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project on Educational Reform and Economic Development (RFO 319) coordinated
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Purpose and Obijecliveas
This caschoeok Hu strastes value biss in the Hierature evaluating
national educational reforms. The work g a aompanion pleca to

my study, "Conflicting Thoeries of Social and Frucational Chaneje:

A Typological Review {(World Bank, 1976). *  Whare the "Conflicting

1 e liaapastie annd preseripetive

Theeriea" pancye nresonts o reviogs 9 l
thearetical Hterabture that asks "why aw! how educational relorm s occur,

e "Cascbook" providess [lustrations of theoretical and ideolsgical

iy,

r-stidy reports of reforms ampund Lhe

hias in over 400 evaluat]ve oc

The two works are cross-referancad in the {ollowing manner. In the

"Contlicting Theories" paper, some six distinct "theoretical' or

"idenlogical” views of social reality and educational-change process

are presented. From the "equilibrium" paradigm, materlals representing

pr

*he (1) evolutionary and neo-evolutionary, (2) structural-functional,
and (3) systems analysis "windows on reality" are presented. From
the "conflict" paradigm, the (1) Marxist and neo-Marxist, (2) the
cultural and social movement, and (3) the anarchistic and utopian

e
_ i L-LE.,AI )
“tives are examined. There fcllows alter mach of / sl sections

ke
IT'
m‘
ﬂ

spe
ded list of the case sti:dies in the casebook representing the notlons asd

bla= of each "theoretical® orientation. This list (s also included as

Appendix I in the casebook.

As the reader will note, I have, where possible, in the casebook
ingoduced each reform report with an indication as to where it.would fit

matrix specifies relations hetween

iy

in TFlgure One of the paper, Thi

*Also publ; shed as
International Studlég, U

an occasional paper by the University Center for
nivarsity of Pittsburgh, 1976.
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theorica ot coctal and cdyeatonal chango e form, ! 30 ety
detining charararinties g Doy ddontily aond cabooge iz = h or thie
Lhoorostical=cum-—-vatue orientatlons,

The casabzook, inaddition, has soveral aims fhal are [ace onaoent
ob the papers One is to provide for the first Gme a cornpallasion of the
literature on educational=change offorss at the aatloga ay stern level.
Comparative study of these so-called pational reforns Las taved in
part for lack of a4 compranen:sive, analytizal invanlary, Such as for

mbud here. Innovatlon s or low=level charge efforts, have,

the first time e

1 L \ . ' 'm:}w - ‘
Pivooarly 1ot EIEERIIS RS UR B (}(4'__;,-:-‘] i !! s »-'*:["I‘z’.f’,"il j il W 1»1‘.[ [;:Gi]i bl
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Sariuin

Fhewory porapoctive Goandg all too often ratheyr narrowl y and axclusively con-
curned with =fficiency and technnlogical rationality, il s heped that

this work on svstem=-wide or nationai reforms, Lo, . educational cha nge

wiere notions of fdeology, power, group contlics, and palitical ceonom,-
et al, are more obvious, influential, and more difficult to (goore In

causes, processes, and outcomes-—-will stimulate

inquiry using conflict theory,

The casebook also seeks to supplement the hiblingrapnicel work
accompanying each national study in the World Bank Educational Reform
Project. This third objective. however, has not heap systematically
pursued, and there very well may be some duplication of ftems, large

ments of reform motlves and accon-

gaps, and/or contradictory
plishments. 1In this case, the reader is encouraged tc return to Figure
One and "type" the World Bank author for theoretical/Ideological bias.
[t is fairly safe to predict that the World Bank authors will be no less

istant than are the authors of the materials cited |n acknowledging

,.u
VT
W
o
5]
i

their value bias, in "coming clean" as (o the ideological filterithrough
which thev sift and focus their data to support their partcular views

of social reality, of reform ""causes and effec:s,
Y

O
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Procoedarag:s Seurcos and [Data

[o this work, auin the paper, ihe following infornation svstems and
serial publications were searched to tdentily relevani data: (1) ERIC = The
Educational Resources Information Centers system: (2) CIJE - The Current
Index of Journals in Education (periodicals) system; (3) RIE - Researches in
Education (micro-film); (1) The Social Science FPile of the Instlcute of
Scientiflic Information; (5) International Political Science Abstracts; (6)
the Educational Index; (7) Dissertation Abstracts; (7) Rand Abstracts; vel
(9) the resources of the Hillman Library at the University of Pitisburgh.
Thave expreanly avelded the inclusion of goverpmont-nolicy marerinlos and

Although this vast literature may e of value

olans for educa)
ftor the analysis of governmental priority, posturing and rhetoric, it con-
sistently avolds analysis of objective conditions, constraints or change,

1

Tin this works,

cnocrming value biaz addy

The data extracted from the studies identified and selected as reform
assessments in large part consists of direct guotes chosen fpr their réale-
vance to the four categories of reform assumptions used in the mantioned
Figurs One. That is, where possible, I have let the authors speak directly
to these questions: (1) What are the praconditions for educational change ?

(2) What are the approgpriate rationales for educational reform? (3) What should
be the scope and process of reform? and (4) What major outcomes should
ref>rms seek? In answering these and related queries, I argue that authors

and reformers can e more or less identified with a particular paradigmatic
orientation and theoretical bias re. why and how national educational reforms
take place~-or should take place. These are the major organizational
categories of the typology of theories in Figure One. '

In this [ nave presented my choices as to which theoretical categories
are prasent in the reform literature, as well as the defining characteristics
of ecach "theoretical” crientation. And as I am clearly biased toward the
group conflict "theo as being best able o explain most educational-

orm paenomena, relations, and outcomes, my interpretations may well

AT
=y
L



i some inobanoaie
g convinging and uselulAhan an altermatiye conceptualization,  Thics

does the process of scholarship unfold with new and establisied views

. ] ) ) conflicting, :nmpw o, A
planations of social F(})i_!ll.t‘; contanding. 11:141 uh 7,

ane e the growing

acceptance gnd Increased vigor of con flict theory will see the develop-
ment of more powerful and useful explanations of not only the limits of
educational reform, but of alternative strategies for altered social and

educational relations as well.

Crganization and Usze
Whesre the papor (o organizod by paradiam ool thoaor s, this work
sudgests no such obvious solution.  As the data presented is drawn from

national case studies, the logical cholce was to use typas of national—

eYbs~~j. ., materials on reforms in various types of revolu=

¥
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U
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[
e
3
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tionary and non~rguvoluticnary sattings, and the like: or to simply sort

out the items by geographical area and use a gross division between

"developed" and "developing"countries. In the end, I chose the latter

sons that (1) a geographical sorting

ol

optinn for the fairly obvious re
would facilitata using materials about educational reforms in each
national setting during both revolutionary and non-revolutionary periods
and (2) those who are most likely to read the casebook and apply the
ideas and information it presents will most likely be professionals accustomed
to the organizational terminology used.
As all compllations must be more or less selective, it may well he
that I have missed reform materials that serve well to illustrate hias
in reform assessment. And in so doing I may have left out a developlng

1

nation or two, Although the omission of such materials might limit the

scope and comprehensiveness of the casebook, it does not necessarily
detract from it$ basic illustrative purpose.
As an aid to the reader, I have included both author and subject

indices. In this, another of my biases surfaces. If a work is worth

[1

doing, it should present what information it contains in the most a:

manner possible. This I have attempted to do.

o 10
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The  proparation of this caschook has proved Lo e a provooative
and intellectually stimulating nndertaking. The altempl Lo oncompea s
and systematize a large body of literature on national reform offorts has

heen informative and satisfying tn the degree to which some useful and

suggestive patterns have been delineated.  Yet, the paper and the case-
book are no more than exploratory efforts to help us better understand
how our particular views of social reality and prescriptions for social
and aeducational reform can be understoad In termg of our values, our
ideoloygical bias, and our membership in social, athnic, and political
arenpa. With thia el f=Yrowlodagn, weowill honefo Ba e Sorear abiho
o understand and evaluate attemprs by a variety of organizations,
interest groups, and individuals to alter the educational experiencas
and, indirectly, the life chances of those who ara the recipients of
reriorm o floris.

I would like to thank Carol Jones and Gwen Howze for typing the
manuscript, and Mohini Wagle for her help in making the subject indem,
Ellen Morales provided assistance in making copies, and John Simmons

contributed numerous suggestions that helped to shape and move the work.
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[ ], 0l Alschuler, A. "Towards a Self-Renewlina Scho ol Fusat, ¢ urpal of
b Applied Behavioral Science, Vol. 8, No. S (Septembear 197 2),
pp. 577-600.

The author presents an illustratjve example of the sy’ Stems perspective
on educational reform. He argues that

.. . three factors [are] necessary for sustained cha ng &
(@) a high level of system rea diness prior to any
organizational developmentefior=, (3) & ¢ mbined
effort of organizational dewvelopment and psychological
education, and (c) the continuous le aders hip of key
individuals within the craaniz atjon before, d uri ng . and
aiter the participation of suts ide change agents .

He concludes that

The successful practice of organizational devsale bm=ent
depends also on psychologicaleducation, The roleg,
rules, role relationships, srocedires, -indnorms of
systems have a meta-indlvidual permanency. The y
tend to continue regardiess of who occupies the role or whe
plays by the rules. Thoughthese stable s ystem prop €rt ies
can be legitimately abstracted in tho ught and spoken about
as if they are tangible, In factthey have reallty only so
long as they are given life by the role occupants, the ru le-
follower, and so on. In short, the appreach to organ za ti. -l
Adevelopment is always thrcugh Individuals, clarlfving or
changing the goals individuals share, Irmproving the stable
patterns of communication among role lnha bitants, alzering
their shared expectations, helpingthe leader to leag 4if
ferently, improving the efficle ncy of problem soiving dorme
by groups of individuals, facing and resolving conflicts
between people, collaborative ly rede fining ro les.
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)‘ i D} Bishop, L.K. "Bureaucracy ard Educational Change.” The Cl earing House ,
“Jol.44, No. | (January 1970), pp. 305-349.

Bishop, using a functionalist frame of reference, asks "what effect the
buTeaucratic structure within the organizational desiguned school systems has
Upan 3 system's ability or capacity to make significant edu cat oraal changes?*

He reports that

- .. stakility of school systems, as measured i1 this re seatch,
seemed to enhance rather than impede the clange process . Sys-
tem stabllity in terms of consistent, definitive hierarchy of au—
thority with consistent rules, regulations, and school systern
policy, coupled with a well established organj zatiomal structure,
scemed to induce a greater opportunity for imnovatioh 2 nd change
rather than impeding this process, Es sertially”, a stable frame—~
work or more stable organizational atmosdhere provideca better
basis for changes to be brought to fruiticn., These find Ihg s also
tend further to corroborate and replicate the firadings of Moel ler,
wherein the more highly bureaucratic systems in his study of fered
t2achers more sense of power to influence school systen pol icy
t han the less bureaucratic systems,

Due to theresults of the statistical analysis ofthe data in this
study, it seems appropriate to concur with Blavand to reject many
cfthe conjectures proposed by Thompson in reference tothe efficacy
of bureaucracy as a viable organizational schesme . Thi s may be Jone
atleast to the degree of generalization that cam be made from the
21 school systems of this report. The more highly burewcratic
structures wuoie not sterile, but seemed to be d ynamic entities
capable of modification when change proposals were prese nted.

[Ze concludes by citing support from Peter Blayz

B ureaqucracies are not such rigid structures as is popularly assumed,
T heir organi zation does not remain fixed accoding to the formal
blueprint, but always evolves into new foms, Condlti ons change,
rroblems arise, and, in the course of coping with them , thae mem-
hers of the organization establish new procedures and ofte 1 traris—
form their social relationships, thereby modifying the s tucture.

The organized patterns of activities and interactions that lrave nog~-
perhaps, not yet--been officially institytionali zed reve al bureau-
eracy in the process of change.
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Bremer, |, On Educational Change, Arlington, Virginia: National Associa-
tion of Elementary School Principals, 1973. 32 p.

Bremer, a self-styled "educational reformer" using functionalist per-
spectives describes his views and his made of anlaysis in his quest to
deal with educational change. He suggests that, to survive in educational
and political change, it is necessary to have what may be thought of as a
map of the territory, together with some notion of the desirable directions
and the available paths. He links the discussion of educational change to
past, present, and future changes in society as a whole, He considers
the historical basis underlying the present educational structure and con-
siders directions in which that structure has been mcving. The author sug-
gests that the edycational matrix-~the structure supportive of learning--
consists of time, space, subject matter, and social and administrative
organization. He describes each of these elements and then classifies
current educational alternatives in terms of the variations they make in one

or more of the four elements of the matrix,

16
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HOS Carter, M.A, Contradiction and Correspondence: An Analysis of the
Relation of Schooling to Work, Discussion paper 75-1, August,
1975, Center for Economic Studies, Palo Alto, California., 38 p.
(Mimeo)
" ; LN A
AU J o O Rty

Using a ;\Ma{sﬂi-sifr’amewcrk "to examine the correspondence between
socializatin to occupational roles via education, " Carter suggests that

An understanding of this corres pondence is then applied to the
study of changes in the nature of work in order to predict new
demands that will be placed on the education system and other
institutions of socialization. The analysis of possible responses
of educational institutions to sych demands will inform debate on
educational reforms at both the curricular and institutional level.

