent place to the question of
innovation.
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THE GENERAL PLANNING BACKGROUND FOR THE

SECONDARY SCHOOL REFORM

by

Ala:, Little

Clearly the detail of a "plan" such as this is of particular in-
terest to the country for which it was intended. What is of interest
to a wider audience is the nature of arguments used for policies adopted
of the methods of educational projections utilised to either support a
particular policy or assess its implications. However, at the outset,
one general question might be asked; namely, how far a report can be
assessed merely in terms of its content. The third paragraph, chapter 1,
specifically refers to the way in which the preparation of the report
"stimulates thinking about the present role and future organisation of
educational planning in the Netherlands". One might argue that not
merely the preparation of reports, but also the plans themselves do not
only set educational targets, but because they are specific about edu-
cational objectives and strategies, enable a far more informed and crit-
ical argument about policy. Numerous writers have called attention to
the lack of specific and clearly stated objectives in social policy.
Reports such as this do much to negate such observations.

However, the report notes how educational projections tend to be
superseded by events, and as a result it is tempting to be sceptical

about such exercises. Such a position seems to me to be a fundamental

misunderstanding not merely of the nature of projections and predic-
tions (they are not prophesies) but more important they ignore the sec-

ondary benefits of clearly specifying the implications of particular

policies and the assumptions and values upon which the policies are
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based. In consequence, the "power" of plans and targets to generate

informed discussion should not pass unnoticed.

Without underestimating the significance of the last observation,

it is worth considering the relationship between projections and expe-

rience a little more closely. The experience in the Netherlands, like

that of many countries, has been one of rapid increases in educational

enrolments over the past decade. In the Netherlands the clearest illus-

tration relates to university expansion between 1955 and 1)63 (see

table 24): in these 7 years student admissions increased to a figure

that in 1950 was projected for 1970. One wonders why early projections

we.-e such underestimates and to what extent it is possible to learn

from such underestimates not only improved methods of forecasting, but

perhaps more significant something about the social, economic, political

and psychological factors that underpin transitions from one stage of

education to another. It is only when we have a better understanding

of the relationship between these factors and between educational per-

formance that we will be able to radically improve our shortrun projec-

tions. The general problem embodied in this observation is that we must

find some way in educational planning of learning from experience which
may mean learning from our mistakes.

The partiof the report that require closest srutiny seem to me to

be, not the actual assessments made of Dutch secondary education in

either a quantitative (i.e. numbers participating) or qualitative (i.e.

the type of educational experience obtained) sense, but the rationale

behind them. The outstanding merit of this report is the attempt to

specify the assumptions both in terms of social values and statistical

methods, that underpin the thinking in the Netherlands about both the

structure of education and the numbers receiving it. Therefore, I will

comment upon these assumptions.

The report can be broadly divided into two parts; the plans and

their costs. It is the former that is of widest interest, largely because

in the Report the "cost" is to no small extent seen as a function of

the "plan". Thether in reality this is a correct assessment of the rela-

tionship between plan and cost is not relevant at the moment. However, it

occurs to me that we more often get the education system we think we

can afford, rather than afford the system we think we ought to have.

Given this point, for the remainder of this commentary, udst factors

will be ignored, and for the sake of clarity, I will make my comments

under a series of numbered points. The actual order does not necessarily

relate to the importance of each point.
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I. General rationale behind the plan

The report opens by describing the three factors behind recent
interest in secondary education, namely demographic fact-rs, the trend
for more young people to stay in full time education, and the changing
nature of contemporary industrial society. The point about both the
birthrate and voluntary enrolment numbers is clearly a widespread phe-
nomena in Member countries. Further, it can be fairly precisely docu-
mented and in a sense it constrasts markedly with the next point about
"increasing swift changes" in modern societies and the need of education
to adapt to "tomorrow's needs and trends". Without wishing to deny the
validity of a general position which says that educational policies
must be responsive to societal needs, it is possible to suggest that
although phrases like these continually crop up in reports about educa-
tion, it is doubtful if they have been given any precise meaning. My
guess is that as far as this plan is concerned "lip service" has been
paid to them. If it is more than this am has some significance for what
is taught in the schools, who it is taught by, to whom and by what methods,
then they are worthy of explicit expansion. Because these are the ques-
tions that require answering in every educational system and are rarely
explicitly answered.

In a sense this report has certain general statements that few
would object to as general statemems; the planning problem is how can
they be translated into an educational policy. It is this exercise that
is both technically difficult and also where disagreement may enter.
For example, what sort of educational structure, with what sort of cur-
ricula fits a child or young person "to meet swift change" in a social
structure? In another way what educational structures (both quantitative
and qualitative) can be derived from this statement? As they stanl, the
educational goals are statements of intent rather than explicit exercises
in educational planning.

II. The notion of priorities in social policy

Con:zileration of priorities in social policy seems to me to be one
of the crucial but much neglected areas in these discussions (cf. page 2).

These priorities are not merely within education (e.g. needs of primary
and secondar: education, possible conflicts between the need to increase
pa- to teachers, and more school buildings, etc.) or within social
polic, (education versus health or education versus social security,
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etc.', or social spending versus other forms of public expenditure (de-

fence- administration, etc.) or widest of all, public consumption and

public investment on the one hand compared with private consumption and

private investment. These are all overlapping catesories and I would

wel.-!ome some more discussion about how the Dutch Government envisages

thetir resolution within the next decade, with particular reference to

n olly the priority of education in public expenditure and the prior-

it s within education but how these priorities were derived.

A further way of asking the same question, is how educational plan-

ning -nd costing is related to the general economic and political plan-

ning in the Netherlands. What, for example, is the priority placed by

the Netherlands government on education and how is this related to

other fields of social and economic policy. Further, what is the origin

of this relationship? In principle the same point can be made about a

latn section of the report, that on Efficiency (c.f. Chapter VI) with-

out in detail questioning the logic of this section, I wonder how far

thinking about cost and benefit (or cost effectiveness) has permeated

thinking about educational policies and the priorities given to partic-

ular r.spects of educational policies? More generally what place can

such tools have in educational plannine and policy formation?

Throe types of question have been asked in this context. One type re-

lates the priorities within educational policy and between it and

other aspects of special policy. In turn these give rise to a series of

quer:',:ions about the organisation of research and planning in education

and its relationship with other governmental departments (see pages 121

and following, especially 165-171). The second type of questions point

to the origin of such priorities, how they are derived, how articulated

and how related to policy. A third set of questions is about the specif-

ic ro]e or new techniques that can and policy formation and decision-

making, for example, cost benefit analysis

III. The concept of educational goals

As has already been sugested the specification of "goals" is most

welcome, but more detailed discussion is needed on the educational im-

plications of these goals. For example, the following interlocking

points:

(a) how do the goals reltate to educational planning: the plan tends to

assert that the goals have implications without specifically telling us
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how they relate to what is taught, how, to whom. and in what sort of

schools. In other words how the general goals are translated into edu-

cational practice, both quantitative and qualitative.

(b) what is the priority between the goals. The plan seems to suggest

that goals 1 to 3 are more important than at least 4 (i.e. "goal 4 has
to be met within the framework of specifically the first three major
goals". lhat is the rationale of this priority and how systematically
has it been worked out?

(c) further, this qualification suggests that there may be some conflict

between these goals and as a result some choices will have to be made

between them. At what stages of education is this likely and what sorts

of conflict can be expected? Goal 2 (the social demand) and goal 3 (the
economic) spring to mind as possible examples of potential sources of
conflict.

(d) is the priority of goals the same throughout all stages of education

and for all sorts of education? Or does the priority differ between

stages and types of education, and therefore will the nature of conflicts

between goals differ in different stages of the system? To think in

terms of hypothetical example, are social demand arguments (goal 3) of

greater significance to primary education than economic demand (goal 4)?

Further, is this relationship reversed for secondary or tertiary educa-
tion? This example is hypothetical but it serves to illustrate the pos-

sibility that general social and educational goals do not have a fixed

relationship at different stages of the educational process or over

time. What I want to suggest is that it is inadequate merely to assert

these goals, the relationship must be worked out in detail for all levels
of education.

(e) how far is it possible to derive from goals an educational policy

about stages and types of education and who gets it? For example, goal

3 states that the aim of the plan is to provide education of "the highest

levels that they demand". Is this an overriding aim - or will it have

a reservation of demand plus capacity or measured performance? For

ex-....mple, later on, an opening sentence refers to "qualified individuals".

How far is this a necessary reservation to goal 3?

(f) further, the report postulates "voluntary conformity of individuals

to social and economic demands". This may be a necessary working assump-

tion, but is it one we can push too far? In a sense, later parts of the

plan outline "guidance" in schools and "orientation years". This suggests
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the part of educational policy is to ensure this "voluntary conformity"

by including either in the curricula or structure of education consistent

attempts to guide and orientate.

(g) this point can be made even stronger. How far does the educational

system itself in a sense create its own demand? Put a different way,

educational planning can be seen as a set of responses to demographic,

social and economic pressures. But is it also possible to give the edu-

cational system a more positive role? There is some discussion in the

latter part of the report about the impact of legislative change on

educational demand but the bulk of the report sees the educational sys-

tem as responsive to external pressures. Might not this "responsive"

role underestimate the significance of education? How far -is it possible

to suggest that education can create its own demand?

(h) however, the main question to be discussed in this context is the

relationship between educational goals as specified and educational

practice. Three questions stand out in this area, who shall receive

(i.e. how many), what sort of education (i.e. curricula and methods of

teaching), in what sort of schools (i.e. structure of the school system).

I would like to see derived from these goals a coherent set of answers

to these three basic types of educational questions, which are common to

all educational systems. Further, I wonder how far the articulation of

social and educational goals helps with the solving of these educational

questions, and how far the goals articulated in this report make either

historical or contemporary sense of the system of education in the

Netherlands.

(i) Further it is worth noting that in broad terms these goals can be

found in statements about education in most Eember countries. Where

systems differ is in the priority given to these goals and in a sense

these differences may explain national variations in past and current

educational policies.

IV. The administrative structure

Administratively, the Dutch system is complicated not merely because

of the distinction between denominational and non-denominational schools,

but also because of its decentralisation of administration into regional

and local areas. This introduces complexity into the structure in terms

of both the plan and its projections, as well as in effective implement-

ation. All of these things tend to be a function of the locality rather
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than the centre. One wonders how far the "system of financing is one

of th, instruments by which the Dutch educational establishment is
governed", is a way around those problems, and as such financial policy

becomes a powerful means of achieving uniformity in a highly decentralised

system. Again this is a widespread problem in many countries in which

the relationship between the central and local government is complicated.