He hypothesizes in conclusion that

.. -the decreasing legitimacy of existing workplace hierarchies
coupled with the frustration of cxpectations derivative from the
oversupply of educated workers wil] result in increasing prassures
over the next decade for more democratic, participatory forms of
work organization. If these pregsures do force large structyral
changes in the forms of work organizationand in the social rela-
tivns of the work process, then our correspondence concept pre-
dicts that forces will be generated to change the content and struc-—
ture of schooling processes in corrgs ponding ways. By studying
the operation of existing mechanisms of correspondenc:2 and by
identifying the structural elemeats of industrial democracy that
specifically distinguish it from present organizations of production,
we gain insight into the ways in which sc¢hooling processes must
change in order to correspond to democratic work structures and

to facilitate change in that direction.

17
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l l O(Q Center for Educational Research and Innovation. Case Studies of
Educational Innavatmn Vol. IV - Strategies f@r Inmvatmﬂ in
Education. Paris: OECD, 1973. 296 p.

In Chapter 8, "Barners and Unintended Effects, " this study', from
e s by Lx
a systems perspective, Sugr:,e sts that educational refmm,s, faLl for a

number of reasons:

The analysis has shown that a number of "extermal"
factors are important. Few projects have been cr=ated with
the necessary political support. This sometimes means
that the project has not gone through a necessary " screening
process' in which the project idea is assessed in rzlation
to other priorities in a global educational, sogial, ard
economic perspective. It can also mean that the idea has
not faced initial discussions between interest groups, a
process that will certainly take place at some stage.

Most projects do not relate to the existing legal
and administrative mechanisms in a way in which they can
be used for the benefit of the projects. In fact in most
cases those in charge of an innovative project have only
vague ideas about laws, administrative regulations and
other mechanisms that have been set up to serve maintenance
functions rather than innovative functions. These mechan-
isms are, when they are fully discovered, most often looked
upon as "barmriers. " [tis a fact, however, that maintenance
of a system |s necs'ssary, and has to be taken care of at the
same time as Innovations are introduced. Only through a
detailed discussion of these mechanisms and their possible
modifications can an inmovative project survive in the
long run.

The same argument applies to the incentive structure

‘that is in-built in any educational system. We have
observed that the reward structure that regulates the
behaviour of teachers is crucial for an understanding of
the innovation process. Less frequently is the observa-
tion made that also institutional behaviour is dependent on
an in-built incentive structure. The way researzh insti-
tutions function, for example, can partly be e:«:plamecj as a
consequence of expectations, and professional reward
structures.

Any innovative work is a high-risk activity. When an
idea is formulated and has been adopted, conditions have
to be created to "shelter" the project from the censtraints
that regulate the on-going system. The forces against change
in a system are in most cases far stronger than the supportive
forces. Skillful management, and sometimes formal agree-
ments among interest groups may be necessary to get a project
developed.
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We have repeatedly seen that many projects face the
most severe problems in the dissemination stage. The
lack of a systematic innovation policy that includes a
reievan: suppori-structure (research and develop ment,
in=service training, consultancy, local teacheys centres,
etc. ), can often explain the failures.

the part of educational reformers continues to limit serious change:

analysis polnts out the lack of opan ~riticism in the
[reform] process. It is probably right to say that many
inmovators have been unable to face, resolve and
examine conflicts in their projects. In only very few
cases have the innovators realistically faced the
value conflicts inherent in their own positions.

Im the problem~identification phase, as well as in
the evaluation phase, there are many weaknesses in most
organizations studied. Seldom are the implied jdeclogies
analysed; instead, the problems are treated as iechnical
ones. We see this as one of the major problems inthe
[reform] process today.
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l C)'? Corwln, R. G. “Strategies of Organizational Survival: The Case of
a Natlonal Program for Educational Reform [} ™ Journal of
Applied Behavieral Science, Vol. 8, No. 4 (fuly 1972), pp. 451-480.

Corwin's confllict analysis of an educational reform organization
focuses on the "political economy, " i.e.,, the interplay of power and
goals and productive exchange systems. His appmach calls attention
to the importance of external funding sources, internal allocations of
resources, Internal and external group conflict, and the importance of
dominating elijres,

His analysis demonstrates, he argues, that it is folly to

evaluate an organization's "effectiveness" apart from its
history .and sccial context. Indeed, when forced upon a
program already severely compromised by political
opponents, ewaluation becomes a political tool. An
adequate evaluation of a program's effectiveness
presupposes recognition of the constraints under which
the program labors. More generally, it must take into
account how organizations cope with seriocus external
constraints ard. indeed, it must explain how they manage
to survive atall,

The Teacher Corps is significant as a national effort
to forge crganizations into a coalition designed to effect
signlflcant and systematic change in the functions, per=-
formance, and objectives of other complex organizations.
The fact that the program is itself is a complex organiza-
tion subjects it to all of the forces and constraints that
shape any organization. The organizational character
of this change agent~-and the "change agent' character of
the organization--produced the political conmstraints, local
resistance, cooptation strategies, and other phenomena
noted in this study.

Our understanding of the process of innovation can be
no better thap the models of organization used to interpret
its results. But reform programs have seldom been derived
from or gearad to an explicit, plausible model of an organiza-
tlon. Thelr assumptions about the nature of organizations
tend to be simplistic or, worse, totally misleading: organi-
zations are generally regarded as rational, potent instru-
ments for implementing policy decisions, with a capacity
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- The prestige of member organizations as a bargaining
resource and source of constraint on other organiza-
tions In the netwoik

= The need for internal control within member institutions
and the adverse effects of decentralized decision-
making structures on member organizations' commitment
to a reform program

- Structure and status threat as sources of inflexibility

- Promoting the development of latent subcultures within
organizations as a way of promcting change and the conflict
that can rasult

- The dynamic tension produced by the Interdependence of
member organizations in face of thelr autonomy and inde~
pendent incentive systems and resources.

- The strategic importance of boundary personnel for
linking organizations into a viable network

- Federal intervention as a means of throttling the rate
of change

- The paralyzing effects of delegated control and insti-
tutionalization

- The countervailing powers exercised by coordinating agencies
operating within a feudal type of network

- The significance of consensus-seeking and mediating
functions of coordinating agencies attempting to lmplement
reform

- Reform as a political process compromise.

Sea also his subsequent study, Hducation In Crisis: 4 Sociological
dnalys ° of Schools & Universities in Trangition, New York: diley, 1970,
350 p. ion the final chapter, 'strategies for Educatiomal Raform, " Corwin
seeks to demonstrate how organization theory used at the macro level can be
used to "explain' educational reforms in national political economy terms.
More apecifiecally, he proposes that reform atrategles are more or less )
"succesaful" to the extent that they 1) cultivate linkages with the societal
decision-making process, 2) employ boundary personnel wWio are receptive to
change, and 3) are able to aveid a mobilization of unified resistance in
the client-institution undergeing the reform,
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l (O% Elvin, L. '"Institutionalizing Educational Reform." Prospects,

Vol. 2, No. 3 (Autumn 1972), pp. 284-294.

Elvin hypothesizes that

until a reforming idea in education has been given
successful {nstitutional embodiment the work of the
reformer has not been done. This is so obvious that

it really should not need stating at all. Yet the need
to do this, and the difficult problems involved in

doing it, have heen astonishingly ignored in the
planning of educational develppment in the post-war
yvears. A hundred hours of efforts have been put into
working out statistical possibilities, in perfecting
"meodels, " in devising "targets, " for any one hour

that has been spent in considering the two things

that matter more than anything else: the quality and
quantity of the teachers you can rely on to carry out your
ideas, and the nature and suitability of the administra—
tors and the institutions that you have here at your
disposal.

He proposes that

From the ideas expressed in this paper one can
derive the following conclusions: first, educational
history shows the importance of the institutional embodi=
ment of reforming ideas; second, in spite of this, too
little attention has been paid to the need for it in plan-
ning for educational development in the developing coun~
tries in the last two decades because of the narrowness
of the first conception of development and of the role of
those who plan it; and, lastly, there are signs of a
more institutional approach to the problem of development
and to a concept of planning that does not separate the
planner from the process.

Nevertheless it is probably tfke that the former
inadequate conceptions and practices still hold sway for
the most part. The new, broader and more realistic con~
cepts should now come into play and UNESCO shotld
take active steps to see that they do. For just as with
the er('c:yclcpaedia "till there was a sale nothing had
happened, " so with a reforming idea in education nothing
has happened till it recejves effective embodiment in
appropriate institutions.

22
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i1 c.él Ferge, Z. "Some Problems of the School~System and the School Reforms."
Introductory paper for Round Table 10, Functions of the School
System, World Congress of Sociology, Toronto, 1974. 22 p,

g
Ferge proposes that schoel and educational reforms fail, or\less

successful than expected because of social and historical reasons, be-
cause reformists do not recognize "what is possible to accomplish in any
given situation. " In addition, he believes that reform movements ignore

the functional relationship between the school and the social structure.

L/—/ C Hanson, M. On Social Systems Theory as a Predictor of Educational
Change. School of Education, University of California at
Riverside, 1972, 21 p. (mimeo.) ,
_I‘Lg’i#’l:‘ﬁ‘\
Hanson suggests that whether or not educatiéna%ﬁéﬁaﬁa ls accepted

is often dependent on its direct effect on individuals, and that educa=-
tional change occurs within the framework of a school system made up
of six subsystems of students, teachers, principals, central office

administrators, parents, and ct::mrnmiity;:éacﬁ subsystem tenéf%a-g toward

5. ,
a status quo and operatisg Lndepéﬁdenﬂg (although

His findings suggest that the educational subsystem required to
make the greatest modifications !in_ normal operating procedures will raise
the highese level of re sista%:é‘;a;"g:f?gfs‘indiéatés that resistance can
be predicted and furthermore, through ldentification of systems required
to make the greatest changes, that it {s possible to plan strategles

that ~ill help subsystems adapt to a program change.

93




to accomplish any assigned task. So great and prevailing
is this faith that failures are typically blamed on an indi-
vidual or a minor procedural flaw; the inherent difficulty
of achieving a plan through organized means seems almost
beyond their contemplation. The influential sociologist,
Max Weber, nat only shared this faith but was preoccupied
with the bellef that the world is becoming fully rationalized
by lifeless forms of organization. He perpetuated and
embellished the rational, instrumental image of organization
that is now 50 widely accepted in the social sciences.
Reform programs are expected to perform in accordance
with this rational image. As a result, they are held
accountable for what they cannot do, while their major
contributions are lgnored. But it is my thesis that organi-~
zations are political bodies, and that innovation can
therefore be implemented only through political compro-
mise. It is the “political economy" of organizations that
determines the outcome of social reform programs. Although
space precludes adequate discussion, it may be useful to
review the procesases, identified in this study, that extend
and refine the concept of political economy by specifying
the critical economic and political dimensions that shaped
this program's fate. These variables include:
= Value consensus as a primary source of incentive
and constraint in institution reform programs
- Goal setting as a bargaining strategy
- Rhetoric @8 & persuasive form of influence and a
device far protecting goals
= The use of slack resources as a way of enhancing
and altering bargaining power
- Discretionary funds as a source of flexibility and
leverage for the coordinating agency
-  Dispersal of resources as a means of promoting
support and dissipating consequences
- The use of marginal utility principles as a way
of opttimizing the impact of funding
- Promoting change by maximizing the leverage of the
more changa=-oriented, cosmopolitan member institutions
= Recyeling funds through a policy of reversing funds for

innovation cycle

-  The chegks and balances produced by a diffuse
distributiom of power

- Selective recruitment of vulnerable, cooptable
member organizations

[n:j\
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Hanson, M. The Modern Educational Bureaugracy and the Process of
Change. School of Education, University of California at Riverside,
1972, 24 p., (mimeo)

Hanson develops the notion of the modern educational bureaucracy,
suggesting that the decision~making process of the school is controlled
by two authority structures--the administrators and the subordinates. The
intent of this paper is to explore the interaction of these two sources of
authority and to analyze the implications for the process of educational
reform. In addition, the paper examines two poten. educational forces
that are threatening to disrupt the delicate balance~-of-power relaticnshipls
that now govern the schools. The author argues that the "accountability
in the classroom" movement threatens to thrust the administrator into the
center of the sphere of influence traditionally maintained by teachers,
and that the "collective negotiations" movement is propelling the teachers
squarely into the sphere of influence traditionally maintain by administra=
tors. The result will be a new form of educational bureaucracy that will

) B WA ,
have specific implications for the_,\pmcess,@%@h&ﬁg&g
A Y
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. . X Harrison, A. andurEi G. Scriven. "Educational Reform: Where Will
It Lead Us ? [#mA%* Educational Forum, Vol. 36, No. 2 (May

The authors propose that

At present there are two readily identifiable reform
movements developing in education which, for lack of
better terms, might be characterized as humanistic and
materialistic. Individual freedom and affective develop-
ment are the primary concern in the humanist camp while
the materialist’s focus is on economic efficiency==-the
production of the greatest number of units at the lowest
cost.