Of special importance here is the existence in most countries of areas

of educational undeldevelopment (e.g. rural areas, certain regions, and
areas of great working class concentration). Admittedly research in the

Netherlands suggests that regional variations in educational enrolments
are the result of regional differences in class composition (see p. 64

and following), but this finding simply results in a restatement of the

regional problem, instead of the elimination of regional differences
it becomes the elimination of class differences. I wonder how far the

distribution of scarce resources (teachers, buildings, equipment and

ultimately "finance") could overcome many of these differences in en-

rolment rates. In terms of a specific question to what extent can the

uneven distribution of educational participation be alleviated by a
conscious of financial policy.

V. Variations by class in educational participation

Uithout questioning either the statistical usefulness of trend

lines or operating on working assumptions like tnr.; ones used in the re-

port ( e.g. areas of poor educational performance will improve to a

level approaching that of good area4,I think the argument at this stage

is confusing. Clearly, co-relations exist between social classes (and/or

occupational distribution) and educational performance, and that these

co-i.elations are relatively stable over time. However, occupational

distribution is of limited usefulness as an explanation of the recent

performance of educational systems. Fcr example, changes in social

class or occupational distribution cannot explain the significant in-

crease in educational retention rates in all geographical areas in the

Netherlands over tine (see table 9). The statisGics presented in the

body of the plan document the three points namely,

(i) Existence of class differences in educational opportunity;

(ii) Ctebility Jf c1=Iss differences in educational opportunity over
time;
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(iii) Increase in educational retention rates over time in all social

classes and geographical areas.

As far as future educational projections are concerned, it iS the

factor behind the third point that may be the most potent factor influ-

encing the future e,ucational enrolment rates. Further, for purposes

of planning, this trend towards increased educational enrolment has

surely been more significart both as an educational phenomenon and also

as a factor generating :,`Ie impetus t) educational planning than the

stability of both class and regional differences. Vimittedly for some

planning purposes trend extrapolation can cope with this problem: but for

certain purposes we need to understand why these changes are happening.

In other words we reed to explain social remand not to assert it. This

exercise of explanation requires specification of the elements that make

up social demand, and the relationship between them. UmPortunately exist

ing techniques of "trend analysis" ignore these problems.

VI. Labour force com osition and educational enrolment

Because of this I would question the logic of the first paragraph

of page 6C in which labour force composition is taken as a determinant

of grammar school enrolment. Clearly changing occupational composition

may generate changing educational demand. But how significant is this

trend compared with other forces in the social structure? Surely the

secular trend of increased educational enrolment over the past 20-30

years has little to do with changing labour force composition, although

it may have something to do with people's changing perceptions of the

labour force, or occupational groups upgrading their educational demands

of entrants. Although labour force composition correlates with observed

differences in educational enrolment at one point in time, it cannot

explain the dramatic increases in enrolment over time. Further this prob-

lem of increasing enrolment is as worthy of attention as the apparent

stability in class differences in participation rates over time.

VII. Manpower forecastin and educational enrolment rates

Point (a) on page 68 seems questionable in the light of my argument

under section I above. The biggest change taking place in education is
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either demopvannic, i.e. increase in the birthrate, or the trend towards

voluntary r.:ontinuatior of more young people into higher levels of sec-

cnd'ry vi,:ation. 0er the past decade this has far outstripped "occup-

atinai distribution and occupational change". Therefore any estimate

of future educational demand based upon a mixture of occupational esti-

mates and enrolment ratios, is likely to miss out this trend. On this

point, it is interesting that the only level of education in which man-

power demand is discussed in detail is in higher education. Several

points seem to be relevant here.

(a) In what sense can notions like manpower demand explain both

the enormous increase in university students in the 1950's and

an increase far outstripping projections made earlier in the

50's (See table 24).

(b) In higher education the numbers involved are relatively small.

Frequently faculties are closely related to occupation (e.g.

medicine, engineering) arr; significant parts of education can

be seen to be largely acquiring job skills. Finally training

highly skilled manpower can take many years and therefore
Itmanpower 11 forecasting is of crucial practical significance.

(c) But how far is this true of other levels of education, (e.g.

primary and secondary) in a rich society? Where a mixture of

available resources and parental and general socio-political

demands seem more important determinants of educational invol-

vement. Clearly this relates back to the earlier discussion

of goals, their inter-relationship and priority. In this spe-

cific context it is worth asking what happen: when educational

projects and parental desires conflict. In relation to social

class participation (working class) we define this as a problem

to be solved. What happens in a situation of too high educa-

tional aspirations (i.e., out of step with the child's abilities

or the community's resources) or in othe, areas of possible

differential participation in education (e.g. religious ethnic

groups).

(d) Further, it may be of limited usefulness in certain other fac-

ulties of higher education (both 'n the humanities and in the

parts of the natural and physical sciences) which do not have

close and clea ly defined specific occupational connections.
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(e) One reason why you may have had increases in voluntary enrol-

ment in higher education is that increasing numbers of occu-

pational groups are beginning to demand prolonged secondary and

higher education as a pre-requisite for entry, but whether this

process started before or after educational expansion is un-

certain, and both may reinforce each other. One possible argu-

ment is that in the foreseeable future, higher education will

expand because of pressure of student demand from below and

the occupational structure is likely to react to this by the

process of up-grading the educational demands made by specific

occupational groups. The predictive problem with this state-

ment is the intrinsic difficulty of determining which occupa-

tional groups are likely to up-grade their educational demands
in the future.

(f) If this is accepted, manpower forecasting might be useful for

faculties which have clearly established existing relationships

with specific occupations, but it is unlikely to help us under-

stand the increase in the ranges of occupations beginning to

demand higher education as a requirement for entry. As a result,

it might be better to discuss the expected number of entrants

to higher education and assume that sufficient employment op-

portunities will be available for many types of graduates.

(g) Manpower assessments can have three areas of use in educational

planning: the obvious one of estimating what numbers of people

should be educated. Linked with this is its usefulness for

emphasising the type of education that people should receive.

Less obvious than being the assessment of either numbers or lines,
is manpower planning as a tool for aiding the school system in

its task of vocational guidance and career choice. Although we

may be pessimistic at the moment about the contribution of long

range manpower forecasting to answer questions about how many
people shall receive what sort of education, a more limited

role in aiding vocational guidance may be of considerable sig-

nificance.

VIII. Denominational schools and educational innovation

How far is this a real problem in higher education° Table 2 uJidi-

cates that denbm!netional emphasis tend," to be in primary and certain
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sorts of secondary education. Further, as the level of education in-

creases so the contribution of denominational schools diminishes. The

role of denominational schools in technical education also seems to be

small. Over time, what is happening to the contribution of denomina-

tional schools in secondary education in general and is there any

"policy" on this?

This last point relates to observations made in the Report about

the problems of educational innovation in a decentralised structure

with denominational schools. It seems that for technical and higher

education the majority of people are outside the denominational influence

and therefore in these fields of education resistance to acceptance of

educational innovation might, be a limited problem.

IX. Education's social role: responsive or creative?

Page 77 and following is illustrative of a change in the logic of

the plan. Early sections suggest that education has been responsive to

a series of external pressures and the system itself not having any

generating power, whereas here education is seen as a means of actually

influencing some of the factors that previously were seen as independent

variables affecting education. Tne independent significance of educa-

tion in creating its own demand is a relatively unchartered field, but

I cannot help suspecting that a combination of the following two hypo-

theses:

(a) Education creates its own demand for more:

(b) There is a time lag between educational provision and the

creation of further education deffiand;

might well explain many of the observations made in the report (both

trends over time and observable distribution at any point in time),

with greater economy of effort than the explicit and implicit hypotheses

contained in the report.

This point is also worthy of more extensive consideration in terms

of whether we should primarily consider the educational system respond-

ing to external pressures or in fact creating these pressures. On the

whole the Dutch plan sees education as being responsive. I wonder whether

this is a tenable explanation of past experience, but more important,
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whether in fact it enables us to predict future educational trends?

In a sense, will all our forecasts about future educational enrolment

be invalidated by our failure fully to understand and measure the way

in which educational systems can generate their own demand for more

education? In this context the practical problems of forecasting may

be more easily solved than the theoretical problem of understanding.

Nevertheless this should not blind us to the importance of economic and

social factors in educational demand. Further, we should not be content

merely to state them as pressures but also measure their contribution,

and to assess the stability of their significance over time and for

different stages of the educational process.

X. Research and policy making

I feel the point about educational policy being unable to await

all relevant information is of considerable importance. It might well

have come much earlier and been given greater and more systematic at-

tention. The relationship between social policy and social research is

a complex one: it is tempting for a social scientist to assume that

action must wait for research. This report contains a useful and neces-

sary correction to this point of view. Clearly the inter-relationship

between research and policy needs considerable thought, and I would

welcome some comment on this inter-relationship based upon the Dutch

experience. In particular ways in which an educational programme can be

devised which includes built in methods of documentation, experimenta-

tion and research, and a continual cross fertilisation between the po-

licy makers, the teaching practitioners, and the research workers. In

a sense, how can a system be divised that is self-reforming? This is

not to assume that the system will be entirely self-sufficient. Clearly

education wi21 always respond to a variety of social, economic and po-

litical pressures. The suggestion is that part of the structure of the

educational system ought to be a reaearch end dovelophient section.

Further, there is a danger in seeing the problems of education purely

in research terms. Many educational difficulties are not the result of

lack of knowledge or to hniques, but an inability to communicate exist-

ing information to all parts of the syster and practitioners in it.

Here the problem is one of communication. How for example, can existing

teachers be informcd of new methoo- of anstruction9
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Problems like this one are not primarily research problems but develop-

mental difficulties. Finally to repeat an observation made earlier,

some relationship has to be worked out between educational policy and

research and other aspects of government policy and research. Here there

is a problem of general coordination of public research and development
departments.

XT. Concluding observations

The burden of the argument in this paper is to suggest that the

adequacy of the Netherlands Plan is best assessed in terms of the as-

sumptions that underpin it. Basically, two types of assumptions have

been considered:

(a) The objectives of Dutch education as far as these have been

specified in terms of educational goals. In a sentence the

question asked is in what ways have these goals been translated

into educational policy, in the sense of how many young people

receive what sort of education in what sort of educational

institutions. It is on this level that more detailed discussion

might take place, not only in the Netherlands but also at these

meetings. These discussions should be concerned to specify

educational goals and in detail to show how they relate to

educational practice.