The humanist movement in education never developed
much momentum until very recently. Writers such as
Neill and Goodman were voices crying in the wilderness.
Today their message has been picked up and spread
by a growing number of highly vocal humanist critics.

The movement's greatest impetus has been provided by
student disenchantment and radicalization. The current
emphasis on individualized instruction and freedom to
learn is directly related to student discontent with tra-
ditional methodology. ...

The materialist reform movement is directly related
to the rapidly rising cost of public education and industry's
gagerness to develop the education market. Both of these
developments are fairly recent and have served to focus
attention on the financial =fficiency of the school operation. ...

While a synthesis of the two philosophlies or reform
movements is possible, it is our belief that the realities
of the situation will result in the decline of humanism and
the flourishing of materialism. The American culture is not
favorable to the growth of humantsm but highly conduclve
to the growth of materialism. Despite the widely publi-
cized activities of university and hlgh=school radicals,
it is highly improbable that they will succeed in turning
society around. Historically, young reformers, have been
co-opted by the establishment.
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I.‘J 3 Heichberger, R. L. “Thuorctcal Approach v Contliet in Organizational
T B T IR T TF o T 2 L ERFS ;
Change Proceosson [ #ds” L Yol. 91 abruary 19749), pp.

205-236.

?.HZ*{' Herbart, M. and Schulman, M. "Edueaticnal Change Through Vielont
Dissent." VYiewpeint, Vol. 48, No. 3 (May 1972), pp. 139=149.

Herbeort and Schulman hold the viewses e that oducational reform in
4 ewy society can only occur after the maln cconomic structure of the society
is transformed from capitalism to zoctalism. They analvze prosent changs
efforts as producing onlvy non=change becauue of the rigid stmucture of

capitalist society.

H{ b Zeil, C.C. "A Structwre [or Innovation {n Diuczation.” Lducational Tech-

noleqy, Vol. 9 (October 1969), pp. 35~40.

This is a structural=-functional and systems approach to viewing referm
planning. Change is defined as Innovation, and must reflect "measura-
bilitv", "practicality”, and "feasibilitv" in relation to public criteria. If
innovations are to succeed, they must have support of policy makers, be
well thought out, and not just meet the stresses and strains of the present
institution, Keil argues that it is more {mpertant for reforms to be techni-
cally sophisticated, than pragmatic, instrumental and problem-oriented.

No evidence is presented, however, to support these contentions.
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st L Mo vhe Nlaroion ) ot Clomparaties Drlucation o
thie i‘?ﬂrm-iv‘x Democratic Republio, * Comparative Pdvoeation, Yol
Moo 1 (Qugust 19715, pe. 21-31,

NMuarzist comparative education is firmly based upon

hi:;ie:;sw,, ul materialism and the Nar=ist soctal selences.
W also derlve the criteria tor evaluating developmoents
e schoul poiboy and pedagogles rom the laws of soclal
Hovelopienc in our epoch recognised by Marxism and
thelre concrete application o the edusational field.
Waostorn comparatists are aurely very wide of the mark
when they accuse us for this reason of using an g priori
method and claim that we arblirarily foree the phe-

e ahnorwed pnto Yanie eortrant S S RATRTE T FE NI

Must not the ideas abont an "intsarated industrial
suctery, " Lpen sociaty, U "oanllurnie values ot the
Wigtorn world, " theories of convergoney and othoer

socio-theoronical points to deogarture upon which com-

paratists in capitalist countries rely, and which they
Lolievs confirmed in their comparative investigations,
also be rfzfmrumi asg a prﬁiﬁc‘ufl assumptions Y The
question {5, which peints ot departure are the co

resct otle s,

e priceiples o sducational policy derived
from social laws which sorve s ag criteria in evalua-
tlton include==in addition to those of a specifically
socialist character--others which were not first workedd
out by Marxists but were bourgeois=democratic prin-
ciples first, as unity state control, secularity and a
scientific approach t::; aducation, equal rights to sdu=-
cation and the like. ut evaluation of contemporary
developments, pmgramrneg and measures is by no means
ceonducted by a simple "measuring of the distance tJ
complete fulfillment of the principles! It takes into
account what steps can, under the given concrete conditions,
in accordance with the given relation of forces between
the classes and with the economic possibilities, etc., best
serve to further the struaggle for more advanced aims and
help the movement forward and convince the masses
through experience. Thus evaligtions include the stand-
points of the strategy of class struggle. The sine qua

non here is to enquire who is served (cul bono?) to

enquire whether a particular development served the
working class, the interests of the people and of youth
and what progressive possibilities it embodies for peace,
democracy, and socialism. This is class analysis based
on dialectical and historical materialism and the laws

of development of society as developed by Marx, Engels,
and Lenin.
2%
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L \,i] Laska, . stages of Educational Development. " ¢ omparative Education

Review, Vol. 8, No. 3 (Decemberl964), pp. 215-263.

The author suggests that

there may be an cvelutionary sequence for the optimum
development of vvcational systems in the modern or
modernizing socleties. This conception affords a broad
framework within which educational requirements may be
Interpreted and the progress of development in any national

school systoem assessed.

He then presents a typology of educational systems "based on

the three stages of educational development, 1. e. ,

Thue tirst stage in the development of an educational
system, theretore, would require the provision of a
limited amount of higher education. ... the second stage of
educational development would involve the achievement of
universal primary education.

The third stage would follow logically from the second,
entailing the vertical expansion of school enrollments by
1 the school~leaving age and providing, in effect,
Lmiv :rsal secondary education.

Although his orientation is neo-evolutionary, he cautions that his

formulation is also only an approximate guide for educational
policy decisions. The emplrlcal data presented in the typology
dre not meant to be prescriptive; their function is to describe
what may be regarded as "normal limits." For an educational
system that departs from these limits, the typology is useful

in highlighting that fact, with the implication that the reasons
for the variation should be more carefully scrutinized. How-
ever, a nation may well decide that in its own clrcumstances
such a deviation from the expected pattern is entirely warranted.

In ccmeclusion, he contends that the educational attainments in the
advanced countries might well serve to inform educational development

efforts in the "modernizing" nations

it is important to examine the experience of those nations
which have been successful in achieving universal primary
schooling. What measures did these countries employ to

29
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e

enforce compulsory attendance? Were positive incentives
such 24 free school meals necessary? What was the effect of
teacher quality on the holding power of the primary school?
At the secondary level, how were political pressures in favor
of expansion resisted? Was it necessary to institute pro-
cedures for selective admission to the general secondary
course ?

Another important question concems the nature of
the third stage of a nation's educational development.
This is an issue that is now being faced in most of the
advanced socleties, none of which has achieved uni-
versal secondary schooling beyond the compulsory school
leaving age.

These are some of the problems which might be
profitably examined with the aid of the typology of educa-
tional systems. To stress the unigque characteristics of an
educational system risks losing the balanced insight that
may be gained from comparative analysis. The conception
of stages of educational development would seem to be
hetpful in focusing research and in making the experience
of one country more relevant to anothér
UL s-gf:.tx i o
The author, however, does not pmvxde,\“ 2 . for example, =

how Prussia or the Umted States as two leading exemplars of uni-

versal primary gc‘mizlmg rnm it serve to guide Gamaeswse reform

d /._p ‘=§ ;,\_éx x-

efforts in, say, Africa or As;ag;:s'z#.{u_jg .
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Lauderdale, W. B. "Change in Universities: A Cultural Perspective J4F8ad ™
Educational Forum, Vol. 39, No. 2 (January 1975), pp. 199-208.

Argues from an evolutionary bias that educational reform, as
fundamental change in institutions, "is not the result of human
design but is a function of and can be explained only by reference
to cultures” that

we continue to plan and execute broad strategies of change
in higher education, even though such actions are wasteful
to the point of disgrace. This wastefulness will not be
deminished as long a3 we pay so little attention to culture
and its "extra-somatic" character. The history of education
does not demonstrate the principle of planned change.

What it does demoncstrate is that effective change occurs
only as a response to an obvious and concrete problem to
which men have been forced, by cultural circumstance, to
adjust. As a society becomes larger, standardized tests
become popular; a nation of immigrants will have adult
education programs; end a society whose economy is creating
a broad middle class will develop a common school move-
ment. There is nothing strange or mystical about such events.
They can be understood only in cultural terms and aannot be
explained as the consegquence of somecne's vision.

This view, which emphasizes the force of culture and
reacts skeptically to suggestions that man controls institu=
tional change, remains a position much maligned today.

Of course, "our ancestors once thought they could control
the weather as contemporary savages still do. They finally
outgrew this illusion, even going so far as to outgrow calling
the new view 'fatalistic' and 'defeatist.'" White suggests
further that physical scientists have been highly successful
in their endeavors precisely because of their willingness not

their power to explain and predict.

Certainly, man's role in culture is important--withnut
him there is no culture. Nor does respect for culture as ihe
determinant of change negate individual expressions of the
very worthwhile ends which many seek. To understand and
adapt to culture does not require that one be lost to it. As
Emile Durkheim has noted:

3!
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Because beliefs and social practices thus come
to us from without, it does not follow that we
receive them passively or without modification.
in reflecting on collective iastitutions and
assimjlating them for ourselves, we indi-
vidualize them and impart to them ore or less
personal characteristics. Similarly, in
reflecting on the physical world, each of us
colors it after his own fashion, and different
individuals adapt themselves differently to the
same physical environment., It is for this reason
that each one of us creates, in a measure, his
own morality, reiigion, and mode of life. There
is no conformity to social convention that does
not comprise an entlre range of individual shades.

To recognize change in higher education as a reflection
of cultural circumstance does not demand we forfeit our "indi-
vidual shades. " Rather, we lose our individuality by being
immersed in a circumstance we do not understand but con-
tinue to claim as our own creation. Within culture, under-
standing is a uniguely human act, and one would expect
those associated with higher education to be most respectful
of knowledge and least vulnerable to feelings of inferiority
by the recognition of limitations as a pari of the human
condition.

It is imperative that we in hlgher education discontinue
the frustrating and alienating practice of promising the public,
our peers, and our students what we cannot deliver; that we
discontinue with our romantic notions of creating the type of TR T
elmmwy in universities which fit contrived ideals but not con-
temporary circumstance. We must, instead, set our task as
onz of understanding our culture and facilitating its growth
by adjusting to its demands, not ours.

32
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Paulston, R. G. Conflicting Theories of Social and Educational Change.
Pittsburgh: University Center for International Studies, University
of Fittsburgh, 1976. E’S‘P-

Presents a review of the diagnostic and prescriptive literature that afly,

saks why and how aducatmnal reforms occur. Assumptions re. educational-
.‘L{;F‘-q‘ H’{ Lrw m‘( 7 . i ; . ;
change potentials aie, ges zed and linked with a number of social-

change theories tuat fall into either the "equilibrium" or "conflict"

paradigms.

Corcludes that attempts to explain and predict Eduiati&nalﬁﬁéﬁﬁﬁil.;ﬁ~-") .

pnencmena always reflect=-e{tker implicitly or explicitly—-~"thecretical
oriernt 2tinns to social reality and social-change :rccess. " Concludes
that

as major educational reiorms always inveolve a political

process with implications for the redistribution of power,

tne lack of reform analysis from conflict perspectives

has seriously limited our ability to either understand or

predict the outcome of educational refor.n efforts, -
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l. I, 1@ Simons, |. "Education, Pover.y and Development." Working Paper No, 188,

The World Bank, Washington, D.C., 1974, (Mimeo)

The author examines major issues and options concerning educational
contributions to economic growth and development. He notes that

The reform of social institutions has never been an easy task.
The institutions of mass education are no exception. Two theories
of educational reform define the set of options that countries face.
The first is the theory that educational structures and processes
reflect social and economic forces. If this structuralist theory is
correct, then it follows that economic and social changes have to
precede major educational reforms. Under this theory potential
reformers can only wait for the preconditions to be met and in the
interval study and experiment with what are the most promising
reforms.

The seconld theory, linked to the progressive theorists, does not
make any assumptions about the interrelationship of the nature of
formal education to other social forces. Rsther it assumes that the
education sector is capable of designing and implementing basic
reforms without pressures from the society.