(b) The projected number of students receiving particular types

of education. Again in a sentence, three types of estimates

seem to have been made in this report: trend lines based upon

recent experience, the occupational and clear distribution of

the population and manpower estimates. The critical point made

in this paper is how far these estimates give us an adequate

basis for policy. The question for discussion might be couched

in the following terms: how far can we see educational systems

and policies (in both qualitative and quantitative terms) as

responsive to external demographic, social, economic and polit-

ical pressures, and how far should we be seeing the role of

education as more positive than this. In fact can we envisage

education creating many of these economic, social and political

pressures. My argument is that only when these points have been
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met, can the detail of the plan be adequately assessed. Either

in terms of the reform of the system itself, its structure,

curricula and methods of instruction or numbers of peoples

going through it. In a phrase, a v1..riant "Parkinson's Law"

might operate in education. If work expands to fill the time

available for its completion, then education expands to meet

the social and economic pressures it has helped to create.
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PROBLEMS OF EDUCATIONAL RESEARCH PLANNING

by

Eskil Bjorklund

Educational planning comprises many extensive and complex problems.

Very broadly they can be divided into quantitative and qualitative prob-
lems - quantitative referring to number and types of schools, etc. and
qualitative referring to content (programme, methods, etc.). Planning
and research are needed in order to handle both these aspects. We may
therefore distinguish four main action areas:

Figure 1

Action areas for educational planning and research

1. Quantitative

planning
2. Qualitative

planning

3. quantitative

research
4. Qualitative

research

The Dutch report mentioned below covers all these areas. The follow-
ing comments do, however, on the whole, deal only with areas 2 and 4.
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Figure 2
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I will begin by ,,.wing a very brief description of the educational

planning and research situation in Sweden. Such a description is - at
least for myself - necessary as a backgrou,,I. The different units having

responsibilities in this connection are indicated on Fig. 2.

Quantitative planning (area 1 in Fig. 1) is, as far as the schools
are concerned, handled by the planning departments of the Ministry of
EducatiLz1 and of the National Board of Education. Research needed for
this quantitative planning is arranged by these departments, and to
a great extent also by the Central Bureau of Statistics, where there
is a special bureau for educational statistics.

In general you can say that the methods for quantitative planning
and research needed for this planning have been worked out and refined
very much during the last 5 - 10 years. The planners seem to find it
absolutely necessary to have their proposals for decisions backed up
as much as possible by scientific analysis and research.

Qualitative planning (area 2 in Fig. 1) in the school sector is,
on the whole, handled in a more incidental way. Proposals have been
made by different governmental ad-hoc committees working on the compreL
hensive school, the secondary schools (including vocational schools)
etc. The fundamental goals have been stated and also the curricula for
the different subjects. Much has also been said about methods, but in
general only in the form of recommendations. The main responsibility
for the qualitative school planning belongs to the National Board of
Education, where there are departments for the instruction in the dif-
ferent school sectors. There is continuous work going on in these depart-
ments to revise the curricula and to make sure that the recommendations
about methods etc. are followed. This is not, however, done in a system-
atic way. If therefore the word "planning" is used in this context it
means something other than the term used in a discussion of quantitative
planning. In general you could say that the methods for this qualitative
planning are still very much in need of being worked out and refined.

) ualitative research (area 4 in Fig. 1 ) is,of course, the respon-
sibilityce the research institutes at the universities and schools of
education. The Social Science Research Council, which has a department
for psychology a-d education, has, according to its instructions, to
"take the initiative, when necessary, for the promotion and exploitation
of research pro

Since 1963 there also has been a Research Planning Bureau within
the National Board of Education. Its task is to initiate and support
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relevant educational research and development work (R and D) at the

different research institutes of the universities and schools of educa-

tion. These R and D activities, which are now being built up, concern

the qualitative aspect, the process of education (content, methods,

organisation, motivation, adjustment, etc.). The present writer is work-

ing in this bureau. '

As said above the following brief review refers only to the quali-

tative aspects of school planning and research. The Dutch report indi-

cates that "pedagogical research and the introduction of its results

are not considered to be primarily the responsibility of the government"

Another passage of the report, however, brings forward a rather different

attitude: "It is important to stress the fact that the Research and

Planning Department not only functions as the central point for planning

activities in the Ministry, but also as the central point for the financ-

ing of innovation that is going on in tine educational process itself". And

some pages earlier it is said that the Research and Planning Department

of the Ministry of Education does not at all limit its interest to the

quantitative aspects. "Also under consideration is the problem of educa-

tional methods. A working group composed of members of the )edagogical

centres and of the Research and Planning Department is studying the

methods of introduction which seem to be most valuable and usable with

a view to optimal educational functioning".

The pedagogical centres are said to be very important for the

achievement of pedagogical results and these centres are "subsidised

for their running costs" by the Ministry of Education. The pedagogical

centres af_ not described in detail but it seems that they are organised

as a compromise between research institutes and experimental schools.

It is said that "sometimes the centres also carry out smaller research

projects".

One of the problems seems, however, to be that "there are no formal

links between the teachers' training colleges and the universities, on

the one hand, and the pedagogical centres on the other". In another

section of the report there is, however, suggested something that could,

at least partly, solve such problems. A new institute "responsible for

the promotion and co-ordination of educational research" has been pro-

posed by a governmental study group. The new institute is, according to

the report, "exoected to start functioning in 1965".

In general my reading of the Dutch report has given me the impres-

sion that the educational research planning situation is very much the
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same in the Netherlands as in Sweden. Methods for quantitative planlila
and research are relatively advanced and refined. Menods for 1.11,, cie?-
tative planning of the schools are - on the whole - still lackirs.
Educational research on qualitative aspects of the schools is therefore
done mainly in the form of piece-meal and small-scale projects. The
problem of introducing into the schools new methods based on educational
research also seem to be the same in the two countries.

The main problem in the Netherlands and in Sweden is prop 'sly GI?
present lack of qualitative planning of the schools. Researcn

educational process will not become really meaningful as long as the
schools lack a regular planning of the qualitative aspects of 6neir
functioning. Not until school research is built into a systematic pl .fi-

ning for the improvement and rationalisation of the work of the schotal
will research get a real possibility to become "the most dynamic force
in the development of the schools".

I`; may therefore be relevant in this context when commenting on
the ITetherlands Report, to discuss some rather general questions,
e.g. the following:

(a) How much planning should there be as to the qualitative aspects
of the schools?

(b) Can the goals for the educational system and the objectives
of the different curricula be specified so as to make possible
a regular planning of their implementation?

(c) Does the responsibility for how instruction is arranged in the
different classrooms belong mainly to the individual teacher?

(d) Is there a possibility for an educational technology that can
structure and make more efficient the work of both teachers
and pupils, and fill the gap between research on the one hand
and what is going on in the classroom on the other?

These are questions which the Netherlands' planning authorities
also seem to be posing today. There seem to be no simple answers to
questions of this type. Some of them, for instance questions b and d,
may, however, be clatified by scientific analysis and research.

An important problem in this context is therefore how to build up
extensive research and development work in the educational process. In
. Sweden a solution to this problem is being sought by establl-,hin- n
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research planning bureau within the National Board of Education. This

bureau, which is run by people trained in scientific educational re-

search, draws up long-term plans for R and D and initiates urgent

research projects at the different university and school of education

institutes. The planning of large-scale educational R and D activities

is made in close co-operation between this bureau and the research

institutes.

Another problem that has to be tackled is how to increase the "re-

search-mindedness" in the central school administration and in the

schools. Education is, according to the American AERA Newsletter, Octo-

ber 1965, "one of the few remaining fields in which the question of

whether research has value still is being debated by the administrators

and practitioners". The problem of how to improve the schools qualita-

tively, demands a less prejudiced approach than has been characteristic

of the mainly teacher-led developmental work. We may have to reject the

assumption that teaching practices will change if teachers are shown

by research that their teaching can be more efficient and instead to

accept that the behaviour of the instructor is the aspect of an instruc-

tional sys'.em that is least amenable to change and innovation.(1)

Educatic.11 research and development in Sweden is planned to expand

rapidly during the next few years. It must aim at creating a better and

more efficient school within the framework of the rather inadequate

personnel resources available. Development in the educational area is

lagging behind in relation to other areas. Work in school still follows

ancient traditional patterns in many ways. Heavy demands are made upon

the school to rationalise its work and organisational structure. R and

D activities are therefore looked upon as absolutely necessary, in order

to design and develop the best and most efficient methods of reaching

the goals of the educational system.

The perspective also held for the expansion of Dutch education,

furthermore an expansion which is to take place within the context of

major reform for the secondary school system, would also seem to pose

the question whether a major effort to organise and articulate R and D

activities for Dutch education is not the prime question facing the

Netherlands' planning authorities today.

(1) Robert Glaser in"Theories of Learning and Instruction, The Sixty-
third Yearbook of the National Society for the Study of Education",
University of Chicago Press, Chicago, 1964 (p. 176 - 177).
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THE PLANNING PROCESS IN EDUCATIONAL

ADMINISTRATION: "PIECEMEAL" VERSUS

"INTEGRAL" PLANNING

SOME PLANNING PROBLEMS INVOLVED IN

EDUCATIONAL REFORM: POST-PRIMARY

EDUCPTION

Hans Nowotny

The reason why an Austrian has been invited to comment on the

General Policy and Planning Report for the Netherlands is that an anal-

ogous report, mainly concerned with educational planning and economic

growth, is about to be completed in his country. The Secretariat expect-

ed that the experience gathered in the Austrian investigations would

facilitate the understanding of the efforts made in the Netherlands and

provide a background against which the situation of educational planning

in the Netherlands would more clearly be seen.

If, therefore, some comments are made upon the Dutch Report, which

is excellent, they are only intended with this purpose in mind. They

are not meant to criticise the work going on in the Netherlands, where

a far longer tradition in educational planning exists than in Austria.
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I. The nature of the Dutch Report - "piecemeal" versus "inte ral"

planning

The first important difference between the planning activities
going on in Austria and those presented in the Dutch Report is that

the Austrian endeavours aim at assessing the long-term needs in the field

of education; needs which arise from an expected evolution of society.
The Austrian investigation lays particular stress on the changes to be
expected in the economy (i.e. changes in production methods which are
evolving towards automation and its effects on the occupational struc-
ture) and on changes of the "social demand" for education brought
about by the evolution from more or less class-determined society

towards what can be called a pluralistic society (this status being

characterised by a higher dagree of social mobility).

The Dutch report is not such a pilot study. It is a description
of a wide range of planning activities in different fields of educa-
tion. each of which could be tne subject of a "pilot study". The report
is designed "to give Member countries an idea of what has been done,

and what will be done, in the field of educational planning in the
Netherlands", activities which - as this report states far too modestly -
"are still of a more or less piecemeal character".