The history of educational reform, both in the rich and poor
countries, provides more evidence for the structuralist theory, ests, —
9% TEEwrenes—E9%9) The evidence indicates that innovations,
but not reforms, are possible under the progressive theory. The
industrial revolution, installation of democratic governments, or the
imposition of colonial rule brought about reforms to existing educa-
tional systems. In the post World War II era in the developing
countries, educational reforms have usually taken place with the
rise of new regimes having a greater commitment to alleviating
poverty than previous ones==such has been the case in, for example,
Peru, Cuba, China, and Tanzania,

—

He concludes that

We cannot suggzst a blueprint for educational reform because each
country and groups within the country have to develop the education
program which they want. While many are aware of the inadequacies
of the present syster.s, 'ittle hard evidence exists about possible
options. This is the major dilemma of parents and planners, Little
was known about the effectiveness cr cost benefit nature of most
social investments before they were launched nationally, ranging
from health insurance to teacher training and family allowances for
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Simons (cont'd)

children in both developed and developing countries. It 1s not
surprising that in retrospect they may appear ridiculous. We

know more about the cost effectiveness cf alternative production
techniques of motor boats than we do of *«3aching reading or deliver~
ing prenatal care. Now is the time to beqin to desrign and test
educational options for achieving our objectives of improving eco-
nomic growth, educational efficiency and social equity. While
some countries may be able to design and implement options with-
out basic changes in their structure of preduction and consumption
of their economies, others will not.

‘ i ;L\\ Scribner, 7. D.  "The Politics of Educational Reform: Analysis of
el Political Demands. " Urban Education, Vol. 4 (January 1970),
pp. 348-374. -
. Lo . L
Puvd Copmn e T hisemieln 27

. . e =l .
Arguesitthat school retorm outcomes can best be interpreted as
)

s

g

political phenomena, that

when we analyze educational reform in school systems, we
cannot avoid the effect of political demands on changes in
the system Itself, and changes in the members of the system.
Accordingly, the fact that reforms often result from revolu-
tionary and sometimes violent attempts to disrupt the normal
activity of a political system does not mean that conflict

is something we must seek to avoid. Without it the §orces
of the status quo could lead to apathy on the part of those
who make decisions and policies in school systems. The
point {s simply that by analyzing the antecedents and attri-
butes, the processes and effects of demands, we might find
a way to harmess conflict for creative use to insure a constant
and thoroughgoing rate of reform in the schools.




HETHODOLOGIC AL

,,Q;@l Carnoy, M. and H. M. Levin. "Evaluation of Educati@ﬂal‘Média:
. Some Issues. " Instructional Science, Vol. 4, No. . . (1975},

=

pp. 485-406.

From a conflict orientation, the authors argue that reforms based
on media, evaluation, and the research and development approach are
too narrowly assessed,.

Rather than limiting our analysls of the media's impact

on society to narrow cost-cognitive learning studies, we
must understand the total role of the media in the educa-
tional/social systems which they serve. For it is this
total role that will determine whether governments adopt
instructional media or not. Cost-effectiveness studies of
the kind presented here will only act to legitimize these
cholces on the basis of criteria acceptable to those funding
agencies and governments that have a vested interest in
avolding discussion of the larger agenda.
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l. f,Ls‘.DQ‘_ Cohen, D. K. and M. S. Garet. "Reforming Educational Policy with
Applied Social Research." Harvard Educational Review, Vol. 45,
No. 1 (February 1975), pp. 17-43. .

What role should educational research play in the educational
reform process? The systems analysis reform model views such an
inquiry as crucial to rational induced change. The authors, in contrast,
view research findings as more appropriate to a dialectical process where
research is viewed as a form of discourse about the nature of soclety
and lts problems.

They concluded that:

Taken together, attempts to reform social policy with social
research assume tha: .etter scientific information will improve
policy by making decisions more rational. But evidence on these
applications, taken together, suggests that mostly they have
not had such an effect. There is plenty of evidence that
research affects policy, but generally this seems to happen

in odd and unexpected ways. This conclusion has important
implications for our view of the nature of applied research and
for efforts to explain its interaction with policy. It also has
implications for efforts to justify the role of social science

in public life.

We have attributed the unegpected consequences of
applied research to [laws in the assumptions underlying the
application of social research to social policy, and we have
argued that in order to understand why things turn out as they
do, it is necessary to entertain alternative assumptions about
the relationship between knowledge and action in social
policy:

1. Most policy-oriented research, at least in education,
tends to influence the broad assumptions and beliefs under-
lying policies, not particular decisions.

2. Better methodology and policy relevance in applied
research in education have not produced more convergent find-
ings. This is in part because most policy-oriented research
concerns programs with broad and conflicting aims, but it is
also attributable to methodological conflict among research
approaches and to the fact that the advance of applied
research tends to complicate and redefine issues. As a
result, improving applied research does not tend to pro-
duce more authoritative advice about social policy.
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3. The justification for applied social research
carried out for the state cannot rest on the idea of instru-
mental rationality, because applied research, at least in
educatlon, has not significantly increased the objective
information base for decisions.

Of course, these propositions do not cover all
aspects of the relation between research and policy,
and we have tried to note exceptions and alternative
cases along the way.

On the basis of these propositions, one might argue that
applied research is not a disinterasted effort to improve policy,
but rather a broad-aim social innovation designed to change the
basis for decision making. In education at least, the enter-
prise resembles nothing so much as a social action program.
First- like most social programs, the research endeavors
discussed here have had multiple objectives. The evalua-=
tion of compensatory programs, for example, was seen not
only as a way to gain information about how to improve pro-
gram effectiveness but also as a way to disclose information
to parents seeking school reform and as a necessary but
annoying price for reforming the federal role in school
flnance. Second, these objectives were not entirely har-
mlnious, and conflicts among them have had quite an impact
on both the programs and their evaluations. Again, in the
case cof compensatory programs, it became a subjecrt of dis-
pute whether disclosing information meant publishing sci-
entific reports, producing less technical reports for parents
and other audiences, or involving parents directly in the
evaluation process. As the evaluation data began to pour
in, it became unclear by what yardshick evaluations should
be assessed. As in the case of social programs, the
objectives of social research seemed to change and become
more murky as experience accumulated. Goals which seemed
easy to specify at the outset became increasingly difficult
to nail down.

To argue that applied research can be understood as a
broad-aim innovation is not necessarily to disparage the
enterprise. In a certain sense, this argument simply directs
attention to s exploratory character: applied researchers
have been discovering the consequences of their work on the
hoof, just as social program administrators do. Instead of
being useful for decisions, policy-oriented research on school
effects has contributed to a generally negative or skeptical
climate of opinion about education. Instead of producing
authoritative evidence for decisions, applied research has
tended to complicate matters, raise new issues and produce
counterintuitive results.
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!‘105 Erlandson, D.A. and House, E.R. "Theory and Practice: Why Nothing
' Seems to Work.," In National Association of Secondary School
Principals Bulletin, Vol. 55 (Apr;l 1971), pp. 69-75.
1.3 A 3
The authors discuss why many educational reform efforts only work

in theory. One reason presented is the interpersonal factor of the people

involved, i.e., sach person has skills and problems. They also point
out problems in the research methods used. Many researchers develop
new ideas only to get articles published rather than to meet the needs of
the schools. The researchors should also consider that the school en-
vironment is very complex and does not lend itself easily to straight-for-
ward solutions. The authors suggested that new reform theories should

be more descriptive and less perscriptive, and they should take into

!
P 1 ssrd e!kusxas,f

Tz séunques the linear reform strategy of Clark and Guba (Research =»

-
Develgpment —> Dissemination - Adoption) and its erroneous ggr

simplistic assumptions that "the sum of individual rationalities is

an aggregate Rationality, " that "value consensus exists.

Tl , 3 , . , ,

~ ~Proposes instead a "new" theoretical model to gulde educational-
reform efforts:

Precisely what the nature of this model should be is
inclear, but it is possible to polnt out some of its
desirable characteristics. The first requirement for
such a theory is that it be principally descriptive rather
than prescriptive. To be more precise, it must analyze
organizations and social systems in terms of their own
standards of behavior, not prescribe for them on the
basis of the logical behavior of an individual person.

It should concentrate on what does (not upon what ought
to) happen. The second requirement for a theory is that
it take into consideratic 1 the highly relevant political
and sociological factors. In order for large-scale ienwes --f*‘“ b,
to occur in the schools, there must be change in the f';
social system itself.
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. Q.D"'{' Farrell, J. P. "Guttman Scales and Evolutionary Theory: An
Emplrlt:al E}?ammatiﬂn Rqufdmg Dliferentlatmn in Educational
Svstéms. T tvedonpapim Sociology of Education, Vol. 42,

No. 3 (Summer 19D9) pp. 271-283.

Farrell observes that

the principal differences between organic evolution and
cultural eveolution is that the former is substitutive while
the latter is cumulative. Guttman scales are, of course,
cumulative: therefore, one might expect cumulative
evolutionary patterns to show up as scale patterns.
Acceptance of this logic, however, does not lead auto-
matically to acceptance of the converse proposition that
every scalogram traces out an evolutionary pattern.

It is a contention of this paper that the statement that a
Guttman scale exhibits an evolutionary development
sequence should be subject to demonstration rather than
assumption. It is a testable empirical claim. It is an
object of this paper to test such a claim for a Guttman
scale of the structural differentiation of educational
systems in Latin America.

Although his findings ars mixed, they do have implications for
educational reform using a neo=-evolutionary perspective. He concludes
that:

Three implications of the work presented here stem
of particular relevance.

The first already has been discussed but needs to be
repeated for emphasis. Evoluntionary inferences from
Guttman scale patterns must be made with considerable
caution. One cannot automatically infer the existence
of an evolutionary sequence from a scale pattern...

Second, it is well known that old notions of all-
encompassing unilineal evolution have been replaced
by the suggestion that there are a variety of evolutionary
sequences along differznt dimensions, growth along which
may proceed quite independently.

The evidence presented here suggests another modification
of evolutionary thinking. It may be that along some dimensions
there is not a single relatively invariate sequence of growth,
but several, each obtaining over a given period of time. As
technological and social conditions change, a pattern which
has held for some time may cease to apply, to be replaced
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by a quite different pattern. If this is the case, then
demonstration that a particular sequence of developmen-
has obtained for one period of time does not permit one

to infer or predict what developments have been or will
be for some other period of time, unless it can be demon-
strated, or safely assumed, that the same sequence of
development obtained (or will cbtain) at *-at time.

The possibility that evolutionary patterns may change
over time raises a number of questions, three of which
seem particularly interesting.

(1) Do all systems experience the pattern chauge at
the same time? It may be that at any one point in time
there will be two or more evolutionary patterns obtaining,
each applicable to a different set of systems....

(2) Are some dimensions more subject to such alteration
In growth patterns than others ? It seems probable that some
areas of behavior (individual or systemic) are so fundamental
or so change-resistant that their growth patterns are rela-
tively unaffected by conditions which might substantlally
alter the pattern(s) of development in other areas or along
other dimensions....

(3) If the "patterns" of development are indeed change-
prone, is it useful to continue to use the evolutionary
metaphor in thinking about them? Perhaps the use of this
metaphor leads one to ask the wrong questions of the data,
and to failto search for such pattarn changes.
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L 1,[}5 Gastil, R. D. "The Relationship of Regional Cultures to Educational
' Performance. " $Sstiology of Education, Vol. 45, No. 4 (Fall 1972),"
pp. 408-425.

The author demonstrates how cultural differences influence educational

outcomes and cites the Mormon "success.

These observations should lead us to make more
detailed examinations of the causes of Mormon success in
education, but I do not pretend that I know what the answers
will be. It Is significant that in basic "value orientations"
as expressed In test results, Mormons and Texans in the
"Flve Cultures Area" of New Mexico were:smuch more similar
than a comparison of the behavior patterns of the members of
the respective communities had led the investigators to
suspect. In ﬁart; Mormon institutions compelled and made
possible the achievements of Mormons, and perhaps char-
acteristic Mormon behavior was learned on levels below
that of value orientation. Steady work habits and a par-
ticularly high value on work no doubt carry over into edu-
cational performance. More examination may suggest
that Mormon performance could be traced to something as
direct and autonomous as a generalized, high achievement
pattern of expectations in the educational area that began
fortultously, but has been sustained by the pattern of rewards
In our society. Morman pertjfrmance in education also
might be attributed to something as indirect as a characteristic
self-confidence and stability of Mormon personality that, in turn,
is Inspired by community, church, and family support. This,
in turn, would make success likely in whatever direction an
individual moves. Of course, our interest is in the Mormons
because they stand out regionally: there are many other sub-
cultural groups characterized »v particular patterns of edu-
cational performance that also should be studied.

In conclusion, we have tried to demonstrate that persistent
long-term cultural differences have a significant Influence
on educational outcomes, given a reasonable standard of
contemporary educational performance. The particular types of
cultural differences examined were those what could be
demonstrated by looking at geographically presented
statistics. In the process of making this case, those
regional variations in education at minimal and higher
levels were described that have characterized the United
States In the past and are likely to continue to be influential
for the forseeable future.
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I ;_\Oigi‘ Havelock, R. G. "“Strategies of Innovation in Education. " Innovation
(August 1975), pp. 3-5.