After careful consideration of the enormous amount of planning
which has been done in the Netherlands, the reader gets the impression
that what is called piecemeal planning (contrary to "integral" planning)
can only be understood when one bears in mind the educational legisla-
tion in the Netherlands, the school organisation and its historical
development.

Seen from the view of comparative education, the Dutch school sys-
tem may be said to have some unique features; features which in no
other country seem to be so marked.

These are the simultaneous existence and the scrupulously main-
tained equality of donominational, non-denominational, private and
municipal-public schools and universities. Dutch education is unique
in the constitutioal ri&ht cf private groups (religious, social and
other) to establish and maintain schools in accordance with their beliefs,
it is the duty of the state to support financially all these schools
and universities on equal terms.

Setting up the programmes for the financing of education in the
Netherlands implies a great deal more than the setting up of similar
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progr Ames in other countries. It means implementation of fundamental

principles of educational policy, such as guoranteeing religious free-

dom and equal educational opportunities for everybody.

All planning in the field of education, whatever goal it may strive

to reach, takes place within this fundamental school structure. It

should be said that adequate education is guaranteed by law to all indi-

viduals and groups, so that they have a legal right to suitable school

places. It is the responsibility of the authorities to anticipate educa-

tional needs and to provide the financial means to meet these demands.

Planning in the Netherlands has a unique position, insofar as it

has to take into account the complex structural aspects of the educa-

tional system. Hence, it will be readily understood that planning in

the Netherlands 13 completely determined by the complex structural as-

pects of this very peculiar educational system. No wonder that it has

developed along these structural lines, i.e. arising out of countless

ad hoc inquiries into the magnitude of subsidies to be granted for the

maintenance or establishment of certain school types controlled or

requested by denominational bodies.

The exceptional situation of the Dutch educational legislation,

especially the above-mentioned responsibility of educational authorities

to anticipate educational needs and to secure admission to the appro-

priate school or university for every sufficiently qualified citizen,

throws light on some facts, which at first glance take the foreign
reader by surprise.

Thus it is clear that no particular sense if urgency is felt by the

Dutch general public to be supplied with forecasts of enrolments in

secondary schools leading to higher education. Whatever the demand to

attend these schools might be, it is the legal duty of the state to
provide for more schoolroom space.

In other countries (e.g. in Austria) forecasts of that kind are

designed in the first place to enlighten a wider public, in order to

create a favourable atmosphere in parliament, so that the funds needed
for an enlargement of secondary schools - or any other non-compulsory

schools - may be voted. The difference in the importance attached to
forecasts of the kind mentioned is obvious.

The unique situation of education in the Netherlands as referred

to above may also account for the steady and regular trends in Dutch

education. Taking into consideration the student flows through primary

and secondary education, it can be found that drop-out rates for all
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types of schools are more or less constant. As for grammar school enrol-

ments, the average percentages of the six grades show only minor varia-

tions during the last twenty years, so that only "model" coefficients

are of interest, whereas "technical" coefficients are not likely to

change.

Summing up we can say that, due to these unique features of Dutoh

educational legislation, planning seems to be focussed mainly on prob-

lems arising from the denominational division of pupils and schools.

The central problem seems to be how to make available to parents (and

later to students) a sufficient number of places in schools so that

they can make their choice according to their religious convictions,

without being impaired by unequal regional distribution of schools and

universities. (Refer also to the following passage of the report: "As

stated earlier the government has to provide adequate facilities for

qualified individuals who desire a given type of education. As a con-

sequence, great importance is attached to properly projected numbers

of students in the various types of education. In these projections an

attempt is made to estimate what is called the social demand for educa-

tion". Here the goal towards which most of the planning activities are

directed is clearly to be seen. A great deal of these activities are

focussed on the execution of legal provisions regulating the complex

task of educational administration. The special shade of meaning which

the term "social demand for education" is assuming in this context
should be no*ed.

It is understandable that preoccupation with these problems will

absorb most of the attention and a good dea] of the energy of the educa-

tional planne,'s in the Netherlands, since all planning is oriented in

the first place towards the fulfilment of the basic goals of education,

which are so impressively described in the first sections of the report.

And it is also understandable that a need for "long term" planning has
been felt only of late.

The existing practice of school administration (including what has

been called "piecemeal planning") has proved to be sufficiently flexible

to meet changes in the past. It is to be expected that this flexibility
will suffice to meet the changes likely to occur in the future. But -

and this seems to be crucial - what kind of changes are to be expected?
What does educational planning really mean?

This question leads us in the first place to a terminological pro-

blem: where is the borderline (the line of demarcation) between "piece-
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meal" planning and "long-term" planning? What does educational planning

really mean?

If we look at our "classics"in educational planning, e.g. Louis Cros

in France, Herbert 3.Parnes in the U.S.A., Torsten Husdn in Sweden, Fried-

rich Edding in Germany, etc., we shall always find that tney investigate

some basic phenomena, on which the life of society rests,phenomena like

changes in the economic activity due to the discovery of new sources of

mechanical energy such as oil, electricity, atomic energy, developments

in industry and commerce due to new forms of 'rationalisation like auto-

mation, influencing the capacity for technical production etc. They try

to determine what economic and social transformations are likely to be

expected, caused by such basic changes as the use of new sources of

energy and new production methods. They try to ascertain how the increase

and distribution of population between rural and urban areas is likely

to be affected by these changes. Their aim is to indicate the develop-

ment that education will take and at the same time to set targets for

the educational development in order to meet the new demands and so

to safeguard an optimal growth of society.

If we try to determine what the term "piecemeal" planning could

mean, we find that this kind of planning is used in the carrying out of

"normal" school administration,in the "running" of educational financing

including the Setting up of school building programmes. In short, this

term is used in regard to all activities evolving within the framework

of existing regulations. In "normal" school administration it is assumed

that no important changes will take place, that the legal basis and also

the organisation and structure of education and its social and economic

determinants will not alter, so that, e.g. rentention rates, will more

or less remain the same. Da/ to day running of schools - which, as can

be seen in the Dutch example, implies a lot of "planning" within a set

of educational regulations - is not concerned with the changes behind

the social and economic development. It is not concerned with the forces

by which the evolution of society is determined. On the contrary: normal

school administration and routine work takes it fol.' granted that all :Ale

"underlying forces" will remain more or less constant. As soon as an

alteration of the school legislation is expected (as in the case of the

implementation cf the Dutch Mammoth Law) the situation changes and an

urgent need is felt to foresee future evolution.

So we may say that educational long-term planning-is different from

routine administration(which of course may involve some considerable
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planning). Educational long-term planning is more: it investigates the

"elements" on which routine work is based and which routine work takes

for granted (and must take for granted). In the light of "fundamental

analyses" educational planning evolves a set of hypotheses, the impli-

cations of which have to be continually checked against reality. It also

sets itself some targets to be reached in order to meet certain social

or economic needs (e.g. manpower requirements). But even if we agree

that piecemal planning remains within the framework of a given set of

educational regulations and that long-term planning investigates the

basis or which this set rests, it will be difficult in practice to draw

a clear line between the confines of the two terms.

An imoressive piece of long-term planning in the Netherlands is

described in Chapter X of the Report which deals with "Organisation

and Planning of Higher Education".

We are told of the sharp increase of enrolment figures in higher

education: the number of students in 1Q55 was 29,500; it increased in

1960/61 to 40,000, in 1064/65 to 58,000. According to estimates, more

than 80,000 students are expected by 117:). This expansion tallied with

the Dutch government's industrialisation policy which necessitated an

expansion of academic education.

The expansion problem has been dealt with systematically by a number

of committees (e.g. the Committee for the Expansion of University Educa-

tion and the Committee for the Expansion of Higher Technological Educa-

tion). The results of these efforts have been included in a report, in

which a long-term policy was proposed, destined to deal with the flood

of students and to prevent university training from running into diffi-

culties. This long-term plan forms the main part of the 1961 "Memorandum

on the Expansion of Academic Education", in which the expected increase

in the number of students up to 1975 and the evolution of the demand

in every branch of study are estimated.

It is interesting to note that the guiding principle for the assess-

ment of the demand for graduates was not - as might have been expected

the probable evolution of economy during the years to come (with special

emphasis on the expected innovations in production methods etc.). Instead,

the number of graduates was a function of the fundamental principle of

the education in the Netherlands, according to which "any person who

desires university training and holds certificates entitling him to sit

for university examination should have the opportunity to do so".

In pursuance of the university development plans, institutes of

higher learning have to submit annually to the education Minister their
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"financial plans" in which an estimate of expenditure for the four years

following the budget year in question has to be included.

We have here an interesting example of a close collaboration between

long term planning and administrative activities. It can clearly be seen

how "administrative planning" has developed on the basis of a more or

less "integral planning ". The planning of higher education in the Nether-

lands can surely serve as a model for similar planning activities in
other countries, in so far as the organisation of higher learning in
the Netherlands is comparable with that in other countries. The problem
of comparabilit:- of educational structures is another point to be dis-
cussed in connection with the Dutch report.

II.-Comprative education and educational planning - Some remarks on

the new orvnisation of post-primary education in the Netherlands

The present writer tried loyally to "understand" the nature of the
structural changes expected to be brought about by the new Post-Primary

lalucation Act. He has to admit that he did not achieve this goal as well
as he had hoped to.

We learn from page 9,5 of the report that individualised instruction
will bP introduced in the lower vocational schools (lagere technische

school) and as shown on page 00 the L.E.A.O. will interest approximately
17 per cent of a school generation. The newly-developed H.A.V.O.,

i.P. gr2mmar schools which do not permit access to university higher
education, could affect from f to n per cent of a school generation.

The report also tells us of other structural changes within the
H.A.7.0. system: so it will be possible for students holding a non-
academic diploma to transfer to a fourth grade of a five-year H.A.V.O

programme.

The most imnortant innovation, however, seems to be the establish-
ment of a transitional class (brugjaar) in all types of secondary educa-
tion, to order to facilitate selection. (It is interesting to note in
this context that the "brugjaar" is meant to facilitate horizontal move-
ment "through the establishment of a better balanced curriculum through-
out the system". Apparently the "brugjaar" will not be a "common" year
for all pupils entering secondary education. School types will remain
separated, only the curricula of the first year in all school types will
be the same). Whatever the organisation of the "brugjaar" will be, there
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is no doubt that all these changes tend towards the establishment of

a system of school which link up with each other, both horizontally

and vertically.

In this context it is somewhat surprising to look at the effects

expected in practice, due to these links. We note in the report that

"in practice, a large number of pupils who drop out of one type of

school will enrol in another (mostly lower) type". It is also said that

"the ideal behind the new law is to provide a school system organised

in such a way that the total inflow of students leaves school certif-

icated after a given number of years. The certificate will not always be

that of the first school chosen and will in fact, often be that of a

lower type.