Proposes that because each reform effort presents "a story of
resistance and barriers, " we should analyze our collective national
reform experiences so as "to derive sound strategies to guide us
towards major improvement, "

Contends that

It is Impossible to suggest some broad outlines for discovering

and reflecting on these strategies. First of all, within any

country two rather distinct types of innovation are to be found:
one could be called "innovation from above" and the other

"innovation from below. " Innovation from above is planned

and implemented on a large scale, perhaps a national scale,

as a result of deliberate national policy. Innovation from below

is the spontaneous effort to bring about change which can be
seen iln many localities, springing from local needs and
inspired by local initiative and creative energy. Sometimes,

when these local initiatives are successful, they set off a

chain reaction in other localities so that a nation-wide change

actually comes about.

The author then proposes a reform strategy for educational reformers
guided by four basic principles:

First, he must respond to the real educational needs of the
people he is trying to serve. This usually means giving
thought to the range of needs and to the short- and long-

term priorities. It may also mean making an effort to ask
people at various levels what they believe the needs are and
to collect information to verify assumptions about these
needs. Second, there must be genuine participation. For major
innovations this participation must include the people at the
top, the political leadership, but also, in some representative
way, the people in the middle and the people at the bottom.
Innovation moves swiftly and surely if some kind of consensus
is achieved across levels among those who will be most
directly affected.

There is a growing understanding in many different
countries about how this multiple-level participation can
be structured. Thirdly, an innovation strategy would
represent a constructive problem=-solving process. In other
wepds, it must move from a definition af nead tn the
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statement of reasonably clear objectives, and from
objectives to a thorough search for the most expert
advice and the most appropriate resources, regardless
of where they may be located. There should then be a
plan for implementing the desired solution which

starts with a try-out and evaluation of the try-out before
the whole country is committed to one solution. Finally,
no one innevation effort should be viewed in isolation
from the overall growth of the country and its people.
Each new innovation should be introduced in such a

way that it improves people's capacity to keep on
innovating, to solve other problems, and to move toward a
status which is truly self-renewing.

Huberman, A. M. Understanding Change in Education: An Introduction.

Paris: UNESCO, 1973. 99 p.

This is a survey of conceptual schemes and a systems analysis
of educational Innovations for the purpose of educational reforms, i A,u.s
based on a literature review. In studying the innovative process the
author examines the role of change agents Including institutions and
the factors which favor or hinder adoption of innovations. He formulates
three models, respectively using the research and development
approach, the social-interaction approach, and the problem-solving
approach. In discussiog how educational strategies for change may

be developed, the focus is placed on ®valuation.
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lz.D% Inbar, D.E. "Educational Planning, Power, and Implementation:
The Concept of Degrees of Freedom. " Educational Planning,
Vol. 2, No. 1 (May 1378), pp. 1-12.

Inbar suggests that

-There is a huge gap between the formulation of a plan
and its implication. Often it is intensely difficult to
bridge. Implementation is the Achilles' heel of educa-
tional planning. Even when a plan is rational, comprehen-
sive, coherent and consistent, itsimplementation may
well be partial, slow, and inefficient. And the end result
may even be inferior to what would have been expected
in the absence of any plan. This article attempts to
establish a conceptual frame of reference which might
serve as the basis for analysis, resulting in a series of
systematic propositions about interconnections between
the scope and content of plans, the power required for
implementation and the implementation process itself.

He argues for a line-of-least-resistance reform implementation
strategy that is essentially functional in its theoretical bias:

It is obvious that there Is no one right way for the
execution of planning exercises. But, equally, there is
not unlimited space for maneovering. The very nature of
a plan assumes certain limits to the implementational pat-
terns. Since any planning exercise incorporates all types
of domains, knowledge and degrees of formality, the
questions which must answered are "What are the plan's
dominant aspects? What is its basic profile?" Further=-
more, if the success of the whole planning-implementation
process depends upon the realisation of all of its parts, then
those parts characterized by greater degrees of freedom will
tend to be the "critical path" of the whole plan. In this
case "critical path" is not mainly determined by time but
by levels of uncertainty.




'-Z&QC‘

39

Joyce, B.R, "Variations on a Systems Theme: Comprehensive Reform in
Teacher Education."” Interchange, Vol.l, No.3 (1970), pp. 83-95.

The author presents au analysis of the product of ten independent ef-
forts to apply systematic planning procedures to the development of the
specifications of teacher education reforms., Those efforts conceptualize
models of the teacher, training systems, and management, evaluation and
redevelopment systems, This phase of the analysis compares the goncep -
tualizations of the teacher, the performance models created as the goals
of the programs, as well as the alternative procedures employed to create
the models. He suggests that reforms will follow the development of
"performance models." These he defines as:

...an integrated set of behaviors that are coherently related to
each other. This system of behaviors constitutes the model that
the educational program is designed to achieve.

There are great difficulties in the development of a "system"
description of a complex fuhctionary such as a teacher. There
are four general ways of developing the conception of the desired
system of behaviors. The first method is by the empirical study
of a functionary. To develop a model of a salesman (for example),
we might study the most successful salesmen of a given precduct
(those whose dollar sales were the highest) and determine their
behaviors. A second method is to obtain a consensus by members
of a field about the characteristic or optimal behavior of function-
aries within the field. Again using the case of a salesman, one
might ask outstanding salesmen what behaviors were responsible
for their success, or ask regional sales supervisors what charac-
teristics the best salesmen have. A third method is to derive the
model from the application of a theory, either an empirically veri-
fied theory, or a deductive construction. With respect to salesman-
ship, one might study social psychological theories about the kinds
of factors that bring about sales with the object of training sales-
men to bring about those conditions. Selecting a theory, one would
deduce the properties of the salesman from it. The fourth method
is to make a comprehensive analysis of all the processes engaged
in by the functionary. Such an analysis would draw on theories,
consensus, and the application of empirical studies where annrn-



“priate. To develop a model of an airline stewardess, for example,

we might analyze the aircraft and the equipment, work out a de-

scription of services that might be offered during flight, check

customer and supervisor opinion, and build, from those data, a

simulator in which we could try alternative patterns of behavior

until a satisfactory combination emerged. e

]. 2 |D Levin, M. A. and R. I. Simon. "From Ideal to Real: Understanding

the Development of New Educational Settings." Interchange,
Vol. 5, No. 3 (1974), pp. 45-54.

Lo

In this insightful study, Levin and Simon suggest that

The difficulties in attempting to bring about
substantial and irreversible changes in established
practices and institutions have long bedeviled
reformers and revolutionaries alike. The core prob-
lem of the translation of dreams and ideology has con-
tinually challenged those responsible for implementing
all forms of human expression of organized society. As
a primary vehicle of a culture's transmission of dominant
values, beliefs, and skills, the public school quite
clearly has been a battleground for that challenge.

In both England and North America, since the early
1960s, the movement for educational reform has con-
siderably intensified. In recent years much has been
written concerning the fallure of reform and the problem
of meaningful change, particularly change at odds with
the dominant social and economic structure of society.
While we do not wish to ignore or simplify the issue of how
far school can deviate from dominant soclietal expectations
we do feel that much of the so-called failure of educa-
tional innovations can be atrributed to the lack of an ade-
quate conception of what {t means to change a setting,
how long the process takes, and when a change has been
established. Rarely have new ldeas been carried out far
enough or long enough to be fairly evaluated.

They propose thala "development dlalectic” is required Lf reforms
are to be successfully carried out. It should be noted that their 7
dialectic ls developed within an equilibrium orientation and a structural-
functionist blas;

The strate v we have adopted calls for an analysis of
the sequential tasks an educational setting must confront
in the course of its birth and struggle for survival.

Gross discontinuities in major task orientations over
time are marked In order to delineate and label major
orientations or phases of development. These phases
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and their associated tasks form the context for the
potential actualization of a development dynamic,
which we suggest as a normative evolutionary proucess.
Additionally, delineating such phases allows us to
consider conditions associated with each phase that
constrain and facilitate the resolution of particular
tasks and by implication the operation of the suggested
normative process.

We briefly discuss this process of nermative
development and examine its relationship to the concept
of organization previously presented. Then we outline
a framework of setting development specifying the tasks
associated with the creation of any educational setting
and noting some of the conditions that affect the way
these tasks are handled. However, this paper will not
systematically examine how the conditions associated
with each phase affect task resolution and the con-
tingent sequence of development over time.

It must be kept in mind that we are describing two
distinct things==an empirically descriptive scheme, and
a normative evoelutionary process, which may or may not operate
within this scheme. We call this normative process a
"developmental dialectic, " and suggest that if properly
actualized it can contribute significantly to a setting's
progress toward a unified and internally confirmed social
setting. Indeed, we feel that successful program develop-
ment depends to a great extent on the abllity of members in
a setting to apply this dynamic to their own development.

In conclusion, they argue

.. .the necessity of two conditions for the creation of a
coherent self-renewing educational program: the develop-
ment of a community, especially in a linguistic sense,
and on-going practical dialog that defines and redefines
the setting over time in light of collective action and
experience. In doing so, we took the position that
"educational program" and "program developaent' mean
something more than what ls implied in most theories of
organizational and program [reform]. We argued that a
callection of educational activities constitutes a program
only when the activities are grounded in a commonly
perceived core of beliefs and values about what is and
what ought to be.
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Clearly, we have only begun to sketch out the
nature and operation of the processes by which a
new educational setting evolves and develops into
an organization. We need to know why development
and growth through the application of the dialectic are
typically not present in new programs. Our future research
efforts are oriented in this direction and we hope that
by setting forth our tgntative ideas at this point we may
éncourage others to react to them and perhaps to pursue
a similar line of inquiry.

Characteristics' @8&)™ Phi Delta Kappan, Vol. 53, No. 7 (March
1972), pp. 412-414.

], 2. H Orlosky, D. and B. O. Smith. "Educational Change: Its Origins and

The authors contend that the identification and manipulation of
key variables will give educational reformers "greater assurance of

success. "

The educational system in a dynamic society cannot:
remaln stagnant. We should expect changes to be proposed
that will alter the school system, since the United States
is undergoing rapid change. The idiosyncracies of a par-
ticular situation may not always conform to the patterns
revealed in this study, but it is likely that an under-
standing of the characteristics of the changes proposed
over the last three-quarters of a century will he helpful
in the development of successful procedures in the instal-
lation of educational changes.

This work provides a good example of systems analysis notions as

to how reforms should be sought in school systems.
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Paulston, R. G. and G: LeRoy. "Strategles for Non-Formal Education.”
Teachers College Record, Vol. 76, No. 4 (May 1975), pp. 569-596.

The authors argaie, from a conflict orientation, that in conservative~
cum~liberal societies there is little {f any evidence to support liberal
assumptions that reforms of formal and non-formal educational programs
will make significant contributions to more equitable social and
economic relations. Rather, they examine a variety of educational
programs created by social movements, and argue that this evidence
speaks more directly to the question "under what conditions can
education make slgnificant contributlons to individual and social
renewal?" They conclude that

Movement-controlled non-formal education is, in sum,
a little=studied or understood type of out-of=school educa-
tion with great potential. if much limited replicability, to
help people with problems work for change. But as we leam
more of the relative effectiveness of formal schools and most
non-formal education programs in co-opting protest and in
helping to maintain and legitimize highly inequitable status
quo situations, the possibilities for altermative educational
programs to serve liberating and not merely adjustive or
social-control ends can only be seen as highly limited.
But if one will seek to find education that does more than
legitimize and reinforce gross inequalities in life chances,
then, we contend, one must look outside formal schools
to the eduvational activities of collective efforts seeking
indlividual and social renewal. This task of rethinking
priorities br research on NFE experiencas as a consequence

only just begun. In this, we contend, the need s not
simply to replace the primacy of the whole with that of
the part, but, rather, to create a more fruitful dialectic
between systems and conflict perspectives so as to
advance better both understanding of educational phe-
nomena and possibilities for more equitable life chances,



1.2, \5 U. 8. Agency for International Development. The AID Education Program
Strategy. Washington, D. C.: The Agency, 1973. 4512 p.

Argues that a review of AID involvement in educational-reform efforts
during the 1960's indicates the effectlveness of a systems analysis
approach, i.e.,

The risks of innovation can be minimized by building
research, development and evaluation components into

every project. At the very least, there {s a galn in knowledge,

which if positive, is of great value; and, if negative, indi-
cates what should be avoided or done differently in the future.

A
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20 G Zaltman, G. et al. Creating Educational Change. New York: The Free Press,
1376. Forthcoming.