The nature of the intended "horizontal movement" is somewhat dif-

ficult to understand, when we learn that the new post-primary law will

pave the way for the establishment of "comprehensive schools". Here and

above we see very clearly that it is almost impossible to"understand"

the organisation of an educational system - including of course institu-

tions of higher learning - without making comparisons with other school

systems, the organisation of which has to be known to the reader. "Under-

stand" in this context takes the meaning of "putting into a frame" or

"classifying" with the help of a set of given criteria. It is Comparative

Education which offers to the educational planner just such a frame or

classification system, which allows for a better understanding of a

given school organisation.

The frame we are speaking of is a historical as well as a socio-

logical one. An attempt will be made to sketch this briefly. School

systems in Europe have all undergone a certain basically similar his-

torical evolution or else are still at some stage of this evolution.

Comparative education tries, through grasping the trend of this basic

evolution, to pinpoint the place that each school system has reached

within this development.

From a glance at the social history of the past two centuries one

can distinguish two stages of social develcoment: at the beginning of

the Industrial Revolution we have clearly defined social classes, where-

as in our own age the structure of society tends to become pluralistic.

The school systems in Europe at the beginning of this evolution were

characterised by a marked dualism, i.e. hermetically closed parallel

structures. The more progressive school systems of our days are charac-

terised co a large degree by transferability, opening the way to further
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studies to all gifted pupils, regardless of their social origin. This
is - roughly speaking - the frame within which the evolution of school
systems in the last two centuries has taken place.

Looking at this evolution from the point of view of sociology we
can say that school systems are an image of the social stratification:
the structure of society is reflected in the structure of school orga-
nisation. The class-dominated society of the 19th century is character-
ised by almost a complete lack of social mobility of families; children
and their fami]ie- belong to separated social classes and changes bet-
ween classes (in the sense of social rising or falling) are excertional.
Education and vocational training are bound to a given social status:
there are different schools for the members of the different classes.
In the historical evolution this "social rigidity" to which the "struc-
tural rigidity" of the school system corresponds (there is practically
no chance of transfer from the schools destined for the common people
to those for the privileged classes) gives way to greater social mobility.
The "democratic" society is characterised by an absence of social privi-
leges. To the greater social mobility of families in the "pluralistic"
society corresponds a greater possibility of transfer between school
types, I mean the transfer from school types formerly destined for the
"lower classes" to those reserved for the privileged ones. It would be
tempting to trace this evolution in the school legislation of the dif-
ferent countries, but the limited space available does not permit going
into further details.

In trying to describe this historical and sociological evolution
in a general way, we may say that what all European countries in the
19th century had in common was their essentially aristocratic organisa-
tion in which class distinctions were accepted as a matter of course.
These distinctions were reflected in what is known as the two-track
educational system: elementary education was intended for the common
People and "secondary" education was to be reserved for the upper classes.
There was practically no possibility of transfer. Elementary education
was aimed not at producing democratic citizens, but at preparing the 0
ordinary people for the position in life to which they were called,
whereas secondary education was conceived as training the potential
rulers of the nation to take their rightful places in the state, church
or business life.

To facilitate theunderstandine of the new Dutch school organisa-
tion - or indeed every educational structure of our days - and this is
the aim of our little digression - we have to look more closely at school
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organisation and its correspondence to social stratification. Fortunat-

ely some excellent work in this field has been done recently by M.

Maurice Reuchlin in his book "Pupil Guidance" (published in 1965 by the

Council of Europe). It may be permitted to quote the respective pas-

sages:

"In very general terms, the commonest feature of the traditional

pattern of educational organisation was a structure which could

be described as "vertical". From the moment they enter school, or

very early in their school career, the children are placed in

divisions in which they remain until the end of their studies.

Often, these different "vertical" divisions recruit their pupils

from different social groups. Naturally, the division designed

for the less ambitious groups follows a shorter course.

"A movement to make the vertical organisation of education more

democratic, with the sole aim of satisfying the demand for longer

studies, would lengthen those courses which were too short and

would introduce a certain similarity between the work of the dif-

ferent divisions, each of which would continue to recruit its

members from a particular social group."

It is quite clear, however, that democratisation of this "vertical"

kind is no democratisation at all. From a strictly educational point

of view it is very unlikely that certificates gained after a number of

years of study in the socially "inferior" division would in practice

have the same value as those gained after an equal number of years in

the socially "superior" division. From a more general point of view,

an essential aim of democratisation is to teach children from different

social groups to mingle and get to know each other. This social experi-

ence could not be achieved if the barriers between supposedly parallel

educational groupings were preserved.

This means that for many countries the main problem involved in

making education more democratic consists in substituting, in place of

these vertical systems, horizontal systems whereby all the children of

a given age can be brought together, first in common schools, and sub-

sequently in schools which offer a choice of courses and which keep

the opportunity of transfer from one to another open as long as possi-

ble. The first seep, therefore, towards a change in the system con-

sists of bringing the traditional vertical systems into closer relation-
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wit -.%c another. 7-1i3 makes it easier to introduce legislation
antilorising transfers from one division to another; such legislation

constitutes the second stage of the reform. But the implementation of
these leczal -easures encounters all sorts of practical difficulties
(particularly as regards the introduction of different courses), or
difficulties created by prejudices still nourished by parents and edu-
cationalists.

The third stage 4n the reform of the system consists of creating
material conditions and a climate of opinion favourable to the complete
destruction of the traditional barriers between divisions."

It will be our task to see the envisaged structural changes of the
school organisation of the Netherlands against this background, which
now gives us some criteria for an "understanding" of a school system.
Before we do that, I should like to point out some changes of a more
psycho-pedagogical nature which are closely connected with the evolution
described above. It is interesting to look in this context at the role
pupil guidance is playing in "horizontal" versus "vertical" structures,
at methods of "selection" compared with what is called in France
"orientation scolaire" and at changes in school atmosphere brought
about by the process of democratisation mentioned above.

As regards pupil guidance M. Jean Ferre makes the following, what
ma% be said to be ';enerally valid, remarks speaking of the French "cycle
d'observation":

"During this period of observation - usually at the age of 11 and
12 - pupils are offered e choice, according to their abilities,
between the modern and the classical stream. Time-tables and
curricula which until now have differed according to the kind of
instruction given in the school in question (the long or short
course, or even the technical one) will henceforth be unified or
virtually so. The idea is that every child capable of profiting
from a particular kind of education should do so and that guid-
ance which is often merely fortuitous or prejudiced should give
way to guidance based on thorough observation of the child's abil-
ities (de substituer une orientation qui nest souvent que le
fruit du hasard ou de prejuges, une orientation fondde sur la
pleine observation des aptitudes)."(1)

(1) "Ability and Educational Opportunity", OECD, 1962.
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It can be said that the role which educational and vocational guid-

ance (in the sense of the French "orientation scolaire") plays within

the school system is indicative of the attained degree of "democratisa-

tion" as M. Reuchlin used this term. As to "selection" and school atmo-

spnerc. the following could be said: The necessity of selection has

never been called into question, but all depends on how it is carried

out. In the case of "watertight separation between vertical structures"

it is mostly operated through elimination, by means of an examination

(test) based almost exclusively on marks gained, of pupils deemed un-

suitable and doomed to leave the type of school in question. While, in

the case of a "horizontally differentiated" school system, selection

takes place on the strength of every possible kind of information that

educational guidance (orientation scolaire) and co-operation between

teachers and parents can provide. If the word "democratic" may be used

with reference to a type of school, it should certainly apply to the

methods of selection and the general attitude of the teacher towards

the pupil to be selected. One need only to compare the atmosphere en-

countered in schools at which teachers acting as governmental execu-

tives "select" pupils by marking their examination papers and passing

judgements on them, with that found in schools at which educational

psychologists, ph7sicians and teachers co-operate to advise the pupils

and their parents in matters concerning the choice of the most appro-

priate school career. As already mentioned above, the role guidance

actually plays in the course of selection (and not merely its institu-

tionalrole) is decisive when an attempt is made to judge the level of

"democratisation" attained within the school types, with which we have

to deal here.

After this rather lengthy preparation - meant to provide what we

called a frame (a system of reference) for the understanding of the

new Dutch system - we can look at the school types in question and at

the changes envisaged.

Looking at pre-academic education in the Netherlands in its present

forms we can distinguish the "gymnasium" with its alpha and beta stream,

the "hogere burgerschool" (H.P.S.) with its A and B stream and a com-

bined grammar school, the "lyceum". (It would be interesting to know

if. as matters stand at present, there is a possibility for girls with-

in the l'rceum.to transfer from the "middelbare school voor meisjes" to

the "hogere burgerschool" or the "gymnasium".
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most; striking innovation envisaged in pre-academic education
ro be the creation oe the atheneum type which, evolving from

the "hoz.ere burgerscho-1", will offer grammar. schools of a modern type

giving pupils access to university hither education. In the report,
information on this school tape is rather scarce (it is given only in

Appendix III); its presence would be highly appreciated. In order to
understand the envisaged new organisation of pre-academic education
in the Netherlands it would be important to know on the one hand to
what extent gymnasia and athenea will remain separated from each other,
and on the other, what possibilities of transition from non-academic

general secondary education (i.e. of the M.A.V.O. type) to H.A.V.O.
schools will be offered.

In this context the nature of the "brugjaar" becomes of a special
interest. Will it be a common institution for all pupils like the
French cycle eorientation, giving access to all types of education in

an upward direction, or will it be simply the first year in the separ-
ated types of (non-academic and academic) secondary education, with the
purpose of "selecting" primary school pupils for a secondary education

leading to higher education (or to M.A.V.O. schools), with the effect
of directing those deemed unsuitable to a "lower" school?

A11 these questions of school organisation are of vital importance
for educational planning, since output figures - in this case for the
number of certificated school leavers entitled to pursue studies in
institutions of higher learning - depend on transfer possibilities

between secondary schools which may or may not allow partial access to
higher education and those allowing access to all types of higher edu-
cation.

What is also of great interest is the relation between different
types of technical schools (possibilities of transfer from the "lagere
technische school", the "uitgebreid technische school" to the "hogere

technische school" compared with what the Germans call "zweiter Bil-
dungsweg"), and the relations of the technical schools (especially
H.T.S. and H.E.A.0.) to H.A.V.O. Looking for example at the new "high
school system" in Sweden (schools for the age-group 16-20), we find
that a rigorous and concentrated effort is being made in that country
in order to reduce or break down as far as possible the division be-
tween the different types of schools. How far can similar trends and
tendencies be ascertained in the Netherlands?
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This questio. brIvIp7; ')!" to one or tIlP mort intPrestirg chapte-s

of the Dutch report, namel:r to chapte- 71, d-Plin wi'h problems of

efficiency.