The authors present an "eclectic model" of educational change, and a
comprehensive set of guidelines framed in systems analysis assumptions for
"gelf renewal in educational organizations." They recognize the existence
of conflict, i.e., "conflict-~like resistance--is not always bad. Itis a
phenomenon to be optimized." They also contend that "educational systems
should be able to initiate change rather than having change imposed from the
outside or having to respond to external attempts to change, "

"Forces for change in education" are viewed as consequences of "per-
formance gaps, " while resistances to change in education are, the authors

argue, to be found in cultural, social and organizational "barriers," in organi-
zational rigidity and "psychological barriers," and inter alia, in lack of com=
munication. In Chapter 11, "Basic Principles for Educational Change," the
authors list some 313 propositions drawn from the 10 preceeding chapters as
a checklist for the "change agent."”

Despite the thoroughness of coverage re. a systems approach to educa-
tional change and a token recognition of conflict, the authors' narrow focus
on change in classrooms is curiously provincial given the lessons of U.S.
educational reform failures. They appear to be totally unaware of the need to

ask the key ideological-cum=political question: i.e., cui honoor, who benefits?
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[, 2.0 | Altbach, P. G. (ed.) Comparative Higher Education Abroad: Bibliography
and Analysis. New York: Praeger, 1976. 274 p. -

\ ,‘B,.D; 'Apple, M. W. “School Reform and Educational Scholarship: An
) Essay Review of How Effective Is Schooling ?" Journal of
Educational Research, Vol. 66, No. 2 (April 1973), pp. 368,
373, 380-381.
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). 2.0% Bell, D. The Reforming of General Education. New York: Columbla
] R University Press, 1966. 320 p.

[ b= H

5PN s‘ﬁr@poses that the core task of university reform is "to humanize
technology and to 'tame' the apocalypse, " to counteract the mounting
wave of nihilism that "has begun to attack the very core of culture and

to proclaim a way of life that is really a withdrawal from society, a
A ) - . )
retreat into the “interior distance,™ a new gnostic mode which beats

against all the historic, psychological taboos of civilization. *
-2 , o ,
Aq-&oncludes that university reforms will be better able to support
humanitas over technglégy, than to oppose anti-social trends:

Even for the technocrat, a well-developed skill has an
intrinsic esthetic and a well-constructed theory fa% inner
beauty; and these could be made manifest. But to show that
order has virtue is more difficult when the appeals to
instinct and irrationality, bound up in the colil of pleasure,
begin to weave their lure. Yet, if experience and pleasure
are the goals, the threat of redemption may emerge from
the reassertion of an older kind of pleasure-~the pleasure
of achievement and of making, of imposing a sense of self
upon the recalcitrant materials, physical and intellectual,
of the world. For in the process of making and achieving, one
learns that it is not the business of art to use chaos to
express, nor is it the character of experience to be entirely
unreflective. This is the traditional wisdom o# maturity,
The liberal arts, which this book affirms, have their own
hard and difficult place, which is too often easily sur-
rendered when a university seeks too freely to please those
who rule, be it elite or mass. A liberal spirit, it should
be noted, is not always a democratic one, for it is not who
rules but how one rules that counts. The liberal spirit is
not an opposition to orthodoxy, but to its enforcement; not
against virtue, but against its imposition, whether
Jacobin or Platonist. The liberal arts must have as an end,
when confronting the young, both self-consciousness and
self- transcendence. One lives, thus, in the tenslon
between the universal and the particular, and often in
that painful alienation which is the continuing knowledge
of doubt, not of certainty. And yet this, too, is a state
of grace, for as Dante said, "Doubting pleases me no less
than knowing. " o




L8

, / , o ,
I 5 342’ ‘7 Deal, T. "An Organlzational Explanation of the Failure of Alternative.
archer, Voi. 4, Na. 4 (1975,

Secondary Schivois.” Educational Rese
np. 10-16, ’

This paper explainsg the fallure of many alternative schonls as resul-
L:'?‘ e -;"L};: A2
ting from their’ fatburo to cope with organizational problems vraduced by
new authority patterns. Successful schools were those who found organi—-

zational middle ground between complete disorganization and a highly

centralized, conventional system,

\3. CE; Dore, R. "Selection Function of Schools Seen as Ignored by EGucators.
Report-News of the World Bank Group (May-June 1375), pp, l=4.

Argues passionately thar most educational reform efiorts are
critically myoptic because

Reformers and traditionalist alike, within the educaticnal
world, conspire to ignore the selection function of schools
and to talk as if schools were only about changing people=~-
improving them according to the traditionalists, clampingthe
walls of the prison house around their free spirits according
to the reformers.

One can see why educators should want to exaggerate
the importance of their role--why they should want to bel jave
that they mold people rather than merely sort them. What
is less understandable is why they should have been alded and
abetted in maintaining thiz illusion by the only other body
of pféféS%iC}r@lS who have becn influential in determining
educatiohdlypolic:as.

I refer'to economiszzo.
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|. 3% Engler, W.H. Radical School Reformers of the 1960°s. Doctora? Disser-
tation, Rutgers University, 1972, p.389.

o=

Engler's study crivques radical school reformers of the 1960's, {.e.,
hLDL Nelll, Johin Hole, jopathan Kozoi, James Herndon, HAerbert Kohl,
Paul Goodman, Ldgar Friedenberyg, George Dennison, and [van Illich,"

He argues that

. .the observations of these reformers are frequentiy colored by
preconceptions which grow out of ideological biases including
contempt for the middle-class, distrust of adults who serve as
surrogates for the larger society, and a disbelief in the socializing
capacity of institutionalized settings. The most persistent philo-
scphical thread in their work is that of romantic naturalism, empha-
sizing the cult of the beatific child, a romanticized view of poverty,
and an adulation of deviancy as an alternative to normalcy. Further
their dogmatic embrace of pedagogical looseness and incidentalism
contrasts sharply with John Dewey, who rejected extreme child-
centeredness as sentimental and unconstructive .

This study concludes that the radical reformezs frequently over
generalize on the basis of limited anecdotal evidence, and their
observations are oftenin contradiction with the find ings of profes-
sional educational literature. Their proposals for reform are inade-
quately supported by arguments or evidence, lack specificity, and
are offered without a careful consideration of either their pragmatic
validity or an investigation of their hypothstical effects upon society.

In reference to the reformers' specific proposals calling for the
abolition of compulsory education, the development of secessionist
enclaves in competition with the public schools, and, more radically,
the abandonment of all formal learning arrangements, this study
finds that these recommendations are impractical, would obstruct
social mobility, would fragment the social order, and are profoundly
undemocratic,

In conclusion, this study finds that the sense of crisis which
gave the radical reformers their resonance has moderated in the
1970's. As change agents these reformers are largely ineffectual,
and their radical proposals will be increasingly rejected by the
ma jority of Americans who believe in the extension and power of
schooling rather than in its disestablishment.

b0
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Greene, M., "And It Still Is News, " Social Policy, Vol. 2, No. 6

(March/April 197 2), pp. 492—5 1

.' Noan 1 ".\,7%.___;(: T e gl R

Q;fﬁm ’?/ErCJLE“ ;ngently let true pclur‘atianal reform will not

miraculously follow from radical critiques, but from, perhaps, basic

power shifts:

Ofcourse, ithelps to attack old "idols." Tt helps
to expose the cracks in the svstem; it even (sometimeas)
helps o mock the Establishment, to tweak its tail. But
I think we have to keep our eyes on the outraged and the
disinherited as well as on the "small, cowardly, and
nedonistic;" I think we have to listen, as we have
never listened before, tothe demands for human Glgnitv
(and decent food, housing, jobs, even classrooms).

I think we have to learn more about transforming lnsti-
tutions and improving environment.

Ido not think that oppressiveness, and consumerism,
and racism, and violence can be overcome through changes
in personal consciousness divorced from institutional
stances. Ido not think it will be enough to reconcejve
our reality and our "democratic personality, " to see

;fféréﬂtly, 45 50 many yourg "dropouts"” apparently
see, Itwill be necessary to come to terms with powe

oncejived as something other than "personal growth ==

the power of the state, which at some point must be
expected to change hands. Ido not believe deschooling
will ensure that happening; [ do not believe that
"dialectic encounter, " no matter how rich, can compen—
sate Zor the alienation experienced in th: corpomte
society or lead to the taking of mower in any signficant
sense,

”1
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Hefferlin. T.B, L. "Reform and Resistance." American Association of
Higher Education, Washington, D.C.,. June 1971, 4 p.
The author,from an equilibrium bias, summarizes research i .t has

been done on academic reform and the resistance to it and speculates what

P e T e T T e

this research implies for future prac:ti}:a; éi?ademl\; Lz:r curricular change is
first of all organizational change and colleges and universities organized
and run in such a way as to prevent interference, meddiing, and rapid
change, Like other crganizations, they change as the.result of pressure
for change, and thev adapt their operations to retain equilibrium, The
major variables that determine this process of adjustment are: (1) individual
and refer to the ad vocates interested in change; (2) environmental , and
refer to the resources available for changer and (3) structural, and refex to
the openess of institutions to change. There are two alternative paths for
reform: (1) change the structure from within; and {2) leave the institution
and establish a competitive institution that embodies one's views, Ee
pic
concludes that the most effective reformers ride the crest of reform and 111?19

1370's se=m propitious for effecting curricular change,

oL}
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OECD. Education Committee. Iolicies for Innovation and Research and
Development in Education. Paris: QECD, 1974, 18 p.

This is a ~iatement combining functionallst and systems blases
re. strategies for educational reform. The main [ssue  {dentified 15 the
need for an educational environment in which schools can innevate,
and important factors here are participation, a democratic school
crganization and a changlng teacher role., Next thege 1s need for
the government to adopt educational strategles to achieve new soclal
objectives to support research and development if possible through a
plurality of agencies and programmes. Local and regional research
and development centres should have close service links to schools.
Finally, the direct intervention of government in the process of
Innovation should occur more at the level of objectives and structures
since these stem more from political factors, whereas in curriculum=-
development change the influence should be less direct, more by

creating a favorable climate and conditions,

[an]
i
s
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“Reflexiones sobre la reforma educativa. Revista da
Clenclas de la Educacidn, Vol. 1, No. 1| (1970), pp. 3643

Smith, M. "Educational Innovations: Treasure and Dross.” American
Scholar, Vol. 43 (Winter 1973-1974), pp. 133-139.

The auther argues that effective educational change is the result of
neither educators or parents taking absolute positions, that the theory of

deschooling is not the solution because it deals with utopia and not the
A T (.

here and now. Ratner, ’f}“’ia,ﬁgé,\iﬁ the system +# the result of decentrali za-

’ i
SNl I

ticn, lay participation ,:t‘aining good teachers, This change,is the only

) = g)(‘,!\-
effective change /1o s e |

i

Stiles, L. J. "False Assumptions about Educa tiiurf;al Qhange.:‘_
of Educational Reseaich, Vol. 15 ( 1973), pp-t? - -

o))
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PART B

CASE STUDIES

60




54

DEVELOPING COUNIRLRS

9: . Dy ©| Altbach, P. G. and D. H. Kelly, Higher Education in Develoolng
Natlons: A Selected Bibliogranshy, 1969-1974. New York:

Pracger, 1974. 299 p.

Citas numerous studles of attempts to reform highar education

in Afrlcan, Asian, and Latin American countries.

7,002, Chadwick, C. and R. M. Morgan. "Educatlonal Technology Assistance

for Developlng Countries. " Educational Technology, ¥cl. 11, No. 9
(September 1971), pp. 49-53.

Trom a neo~evolutionary bias, the authors contend that

for & developing nation, which may be precariously
sltuated between neay~tribalism on the one hand and a
modern economy on the other, the failure of the educa-
tional system to rapldly becoma responsive to the edu-—
<ation and manpower developmnent necds of the country
can have traglc conseguences.

The same type of problem faces both the advanced
and the developing nation. The magnitude and immediacy
of the result of failing to find solutlons to the problem
ts encrmeusly different for the developing nations.

A predictable phanomenon In the offering of techni-
cal as sistance to the developing nations by the advanced
nations i{s the intact export of the mode and practice of
their own time-tested educational models. This approach
makes the assumption, where the United States is the
exporter, that an educational system that was reasonably
adeguate for the United States up through the 1940°'s i=s
equally sulrable for Brazil, Xorea, orGhana in the 1970"s.

Their conclusions propose & comblination of nec-evolutionary and
systems approaches to educational reform:

The use of educational systems analysis techniques
to Increase the use of [nnovative proces ses has been
discussed in relation to educational development assls-
tance for developing nations, Some of the problems that
have characterized past assistance efforts, such as lack
of training and information, exportation of [nappropriate
educational models and traditicnalism, have been dis-
cussed. A new approach~--emphasizing innovation and
use of systems analysis tools in an atmos phere of
partnership with the developing natlons=-is suggested; and
various skill areas in educational sy steris analysis are
explained and demonstrated by intersecticn with problem
areas drawn from developing coluntries.

61




AR D 2 Elgemon, T. "Educational Transfer: The Impllications of Foreign
» [} 44"
Educational Assistance. " Interchange, Vol. 5, No. 4 (1974),
pp. 53-61.