The attempt to evaluate efficiency, either what is called external

or internal efficiency, deserves our whole interest and our full appre-

ciation. We full:: agree with the idea that without indepe-dent thinking

on this topic it is not possible to bring about an integrated approach

to planning. It needs also the courage of one's own convictions to de-

clare that the "internal" efficiency of educational institutions can be

measured by the ratio of the input of students to the output of students,

so that student drop-out is an indication of the efficiency of a school

system. It may be permitted to remark that a comprehensive study of the

causes and reasons of student drop-outs focussed on grammar schools and
institutions of higher learning is at present going on in Austria.

To the "factors affecting internal efficiency" another may be

added, to which some allusion has been made in the Report. I mean the

emotional problems of the teacher in the classroom and their effect on

efficiency.

I fully agree with the authors of the Report, when they stress the

necessity of finding out, if the attitudes of teachers and other educa-

tionalists are still based too much on traditions which are no longer

relevant in the contemporary situation. I also agree with the idea that

educational guidance to be provided by school councellors should help

the pupils to solve their personal problems. What has been overlooked

so far in most of our countries is that teachers also have their personal

problems, problems which are likely to affect the pupil's progress in

school and what is even more - given the natural suggestibility, positive

or negative, of the pupils - to influence the development of the child's

personality. We all know from experience in our daily life that a neurotic

or aggressive person will modify, for example, the whole atmosphere of

an office, because every manifestation of personal agression is liable

to be echoed in the whole system of relationship. Speaking of "efficiency"

it cannot be over7stressed that the teacher's own response to the child-

ren he teaches and the ways in which the school staff react to each other,

to the head, to parents, to the educational hierarchy of which they form

part, all influence the atmosphere in which the children at school live

and learn and naturally are of crucial importance for the "internal"

efficiency Of a school (cf. "Education and Mental Health", by W.D. Wall,

Unesco, Paris 1955). Speaking from experience as a former headmaster of a

grammar school in Vienna, I can confirm that the main reasons for the
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drop-out of students were emotional problems either on the side of pupils
(and their parents) or on the side of the teachers or on both. Educa-

tional planning which is concerned with "numerical" problems of effi-
ciency will have to take care of that important cause of what we will
call "attrition", and will thus contribute to alleviate one of the most
serious problems in psycho-pedagogy.

If our colleagues in the Netherlands do pursue that course of
action so well started in their efforts to improve efficiency, they can
be sure of the i-Merest and solidarity of all educationalists who
stressed the importance of that aspect of education at the XVIth Inter-
national Conference of Public Education, of which the 36th Recommenda-
tion (para. 50) reads as follows:

"Because one of man's greatest unsolved problems in his relationship
to his fellow men, the teacher should have the interests, the

attitudes, the knowledge and the skills necessary to teach good
human relations, tolerance and solidarity in classroom and home,
and in the local, national and world community; the training

establishment should recognise the paramount importance of this
problem and, both through instructicn and practice, qualify the
teacher to teach good human relations and world understanding."
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II. SUMMARY OF THE DISCUSSION

by

Pierre Laderriere

In examining the Netherlands Report the experts considered each of
its principle chapters in turn. This was followed by a discussion. Many

interesting contributions were made and the discussion soon went beyond
the scope of the Netherlands report and concentrated on some of the
main principles of general educational policy and planning. It seemed

necessary, therefore, in preparing this summary to regroup the basic
ideas on which the E.I.P. Group, and the experts inv"ed to give their
comments, focussed their attention.

Presentation of the Report

In his introductory statement which is summarised in the Foreword
to this publication, Mr. Veldkamp, Head of the Research and Planning
Department of the Netherlands Ministry of Education and Science, en-
deavoured to place the report in the general context of research and
forecasting machinery in the Netherlands educational system. He pointed
out that the report described the situation at a given moment and that
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some aspects would be quite different if the report were rewritten to-
day. It was becoming increasingly clear that such reports could not have
a decisive influence unless they were periodically revised or, even, re-
written.

This type of report was most valuable because many of the topics
discussed might logically be, and indeed ought to be, subjects for pilot
studies. The results of such studies might sometimes be included in the
reports, as was the case in the report under discussion.

Emphasis was thus laid before the discussion began on the value of
a report of this kind both from a national and an international point
of view, provided it opened the way to further research and was sub-
sequently revised in the light of educational developments and the find-
ings of research.

To enable conclusions to be drawn from the discussion the main topics
dealt with have been regrouped under three main headings dealing respecti-
vely with educational aims, structural reforms and planning machinery,
and research and innovation in the educational system.

1. Aims of the educational system

A most interesting feature of the report is the attempt made in
Chapter II to explain the inter-relationship between society's goals
regarding education and educational plans. The E.I.P. Group as a whole
agreed that this part of the report was most important for it was perhaps
the first time that a society's aspirations with respect to its educa-
tional system were presented clearly and frankly in a report. Presenting
these fundamental principles implied a readiness to have them compared
with actual practice and hence with the results achieved by the educa-
tional system and the resources used to achieve them.

Formulation of goals

First the goals must be defined. In a society which is constantly
evolving they need to be redefined in the light of the general trend.
Who should be responsible for this? It is not the planner's job to formu-
late goals: this is the job of the politicians - who do not always
formulate them clearly. Thus, aside from putting clearly defined goals
into practice, it is up to the planner to discover what actually lies
behihd ill-defined goals.
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Tide pointed out, for example, that the terminology used in
describing these goals could be a source of confusion: e.g.. the notion
of "freedom of eduction" could be interpreted in very different ways,
so a more neutral term would have to be adopted if similar phenomena
were to be described clearly at an international level. In Mr. Geen's
view, the difficulty was increased by the successive additions made to
the system, sometimes without any explicitly stated purpose, even
though current reforms of the system may all tend to have a common aim.
Thus current efforts to reconstruct an educational system on rational
lines by reference to its goals come up against the difficulty that
these goals have not been stated or are not coherent. In the case of the
Netherlands report the authors have endeavoured, on the basis of the
fundamental principles governing Netherlands society, to set forth its
future expectations for education.

While noting the particular context within which the Netherlands
planning group produced this report, Miss Robinson nevertheless did
not think that it represented the best or final method for developing
a statement of goals. In her view, only a constant dialogue with the
most highly qualified representatives of various communities could re-
veal society's aspirations for the content and ends of education. Such
a dialogue is necessary as a prerequisite to genuine planning. Of course,
the Netherlands report in its present form, as the first of its kind
in this country, aims to promote this dialogue by encouraging ever larger
social groups, in particular the different decision-making bodies, to
study and co-ordinate their educational activities. However, until the
machinery for consultation has been established, such a document can
only be called a "plan" in the sense that a small group of persons has
determined the resources to be allocated by society for the development
of an educational system along the broad lines which this group under-
stands to be generally acceptable.

When contact has been established among various Dutch educational
institutions, as in the case of university level higher education, it
has been possible to proceed with a measure of educational planning
(see chapter X). Although there is co-ordinated action at this level it
should nonetheless be stressed that student flows in higher education
are governed by policies, structures and factors that have so far eluded
co-ordination; this makes practical planning difficult.

The Netherlands planning group indicated that this will not always
be the case. For example, the Netherlands Authorities are at present

251

211



studying how to establish a system of co-operation between the national

educ:Itior-il cxgani,:tions and the Ministry which will enable them to

collaborate in 46i ,.. studies required for the planning and setting up of

schools under the new Secondary Education Act. Co-ordinated study and

investigatiorl at secondary and higher educational levels should then

lead to much more integrated development plans.

Meaning of the goals

After stressing that the formulation of goals raised the problem

of responsibility, the members of the F.P.I. Group discussed the impli-

cations of these goals. Mr. Von Mutius considered that these goals might,

in fact, be divided i -ito three categories: constitutional principles

(freedom of education - ceAl number 2), goals which might be defined

quantitatively (scientific development - goal number 6), and principles

governing education (adapt:Lig the individual to technological develop-
ment - goal number 5).

Mr. Eide said that he could not clearly see what position was to

be given, in the list of different goals, to the important educational

goal looking toward relationships among members of the national com-

munity. Furthermore, he considered that goal number "i ("to provide ade-
quate education for all individuals and groups to the highest levels

'chat they demand") was hardly explicit, for the root of the matter lay
it the various means which would enable influence to be brought to bear

on the social forces orienting demand for education. However, it was
not the meaning of the goals that was principally studied by the Group

insofar as they reflected a national specificity that did not concern
foreign experts. J\ foreign observer, on the other hand, could study the

coherence of theme goals and the relationship between targets and re-
sources.

Coherence of the goals

Mr. Little wondered in his paper whether there was not a risk of

tension, even conflict, between the various goals of the Netherlands

educational system as described in chapter II. This type of tension
between different goals is not in fact confined to the Netherlands as

was emphasised by several speakers. The possibility of conflict is in-
evitable in a developing society and can even stimulate progress.
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Goals number 3 (social demand) and number 4 (demand for manpower)
provided an example of possible conflict between two goals. The obser-
vation in chanter II of the report seamed to assume that there was no
contradiction, bolt :Ir. sandgren found this difficult to accept. He
thought this contradiction did generally exist but should not pose any
problem so long as the relative importance of the various goals could
be indicated by defining a "target function" which established the
levels or weights related to each of these goals.

Thus while it was considered necessary to aim at coherent goals
it was also considered that the rapid changes which characterised our
societies would create tensions. These would either have to be reduced
by adjusting the targets or accepted and efforts made to determine
how much incompatibility was permissible.

Giving rractical effect to the goals

The problem of putting the guiding principles into practice, i.e.
the actual operation of the educational system was closely analysed by
Miss Robinson and Mr. Little. In their respective papers they stressed
that the different goals formulated in chapter II had not been clearly
linked with their quantitative and qualitative implications. Miss Robin-
son, for example, pointed out that for the first goal ("which rolls into
one statement all the various 'social' purposes of education") it would
be advisable J know "what planning targets and resources are related
to achieving these goals". Moreover, these goals are of interest only
if the results achieved can be assessed. This failure of the descriptions
to coincide, as regards the formulation of goals and the actual practice
within the school system, is not peculiar to the Netherlands. Faced
with the realities of the educational system, national authorities are
apt to disregard the link between the goals and educational practice

and the assessment of the effectiveness of the system in the light of
the initial targets. It was stressed that this assessment which in this
respect was in line with Mr. Bjorklund's research proposals should be
much more closely concerned with the qualitative than the quantitative
aspect.

This last proposal shows the extent to which the discussion of the
first few pages of the Netherlands report threw light on what should be
included in a report on general policy and educational planning designed
to cover the problems raised by the development of the educational
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system as a whole, the solutions adopted, the machinery for implement-

ing the policy decisions and the results obtained.

2. Structural reforms and planning machinery

4

Consideration of the role and place of institutions responsible

for the various types and levels of education was initiated by Dr. H.

Nowotny who, in view of the complexity of the Netherlands educational

system, recommended resort to comparative education in order to dis-

tinguish clearly the characteristic features of the system described in
the report.

Difficulties in understanding the system were increased because of

its decentralised structure, the presence of public and various denomi-
national schools and different administrative authorities, as described....

in chapter IV.

The combination of successive additions to the system and observance

of the principle of equality of status of public and private schools

makes structural reforms and planning machinery more difficult insofar

as arrangements mast be made for official or unofficial consultations

to allow gradual modification of the educational system in its differ-

ent compartments and levels.

Reform of secondary education

The Post-Primary Education Act, like all laws, is the result of a

political compromise; there are weak points, but it has the merit of

integrating in a single text material that was previously dispersed and
did not permit an integrated approach. The Act is not simply an attempt

at classification. Faced with the growing demand for education and tech-
nological progress the Netherlands authorities proposed a structural

reform of secondary education which the different decision-making
bodies are starting to implement. Decentralisation implies a distinction

between public education and private education due to differences in the
framework and atmosphere surrounding education (different textbooks,

religious studies that, are general in denominational schools and optional
in public schools). However, education is provided on the basis of

identical structures and curricula.
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In the Netherlands, the transitional year ("bruglaar" - after six

years of primary education) established under the new Post-Primary

Education Aet should allow for better observation, orientation and

selection of pupils. The "bridging" year will enable pupils to be orient-

ed towards the education for which they seem best suited and make hori-

zontal transfers easier than in the present more rigid vertical struc-

tures. New kinds of schools and types of education are to be established

at the secondary level and will allow for easier horizontal transfers,

even beyond the transitional year. The aim is to set up a better balanced

educational system, going so far as to make possible general education

and vocational education sections in the same schools.(1) Under this

Act, for example, two types of "LAVO" (preceeding shorter vocational

training) are possible:

(a) As a separate (the lowest) type of general secondary education;

(b) As the first cycle (one or two years duration) of junior

vocational education.

Transfer from "LAVO" to other types of general secondary education

(e.g. "MAVO") is a possibility.

The Netherlands planning group acknowledged that the Act has not

widened the scope of sectors such as educational and vocational guidance;

it is not yet really integrated in the educational system. Provision is

being made for the development of "auxiliary" services responsible for

psychological, medical and social assistance to pupils.

Structural reform and democratising access to education

This new structure is nonetheless subject to certain criticism in-

sofar as the new Act's major objective is to democratise access to edu-

cation by changing the structure of the system. Several speakers em-

phasised the need to examine the role of this structure and see how it

was linked with the social structures of the national community.

Mr. Saltzman thought that, before any assessment was made as to

these structures or their modification, consideration should first be

given to whet extent these structural reforms actually contribute to

democratising access to education (more particularly access to secondary

(1) See chapter V of the report, paragraph 3; also Appendix II (Glossary
of the present system) and Appendix III (Glossary of the future
system).
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edu,a'Aoh. Pr. Saltzman further railekt o,he2Li,)n t_ w;lat eo-ent the

educational system, a product of its societ;,, could b- Expected to re-

form itself beyond certain limit; net by this society. This was answered

noting that planning could enaole the educational system to become

aware of the internal reforms that needed to be undertaken without wait-

ing for them to be triggered-ref 1:1,f outsJdc developments. It shoeld be

the function of analysis performed in the planning process to see at

least what internal reforms in education are demanded because of changes

in the society, sine established educational institutions often lac

far behind general developments. It is this kind of understanding that

has led to the current moves for structural reforms.

With regard more especially to the transitional year designed to

encourage orientation or re-orientation, its precise nature with in the

"LAVO" (first cycle of junior vocational education) was queried: Did

the education provided there, which allowed for advancement from general

education to specific vocational training really make it possible for

pupils to transfer to other types of general education? The experience

of other countries Tives grounds for fearing that the pupil admitted

to the "LAVO" is confined to vocational training. Conversely, for the

other types of education, while the curricula are the same, this tram.

sitional year's schooling will be provided in separate schools. France

has had to give up this structure after trying it out. The 1959 reform,

which set up observation and guidance machinery in separate schools at

the first cycle level of secondary education, had to be modified in

1963. The establishment of schools with a variety of curricula at first

cycle level permitted a continuous process of re-orientation within the

same school, whereas between 1959 and 1963, subjective and even financial

factors had obstructed genuine horizontal transfers from one school to

another.

However, such a reform simply reduces the geographical inequali-

ties of school attendance and encourages re-orientation locally. The

co-existence of different sections in the same school is not bound to

make them less watertight insofar as each section is distinguished by

a well-defined form of education. It is becoming increasingly evident

that a real improvement in the conditions of access to secondary educa-

tion entails a change in the form of education provided, the predominant

form generally being far too far removed from the experiences and systems

of motivation of children from the lower social classes. Nevertheless,

under such a reform a veritable "compensation technique" would have to
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be put into effect in order to keep the maximum number of pupils from

a less favoured background in the educational system as long as passible;

expenditure on each pupil would therefore be higher and financial assist-
ance to families might also be added to this as a result of lengthening

the period of school attendance. But this additional expenditure, per
qualified graduate, may be partly offset by improving the system's

efficiency, especially by reducing the number of drop-outs. These dif-
ferent observations justify the very great interest attached in the

Netherlands to thP pilot tests now in progress with a view to the final

and general application of the Secondary Education Act.

The future of university level higher education

T' increase in the number of candidates for university level

higher education creates problems in the Netherlands recognizable in
other countries. To meet the problems involved in the long duration of
i-ildieF;, the high -nimber of drop-outs and the need to provide new types

or high level manp-mer, a shorter bachelors' degree (a three-and-a-half-

ve-lr f.onrse) is now awarded experimentally at the Enschede University
of Technology which was set up in 1064. In addition, there are training
courses for teachers, linked with universities but not leading to a
university diploma, and these can be regarded as vocational training
courses.

As far as the university's role in research is concerned, the

Netherlands has not yet set up a co-ordinating body at the highest level
for work done under research and development policy by various bodies

in different fields. In view of the need for such an advisory body, a
"Council for Science Policy" is to be set up shortly.(1)

It is at present very difficult to give exact figures for the
amounts allocated to research from university budgets, since the univer-

sities receive funds which they use for both research and teaching but

the proportions are not known. Nor, in fact, are there very strict

scales for the distribution of heavy equipment in the research field,
since what today appears impossible to supply to all universities, may

within a few years become an integral part of each university's equip-
ment. While research contracts between the private sector and universi-
ties exist, they have not been extensively used since Netherlands' firms

(1) The Council was installed by the Minister of Education and Science
on the 6th of October, 1066.
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undertake numerous research projects themselves. Informal contacts en-

able the universities to keep up to date with the basic research re-

quirements of industry. Moreover, setting up a "Council for Research

and Development Policy" should clarify the Nation's total requirements

in this field.

Planning machinery

The highly decentralised structure of the Netherlands educational

system undoubted1 creates technical difficulties for planning. The

report itself, aecordinF to Mr. Von Mutius, covers various types of

planning: overall and quantitative planning, the results of which are

set out in chapter 1' - planning for school:, - school building pro-

grammes.

As has been stressed alread,, the first attempts at planning were

made at the level of university e2c'aation, based on estimated numbers

of students and on demand for university graduates, and on qualitative

aspects. The planning machinery used for the expansion of university

education as a whole has been described in chapter X under 3 A of the

report.

The planning procedure for the development per university (teach-

ing and research) is regulated by law since 1961. All universities,

whether public or private, must draw up a development plan every four

years. The universities' development plans are submitted to the Academic

Council which studies the plans with a viewpoint toward co-ordination.

The Academic Council is a body which confines itself not solely to

university development but also to the relationship between the uni-

versities and the various sectors of society. For representing those

sectors a number of its members is appointed by the Crown. This Ccuncil

advises the Minister. The Minister submits his own "policy" memorandum

together with the university-development plans to Parliament for dis-

cussion, which takes place every four years.

However, university education is likely to develop on rather iso-

lated lines insofar as concerns relation to certain developments in

secondary education. A special planning body, which co-ordinates and

in which are reflected planning activities in secondary as well as in

higher education, does not exist. Although there is a Doard of Education

(Onderwilsraad), which has sub-sections representing the different edu-

cational levels (higher education, secondary education, etc.), this
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Board is not concerned with the aforementioned kind of planning. Some

provision in this respect will be needed. It has to be mentioned, that

even in the planning exercise undertaken at university level, the

bodies responsible for forecasts have to cope with the lack of expert
staff.

Admittedly there are as yet no links allowing assessment, for
example, of the output of "informal" education, but, the improvement of
forecasting machinery and the collaboration of the various groups re-

sponsible should enable this step to be considered in the near future.
The new planning procedure for schools, which co-ordinates the

forecasts of different denominations with those of the istry, is
still in its early stages and it will take time before it begins to

produce results. 'he development of this machinery should make it pos-

sible to change gradually, as stressed in Mr. Nowotny's paper, from
"piecemeal" to "integral" planning responding to general goals which

require, for example, consideration of student flows through the system
as well as forecasts of skilled manpower. The Netherlands already has
a fairly long experience in the development of educational planning in
this direction.

Manpower forecasts

The discussion began with the understanding that no model has yet
supplied an optimum solution, especially when the aim is to include

all manpower requirements. In this connection, Mr. Fide developed the
idea that the forecasts of manpower needs currently made in many coun-

tries are largely based on the present make-up of manpower, which was
determined by the supply of graduates. He concluded that the forecasts
in the Netherlands report are based on just such an assumption of a

developing manpower demand in the presence of a supply whose composition
remains fixed.

Referring to this point in his paper, Mr. Little developed the
idea that not enough emphasis had been laid on the fact that education

created its own demand, which might explain why a good many forecasts
had been so quickly outstripped.