The author examines several reform efforts In developlng countries

and suggests that

the transfer of foreign educational models facllitated

by programs of educational assistance may have several

potentlally harmful lmplications. It can (1) distort pri-

oritles by emphasizing cosmopelitian orientations at

the expense of commitments to problems of more immediate

Importance, (2) inhibit efforts to develop local capabilities,

and (3) widen differences among faculty members and edu-

cational institutions, thereby generating resentment, dis-

content, and demoralization in the academic profession.
Although perhaps conceived as a transitional phase

in which the recipient country achieves a measure of

parity with the Jeveloped world and then moves on to

formulating independent, indigenous approaches, the

transferred models may begin to perpetuate dependence,

not self=sufficiency==an outcome that may oot be con-

sistent with the objectlves of either the donor or the

reciplent country.

g D DL-{' Premchand, A. "Les Réformes budétaires dans les pays en vole dea
development. " Finances at Develgpment Yol. 12, No. 1
(1975), pp. 25-28, 47-48.

'2 0,05  Quintero-Alfaro, A. G. "Educational Innovation and Change in

! Societies with Less Advanced Technology. " Syt
Journal of Research and Development in_ Eduéat;@ﬁ \?cl 5,
No. 3 (Spring 1972), pp. 47-63. '
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Further, they ask: "Why do taxpayers accept an establishment

which our analysis indicates is so Inefficient?" The answer is that

Tndirect taxes are typical in Africa and tazation of
particular sectors is typical in Latin America: both systems
provide very little information to the taxpayer regarding
burdens and rewards. Why should a peasant in Latin
America worry about the extent of government waste when
he has not been taxed anc when the total revenues from,
say, the oil sector are unknown to him? His perception of
the problem is simply that it does not exist. Also, is he
going to fight a bureaucratic structure which is well
educated and is bound to beat him at any political game ?
The odds are biased against him.

- ..1n four distinctive ways. TFirst, they distort the invest-
ment alternatives which are open to people; children in
urban areas have an added incentive (subsidies) to invest
in education, while children in rural areas may fail to
obtain even the crucial first few grades in the schooling
process because of their economic value to their parents.
Second, the system allows teachers and administrators

to appropriate part ¢f the social contribution to education;
the main reason for this chenomenon is the underpricing

of educational services. Third, there is a kiu,iltsin inertia
which blocks change, this occurs becauseﬁ e restrictions
on competition and because of the pattern of rewards
within the system. And fourth, social conflict is generated,
especially between the students and the establishment,

as the former atter 2t to improve the quality of the gifts
which they are supposed to receive. This social

conflict spills over into other areas of economic activity
as it raises the risk of investment in general,

63
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. ﬂ ,05:; Sanchez, N. and A. R. Waters. "Educational Reform for Economic
Development. " Comparative Education Review, Vol. 18, No. 1
(February 1974), pp. 96-111.

Asks why "inefficient"” educational systems in Africa and Latin
America remain costly, inefficient, and generally disfuctional for
development. Contends that reforms seeking to rationalize educational
systems will be obstructed for the fecllowing reasons:

A rural environment In the less-developed countries will
result in low school participation rates not simply because
of the high opportunity costs of sending a child to school
but because of the very limited (or nonexlisting) investment
alternatives which the parents confront. Under these cir—
cumstances it would not be surprising to find parents
implanting in their children a pattern of submissive
behavior which, in the long run, will be detrimental to
the acceptance of innovation and change. But note that
submissive behavior is a result of economic backwardness
and not its cause--at least in this model.

... students are the forgotten children of the educational
process. The circumstances of many parents force them
to teach children in ways that will not maximize the
children's utility; the circumstances of teachers allow
them to disregard their teaching responsibilities; the
circumstances of administrators who honestly try to
increase the external benefits of society may bring them
face~to=-face with students who cannot identify themselves
with the administrators' social objectives (since they can-
not appropriate the benefits of those objectives).

..+ Agaln, the teachers and administrators reap the rewards:
the students bear the costs.

Change {s a harsh and abrasive process, but nowhere
more s0 than in the educational stouctura. The effort to
prepare a new course, master a new textbook, or design
a new curriculum falls on the teacher during the first few
times a course is offered. Thereafter he reaps the rewards
in the form of less time required for:preparation, and
greater ease of setting and grading examinations. The
size of the rewards and the teacher derives is deter-
mined by the length of time between changes. Thus we
can explain, in simple, economic terms, the apparent
conservatism of education in Africa and Latin America.
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Zacharioh, M. "Educational Aid: A Bibliographic Essay and a Plea

for Mew Lines of Inquiry. " Comparative Education, Vol. 6, No. 2
(June 1970), pp. 115-123.

The author criticizes neo-evolutionary assumptions underlying

technical assistance to educational-change efforts in the developing

countrlies,

He concludes that

Thls paper has attempted to point out the theoretically
obvlous fact that the socio=cultural systems in developing
countrigs are very complex. It is well known to soclal
sclentists that people make subtle distinctions at levels
close to themselves but merge people who are far from
themselves into indistinct clusters. It is axiomatic that
educational advisers or experts=-unless they are expected
only to advise on their special subjects--should know the
local scene or system well. The published writings of and
on them, however, do not indicate that they do.

The questions raised in this paper are not an attempt
to implicitly defend the status quo in the name of the
invinlability of the existing state of affairs in developing
countries. It is an attempt to point out that the role of
foreign educational aid can play in these countries need
not necessarily be critical or even beneficial. At best
it may do all that the inspiraticnal literature on the sub-
ject claims. At worst, it may thwart the necessary changes
by propping up those who, in the course of political events,
would have been displaced. In either case, there is a
much graater need to be aware of the restrictive vision
that cultural blinders can cause.

©o,
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) AFHIGA .
2 } D ( Conference of Ministers of Educatlon of African States. Education in
v Africa: Evolution, Reforms, Prospects. Conference Report. Lagos,

February 1976. UNESCO, 1976. 63 p.

1, l[]ﬁl Hunter, G. "A Comment on Educational Reform an Aoyment in
’ Africa. " World Yearbook of Education, 1&3/%, nclon: Evans
Brothers, 1973, pp. 278-282.

ITunter surqagests that

It seems that, at least in some quarters, an orthodoxy
is growing up, to the effect that one major way of tackling
rhe rising menace of unemployment is a "reform of the edu-
cational system. " Exactly what is to be refurmed and how
is not always stated, but in general it 18 agsumed that it
would be "less literarv, " "less academiz, " "more suited
to the real needs of developing countries, ™ gt hoc genus omne.
Much of this argument is based on "If f:ml\,r“ prpOSLtloﬂ‘"‘**—
"if only" developed countries had not intraduced tc Africa
their own models of education: if only the prestige of white
collar jobs had not beern 50 hi gh: if only the huge rewards
to the educaced African around the time of Independence
had not established the maxim "Education means jobs:
more edueation means better jobs: most education means
riches, power, and pre-~eminence." Such arguments are
not very useful; the present situation is whar must be
faced. In passing, many of the same "if onlv" arguments
are applied to the drift to the towns.

He argues that the most needed reforms, i.ea.,

the education of farmers in new technology whereby their
incomes, and so their off-farm purchases of goods and
services increase, is probably that which will most
directly and substantially increase emnloyment. A tre-
mendous amocunt of local organizing effort i needed for
this work=--effort which young politicians, and every
educated African could slowly learn to give, as the
immediacy of the scramble for power is a little slackened
in a maturing society. In mv own view, this field of
action is the most hopeful analogue to the whole
economic thrust for rural development which, hopefully,
will gain strength in this decade. A tremendous volume
of potential energy is running to waste, or even to
destructiveness in Africa today. The limitations of a
f@fmal educational system, however reformed, prevent such
a system from harnessing much of this; schools are so

o 6 6
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numerous and so expensive, that they lean inevitably to
some degree of uniformity which is financially and
bhureaucratically possible to administer and control,

[ Non-formal] education can be as flexible and varied

as African imagination and eneryy can make It: and if the
central governmens {5 to ald it {inancially, it must at all
costs be ald without sirings, horrifying as this may be
to the bureaucratic mind: in those countries where local
resources are growing, local aid would be mugh better.

de Kiewiet, C,W. "The Qld Foundations of Africa’'s New Universitie=."

‘ducational Regord, Vol. 55, No., 4 (1975}, pp, 275-285.

e i

The author analyzes how France, Great Britain and the U.S. failed
in developing institutions south of the Sahara. It ls suggested that
Western aeo—suolutionasy patterns of education and intellectual goals
imposed on African univéarsities were unsuitable for developing countries,

He concludes that strategles of change are now being sought outside the

school and university,
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Mazuri, A. A. "The African University as a Multinational Corporation:

Problems of Penetration and Dependence. " Harvard Educational
Review, Vo! 45, No. 2 (May 1975), pp. 191-210.

The author suggests that reforms seeking to redirect university

programs in line with national development goals largely fail because
African unlversities continue to reflect their colonial origins and

in so doing tend to perpetuate cultural and economic dependence. Using

ST . ) (1) 2ot FHdanati,
a;,‘nes—sivi-mfﬁ perapective, he argues that theﬂp&we? i Rerr-eyotrionany

-gast-of African unlversities can be changed using a strategy of cultural

"diversification. ' Here he proposes that

It is more important than ever than African universities
take seriously the cultures and experiments of other civiliza-
tions. The educational system should focus not only on
Europe and Africa, but also on Indian, Chinese, and most
important, Islamic civilizations. Although Arabic is the
most widely spoken language on tha African continent, it
has received little attention in African curricula south of
the Sahara, even in those countrieg which border Arabic-~
speaking areas or have large numbérs of Muslim citizens,

Moreover

Cultural diversification will involve instituting new
courses and requirements throughout the educational sys-
tem. At the secondary level, classes should be introduced
on the history of science: dependency among young African
school gchildren arises, in part, from their awe of Western
science. The prestige of the Westert world, in a continent
which is very conscious of prestige, derives disproportionately
from Western leadership in science and technology. So
great has the leadership been for the las. three hundred years
that Weasternism and science are almost interchangeable in
the perception of some young Africans.

In reaction to Western scientific preeminence, some
Africans have sought refuge in négritude as a glorification
of a non=scientific civilization. L#opold Senghor, leader
of the nécritude movement and president of Senegal, has
empharized, instead of science, Africans’ spiritual and
affective understanding of their environment, their "emotive
attitude toward the world. " Other Africans, dazzled and
lured by scientism, have sought ansawers in Marxism,

68
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partly because it seems to offer Africans the chance of
rebelling against the West without ceasing to be scientific.
T~e négritudist rebels against the scientific West by

ic alizing his own heritage: the African Marxist rebels
arjainst the West by embracing an alternative "scientism."
Dfsagré}‘nénts between these positions should be reflected
in the curricula of African schools.

: AT N
He concludes that fe saes &0 T mnoimaart

4

University reforms will require a fundamental change
in attitude for all departmenk of African universities--
away from excessive Eurocentrism and toward both
increased Africanization and increased internationalization.
This broader focus could change the African university into
a truly multicultural corporation.

and that’

The full.maturity of African education will come only
when Africa develops a capacity to innovate independently.
That independence will require Africa to attampt three
great tasks: balancing the weight of Western influence with
its own culture, permitting non=Western civilizations to
reveal their secrets to African researchers and teachers,
and tranzforming its own educational and intellectual world
to make genuine creativity possible. Only then will Africa
be on its way toward meeting that elusive but compelling
imperative--not only to decolonize modernity, nor even
merely to participate in it, but also to help define
modernity for future generations.
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=, EDB_ Paulston, Rolland G. "Non~Formal Educational Alternatives.” In
New Strategies for Educational Development. C. S. Brembeck and

T. T Thompson (ez:is) Le}:mgtaﬂ, Mass. : Le=ingtou Books,
1973, pp. 65-82,

Tim cenc @ -E*{amiries attempts to create national youth service programs in
Africa (i.e.. Kenya Tanzania, and Uganda), and Ln the Americas (Jamaica
and Cuba). gbntemis that in most cases these programs have been
introduced as non-formal (i.e., out—of-school) reforms to "cool-out"
aspiration for higher studles, to remove youth from the labor market,

and "to co-opt peer groups and enable adult-making agencies to

influence the youth culture." Cuban youth=service programs, because

they more effectively combine resocialization and ideclogical formation
O et (et il :
with productive labor and “he natlonal reward system are viewed BS N S ‘*-%L‘**‘

= 5 PO f“;‘{e'— A s
L“j affective réf@r’nﬂﬂ"*;‘“ﬁ". TLFaas) VR B, T

Large numbers of youth who falled in formal schocls have
through these non—~formal educational experiences learned
new skills and knowledge important for both national
economlc development and for individual growth into
productive and responsible citizens.

7 f el § TR , ; i Al
oy I,sti? Pesnkin, A. Educational Reform in Colonial and Independent Africa.
African Affairs, No. 64 (uly 1365), pp. 210-216.