Replying to various speakers, Mr. Ruiter first stressed his keen

awareness that the educational system "nourished" society, but it was
extremely difficult to give effect to this idea when carrying out a
planning exercise. In making demand studies for university graduates
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it ,gas e.g. assumed that certain categories of new graduates, such as

psychologists, would create their own demand. The autonomous influence

of education on society has been experienced quite markedly in the

Netherlands. The following may serve as an example. After the war indus-

trial firms planned their physical equipment and organisation assuming

a continuous inflow of young unskilled workers. However, rapid educa-

tional expansion resulted in increased numbers of skilled workers and

technicians and dried up the stream of unskilled workers. Industrial

undertakings had difficulty in adapting themselves to this new situ-

ation. This experience convinced educational and manpower planners

that they not only should inform educational policy makers about the

expected demand for skilled personnel but that they also should confront

industrial authorities with the expected changes in educational qualifi-

cations of the influx into the labour market (i.e. the output of the

educational system). Mr. Ruiter thought that forecasting short of re-

quirements was general and could be attributed to the swift changes in

our society which were not all anticipated by the planner.

Replying to Dr. 3teindl's comments that efforts should be made to

obtain a full and coherent picture of supply and demand at all levels

instead of a few categories of manpower only as was the case in the

Netherlands report, Mr. Ruiter said that it was important to make fore-

casts where there was shown to be too wide a gap between graduate supply

and demand and where the training period was very long. On the other

hand, so far as shorter training was concerned (e.g. skilled workers),

students, parents, teachers and society in general could far better

anticipate the demand for graduates over the next five years than could

the forecasters, thus enabling planners to concentrate on new methods

of long-term manpower forecasting.

P1-)nning and the system of financing;

Although the Netherlands already has valuable experience in this

area the difficulties confronting educational planning in a country where

the school system is so highly decentralised and where the structure

of the educational system tends to reflect social structure, did not

escape the meeting. Moreover, the term "decentralisation" was open to

very different interpretations. Mr. Eide pointed out that in his coun-

try, Norway, decentralisation was the official policy though in prac-

tice it did not go very far. The fact that in the Netherlands each
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sector received the same help from the public authorities might indirect-
ly stimulate planning. The point to be determined, Mr. Little noted,

was how far the system of financing provided planners with a practical

instrument for changing the structure of the educational system. That

the centralised system of financing operating in the Netherlands was
a potential means of effective action could already be seen from the

arrangements concerning school building and the forecasting of expendi-

ture. Taking the example of the Klos Plan (see Appendix IV of the report)

concerning the building of schools for training nursery school teachers,
it was indicated that if the plan were adopted the amount required for

its implementation would be entered in the budget each year up to 1970.
In the case of university level higher education there was no dif-

ficulty regarding contacts between those responsible for forecasting
and planning university development; arbitration was entrusted, for
instance, to officials in the Ministry's Higher Education Directorate,
who held annual discussions with each university's budget service in
order to work out a draft budget which would have the agreement of the
universit- authorities.

Finally, the question was raised whether the estimates of total

expenditure for ln70 and 1075 set out in chapter VIII were based on
planning decision or simple a forecast. Mr. Ruiter replied that between
now and lq70, i.e. in the short and medium-term, close collaboration

would be established between the economic and educational planners;
the data given for 1970 were certainly based on the straight-forward

integration of information provided by the Central Planning Office.

Conversely, the long-term estimates for 1975 were simply forecasts de-
signed to give present notification of the anticipated growth.

These few examples clearly illustrate the course followed by the
Netherlands authorities. In specific sectors, such as school building,

supervisory machinery should certainly be established to check the

implementation of plans. In this connection, Mr. von Mutius mentioned
the example of one of the German Lander where an inspector had the
special duty of reporting on the implementation of plans directly to
the responsible Minister. However, the existing machinery will probably
be more effective ar; a more highly integrated planning process develops.
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3. Research and innovation in educational system

The reforms to be carried out in the educational system are usually

determined by the inefficiency revealed in its operation in the light

of the general trend of society. Thus all the participants stressed the

importance of chapter VI dealing with the efficiency of the educational

system. Assessment of the system's efficiency should allow investigatirm

into the causes or reforms to be initiated immediately.

Efficiency of the educational system

As an economist, Dr. Steindl pointed out that the notion of effici-

ency was found to be the main concern of authorities spending 5.6 per

cent of the G.N.P. in 1965 for education (and perhabs as much as 8 per

cent in 1975).

The measurement, causes and significance of student drop-out, as

one of the most visible evidences of efficiency, were then discussed.

First, Mr. Eide pointed out that it would be advisable to define the

aims accurately in order to measure the results: e.g. in the case of

girls in higher education "waiting for marriage", the drop-out is of a

very special type.

It was further emphasised that while these losses might affect a

given type of education, the students might continue their studies else-

where in another kind of educational institution, usually at a lower

level. A study of the real drop-out rate, therefore, presupposes a bet-

ter knowledge of transfers Qf pupils from one institution to another,

and a clear definition of aims for the system.

Several speakers pointed to the possible causes of these losses.

Mr. Nowotny considered, for example, that there would always be a

certain number of drop-outs since not all students at the highest edu-

cational levels would be able to continue their studies. In his commen-

tary he indicated, in particular, that among the causes of the ineffici-

ency of the educational system were emotional problems created within

the school by the relationships between teachers and pupils, which

could influence the progress of studies and even the development of the

childs personality.

It was considered that internal analysis of the educational system

and its resources has not adequately explained drop-outs. To these

internal considerations, several speakers pointed out, must be added
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that the pattern of drop-outs might correspond to social strata within
the educational system. A breakdown by social class attendance rates

and drop-outs might emphasise the "reserve of talent" not yet used, and
efforts would have to be made towards a genuine reform in order to draw
upon this intellectual potential at the lower social levels.

Mr. Fide discussed briefly how a study of the planning models of
student flow through the educational system showed that there were a
series of inter-relationships in which educational policy is one of the
forces influencing many factors which are represented as forces external
to the system.

The examples mentioned during the discussion showed nonetheless
all the structural and financial implications of a specific policy

applied in this respect. Thus in the United Kingdom a strict selection
system for entrance to university level higher education resulted in a
low number of drop-outs. A study carried out in Canada had shown that
drop-outs decreased when the quality and number of teaching staff were
raised, which entailed increased expenditures. The Netherlands Group
described a survey in progress in the Netherlands on drop-outs from one
generation of students. Undertaken on a scientific basis, this survey
should make it possible to demonstrate what caused drop-outs (this could
only be guessed at at present) and then to develop possible solutions
to this problem. This type of study should gradually improve the opera-
tion of the system and at the same time allow innovations to be pro-
gressively introduced.

Educational research nlannin

Miss Robinson first stressed the need to set forth clearly the
means and resources placed at the disposal of Educational research ser-
vices in order to stimulate innovations and put them into effect. In
her commentary she considered that the report did not deal with these
points in sufficient detail. Taking the example of regional research
laboratories recently set up in the United States, Miss Robinson demon-
strated that institutionalisation of educational research and develop-
r1,,mt necessitated integration and close co-ordination of the different
bodies and tne activities of the experts concerned; the main feature
of the situation prior to this having been the dissipation of effort
wh n, in particular, research laboratories were artificially grafted
on to the educational structure. Mr. Little said that the main conditions
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for "the self reform" of the educational system were the establishement

of machinery for collaboration and contacts between the various groups

concerned (research workers, teachers, administrators) and the continuous

implementation of innovations (research and the application of results)

within the system.

Thus publication of the various studies in progress is of vital

importance both at national and at international level.

Mr. von Mutius stressed, for example, the importance of the "Regis-

ter of Applied Research in the Social Sciences" in Germany which was

initiated in 1963 with a view to co-ordinating research work and avoid-

ing duplication. He thought that a register of this kind should also be

provided at international level as an "information pool", since countries

at the same stage of development should not need to undertake certain

studies that had already been carried out elsewhere. Nevertheless, ac-

cording to Mr. von Mutius, it would be advisable for each State to

ensure that the ministerial departments concerned were always kept in-

formed on research projects and their results, since research should

not be too isolated from the bodies responsible for putting its results

into practice. Mr. Veldkamp pointed out that in the Netherlands such

information was guaranteed by the fact that the Head of Research and

Planning Department of the Ministry is a member of the Governing Board

of the Foundation for Educational Research.

The qualitative aspects of research

What are the important subjects for research? There seem to be so

many that it appears necessary, as Mr. Erder pointed out, to draw up an

order of priority, taking the funds available into account. According

to Mr. Bjorklund, the "priority among priorities" should be research at

the qualitative level which would, in particular, evaluate the broad

changes in maturity and development induced in the child throughout the

educational process (changes in attitudes, reactions to the education

provided, etc.), and would not simply measure the additional information

a pupil had acquired at the end of the process compared with what he

knew at the beginning, as was currently the case in many countries. A

research project of this nature currently under consideration in the

bolted States, has shown the initial need to develop a method of measure-

menc, which is still lacking. Sweden has made an effort to encourage and

co-ordinate similar educational research by setting up a Planning and

Research Office in 1963 within the National Board of Education.
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In the Netherlands the universities themselves are going to develop
studies on the education they provide. Educational research is further
done by the Academic Council and by a new foundation which is an inter-
university institute for social scientific research (Stichting inter-
universitair instituut voor sociaal wetenschappelijk onderzoek).

It is interesting to note that the most important research projects
are mainly concerned with the "qualitative" aspects of education which
are apparently a prerequisite to more efficient education. However, it
must be possible for "potential" innovations to be introduced easily
into the system.

Citing experiments carried out in Germany, Mr. von Mutius pointed
out that resistance to innovations could be avoided if those mainly
responsible for putting them into effect - i.e. teachers - were involved
in vPriaus wars in preparing new projects in research centres and riot
only in university centres: e.g. during a period of vocational training
or re-training for teachers. Mr. Veldkamp acknowledged that co-ordination
and publication of the various research activities were not yet fully
satisfactory in the Netherlands. However, the establishment of a foun-
dation fcr the co-ordination of research composed a.o. of people from
the "t'edagogical centres ", should facilitate better understanding of
research requirements and more efficient transmission of results.

Concluding note

The discussion of this report nroved the value of such reports for
exposing basic educational issues both at the level of the nation con-
cerned and at the international level. The criginality of the Nether-

lands report was contained in the type of problem it raised, such as,
the nature of efficiency in the educational system and what should be
its relationship to reform-oriented research. It was made quite clear
that the report describes the educational structure at a given moment
and could be expected to change significantly before very long, which
illustrates the need to review the general position of educational

systems at regular intervals in documents objectively assessing the
situation and, at the same time, providing matter for policy reflection.
:',uch work can be expected to be the by-product of the new machinery
established and progress being made towards an integrated planning pro-
cess for education in the Netherlands. Related to this new planning
machinery is the prospect of advancement in research, looking into key
problems in the educational process and into the organisation of the
educational transformation.
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