The author assesses educational reforms carried out between the
1952 Cambridge and 1961 Addis Ababa conferences and concludes that
rapid expansion d schpol facilities has all too often been an excuse

to avoid needed qualitative changes.

-7 7 "Strategies for Educational Change.' OSpecial [ssue of Education In
Eastern Africa, (Nairobi). Vol.4, No.l (1375), S8 p.
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ALGERTA

Eauk;i, N. L'Innovation pédagogique au service dalajéféﬂ“n agrarie:
L'ITA de Mostaganem, Algerie. Paris: UNESCO, 1975. 58 p.

Colonaa, F. "Le Systeme &'Enseignement en Aigorie Coioniale. "
Archives Européennes de Sociologie, Vol. 13, No. Z (1872),
pp- 195-220.

7 [ "ﬁj‘.iidg’(,-;' ) i
Describe s'j\educ:atisnal, reforms leading to a bighly suretified dual

P A

gt - . . S
educational system, i. e., one French, the or~r Korariz. The reforms
followed from increased social stratificatinn wnd the need to provide a

total of five separate social-class~linked s¢: :nuary education facilliles

o e [
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(;_e.,qthe;élites, the middle class, and the lower-iiddle class, and for

the two Algerian classes "Ethé urban merchantsand government clerke n.
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2 /,[@‘ Heggoy, A. A. “Education in French Algeria: An Essay on Cultural
o Conflict. * Comparative Education Review, Vol. 7, No. 2 (June
1973), pp. 180-197.

The author describes an interesting French failure to use educational
reform as a counter-revolutionary measure:;

One of he greatest reforms attempted by the French in
Algeria was the 1958 Conscantine plan. This reform, which
had obvious educational implications, was prepared and
launched while Frenchmen stil! pelieved in the possibility
of suiccess for their counterinsurgency measuraes. It was
essentially a plan to bring qulck industrialization to Algeria,
and to scmehow forcr rapid upward social and economic
mobility for all Algerians. The French called it promotioni
soclale, and an important part of the reform was conceived
in ecucational terms. Flirst, the goals of the 1944 school
reform plan, to achieve an enrollment of gne million
Algerians in primary school by 1964, was moved up to 2. 5
millionn by 1966. Tust as important, givewn the reallzation
that millions of Algerians had had no education at all was
the official determination to engage a number of special
education programs. Around 1.75 million school age
children were not in publie schools in 1954 alone. This
was, naturally, a part of the general counterinsurgancy
effort and the French army was very much involved.

During the first several years of revolution, the French
army complained bitterly about civil administrators who
were not providing the military with neaded Intelligence
with which to pursue & successful counterinsurgency war.
Almost inevitably, soldiers became more and more lnvolved
inadministracion ; thew were secking Contacts with Algerians,
contacts which they established at almost every lavel of
public activity, including education. The Special Administra-
tive Services (S.A.S.), an institution ofmilitary administra-
tion for Algerians, opened schools and dispensaries in
remote areas and in shanty towns. As already noted, they
taught 68, 754 primary grade students by May, 1959. 8SAS
personnel also staffed 35 technlcal schoels created and
bullt by the French Army between 1956 and 1959. Then,
in 1959, the army released draftees who had had teachers'
fraining from military service and instead they were assignead
to teach In Algerian high schools., Such actlvity was obviously
thought more productive in the counterinsurgency effort than
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carryl ng a rifle. In one way or another, the SAS also had
a hand ln several educational programs meant to speed the
upward mobility of the Algerians. Algerians, it was felt,
would be more likely to accept French domination if they
could earn decent wages and get better jobs than before,
particularly If they could find work in Algeria's industrial

sector. (FsmpSer)

b, / j/ Melet, R. ":inz- sction primaire et reforme de ' enseignment en Alg‘férie .
oo Ecole Norale Supérieure de Saint-Cloud, October 1973. 112 p.

Q, /[ /.:) Femili, A. "Algeria: The Institutes of Technology. " Prospects,

Vol. 4, No. 4 (Winter 1974), pp. 517=524,

States that the establishment of Institutes of Technology (ITs)
have provided the reform necs 3ary to upgrade the supply of skilled
manpower not yet met o, L.auditional sectors of the educational system.
Positive aspects of I'Ts are that they ~ive additional chances to those
rejected by traditional education ind also provides a labor resource
of skilled personnel to prospective employers during the skill practical
phase of the IT school. Critics of the program say the ITs are very

expensive and that [Ts provide overspeciallz .cien of tralning. They

A e df B T R N

contend, that;traineea do not readily adapt to @conomic /e-iv Tu- s .
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?- | . 13 Waterbury, J. "Aleeria Maxing Strong Effort to Overcome Manpower

Shortages." AMEE Report (October 1975), pp. 2-3.

Reports that

In 1954, the year in which Algeria began its armed
struggle for independence, only 14 percent of Algerian
(non=European) children between the ages of 6 and 14
were in school. A grard total of 6, 000 Algerians were
in high school, and 589 were at the university level,
up from 89 in 1940. In terms of careers at roughly the
same time, 7.2 percent of all managerial and executive
positions were occupled by Algerians, 176 percent of all
technical positions, 68 percent of all positions requiring
skilled labor, and 95 percent of all positions requiring
manual and unskilled labor. The few Algerians who
achieved high status were mostly doctors, lawvers,
pharmacists, and a few intellectuals. By contract, in
1962 at the time of independencs, there were probably
no more than ten Algerian engineers., A decade later there
were alraady 382 Algerian engineers, a yet trifling supplv
when the need is at least four of five times that number.

Concludes that Algerian educatioral reforms seeking to expand the

supply of skilled manpower have been preise-vorthy but limited. In 1971,
for example, "the A.gerian state invested 23 paraant of its combined

ordinary and egquipment tudget in education. " Dut

... with the population ¢ aowing at a rate of ", 4 percent
per annum, the state will have to run taru to keep even
with the new age cohorts, and even harder to absorb them
entirely into the educational system.

At the university and secondary levels, where
generalization is not a goal, one of the major problems is
the droyp .4t rate. The secondary schocl years are divided
into two cycles of four and two years each. In the late
1960's, only 61 percent of those admitted to the first
cycle completed it, and anly 49 percent of those admitted
to the second cycle complete it. Thus only 14. 5 percent
of those entering secondary school complete both cycles.
At the university level no more than 20 percent of those
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admitted are actually graduated. It is with regard to this
source of middle range manpower that the Algerians are
faced with one of their most serious dilemmas. The Insii—
tutes of Technology are an imaginative attempt to salvayge
high schoo!l dropouts and give them accelerated technical
training. The Institutes offer speclalized training in
agriculture, electromechanics, metallurgy, accounting,
topography, public works, electronics, and several other
fields, but to date they are handling only about 11-12, 000
students. It should be pointed out, however, that as in all
other aspects of their planning, the ass umptions Algerians
have made about their skilled manpower needs are lacen
with risk. They hinge on two factors: that the country will
tolerz te over the short haul (say ten years) the accumulation
of thousands of semi-sducated dropouts from both the pri-
mary and secondary cycles; and that the economy will grow
at a rate rapid enough to generate demand for manpower at
all levels, thereby absorbing a large part o7 the accumulated
Dacklog and whatever new increments are being tralned ten
years from now. Of course if either ass umption proves wrong,
the effects upon economic performance and the nature of the
political regime itself would be incalculable.



;2 \ [l-{— Samuels, M. A. "Early M. E. C. Missionaries to Ang@la: Educational
S Theory and Practice." Luso-Brazilian Review, Vol. 3, No. 1
{Spring 1970), pp. 209-224,

2, 115 Sanuels, M. A, “Methodist Education in Angola. " Stddia (Lisbon),
No. 20-22 (april-December 1967), pp. 75-107, B -

Al |6 Samuels, M. A.  Education in Angola 1878-1914: A Historv of
Culture and Transfer of Administration. New York: Teachers
College Press, 1970. 185 p.
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BOTSWANA_

Taylor, D. "Education for Development: Development Studies in
Botswana and Lesotho. " Educational Development International,
Vol. 2, No. 3 (July 1974), pp. 115-119.
== Aars
o Article descri};i\i-ﬁg-c:urriculum reform efforts, i.e., the spread of

development social studies in secondary-school curriculum in Botswana
and Lesotho. Started m 1963 in the Swaneng Hill School, called
Qriginallyi‘civicsgthe course has been developed to an inter=
disciplinary study which aims at student participation and involve=-
ment in development. In spite of some resistance at the beginning,

the course has been introduced in most secondary schools in Botswana
and the subject became examinable in 1970. Lesotho introduced the
subject as part of the cora curriculum in 1971. However, learning

from the experience of Botswana, a greater emphasis has bean put

on practicums and it is intended to include them in the marks for the

subject.
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Q ’ ,? Ward, J. €. "Education for Rural Development: A Discussion of
R Experiments in Botswana. " The Journal of Modern African Studies,
Vol. 10, No. 4 (Deceniber 1972), pp. 611-620.

Ward suggests that, despite inciplent reform efforts,

There is little evidence. .. that the Government has
come to grips with the problem of having two sets of
schools with quite different policies and objectives
co~-exlsting within the same educatlional system.
Perhaps the leaders of Botswana are waitlng to deter-
mine whether the experiments at Swaneng Hill and
Shashi River can in fact achieve some of their stated
aims. To gquote Oakeshott again, "the unusual
politics of the two Iinstitutions...do challenge, and
may indeed undermine, the existing system of income
distribution in the country and the prevalent preferences
for a particular kind of life. " The guestion is whether
the Government is prepared to accept these policies,
with all their implications. If it does, then surely
this will require far-reaching changes in all institutions
of education within the courntry, as well as in the pre-=
vajling social and economic structure. The main tasks
of the two schools at present, it would seem, are to
prove that the experiments they have undertaken can
work, and that they offer a valid alternative to the
present system and a constructive approach to reform
in education for rural development in Botswana.
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BIRUNDI

ol . |Q] Greenland, J. "Reform of Education in Burundi: Enlightened Theory
Faced with Political Reality. * Comparative Education, Vol. 10,
No. 1 (March 1974), pp. 57-64.

Attempts to reform schools in Burundi since 1972 have become
part of the ethnic conflict between Hutu and Tutsi tribes:

At independence the ruling élite was composed mainly
of Tutsi. The last decade has seen successive attempts
by the Huto to claim the share of education and power to
which they feel entitled as 85 percent of the population.
As a result of the 1972 rebellion Hutu have been physically
removed from the educational and -<’**ical systems. Should

they would have few qualified leaders. Since such a coup
would lead to a complete massacre of the Tutsi and possibly
to overall anarchy, there is taci¥ support from the inter-
national community for the present Tutsi régime despite its
record and methods. Inevitably, therefore, the Reform
Report which could have heralded progress for the whole
communijty will be used as a tool by a repressive minority
réglme to maintain its own stranglehold on the country.
Since guns matter more than textbooks, these valuable
and logical reforms lost their educationai signficance for
Burundi before they left the printing press.




CAMEROON

Lallez, R. An Experiment in the Ruralization of Education: IPAR and
tne Cameroonian Reform. Paris. The UNESCQO Press, 1974. 113 p.

Uncritically describes efforts of the Rural Bduwation Institute
(IPAR) set up in 1969 to reform primary and teacher education and adapt
them “to the real social and economic needs of Camearoon. " Concludes
that the central obstacle is in motivating teachers to lead in community

development and rural initiative.
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2.1.21 ngrkmaﬂnglw_ “H.gchschl;lr&fﬂmen in neuen Orient: Turkel und Agvpten."
fitteilungen des Seminars fur Orientalische Sprachen. Vol. -
(193L), pp. 65-83.

;(7’ ! 7 Faksh, M.A. Education and Political Modernization and Change in Egypt.
' Doctoral Dissertation, University of Connecticut, 1973. 244 p,

The author argues that attempts to carry out edugational reforms in

s‘ 7- n
) . [FYa L
the hope that the spréaq of modern education *t%j.\advanc;e modernization

have largely failed. He proposes that:

This is reflected in (1) a cultural dichotomy betwean the Modernists
and Traditionalists, with an ambivalent political culture among the
educated toward the nation and the elite at the national horizontal
level; (2) an elite-masgy varticipation gap that hindered the develop~
ment of an "integrated ™ political process at the national vertical
level,

Also, the prospective economic and social role of the large num~
ber of university graduates is at stake. They acaordingly constitute
a growing force of "matyinal men" who are desperately in search of
a role to play in their society but have not yet haen able to find it.
Their hopes and expectations have been mised to unrealistic levels
by their educational attainments, thus increasing the level of frus-
tration caused by the existing conditions, whigh, in turn, makes
their rapport with the milltary regime tenuous at best.

With regard to the performance of the recruitment functions with-
in the political system. the study shows that co-optation is based
not cnly on academie achievement or academic performance but also
upon the b - '"~round characteristics of the individual as well as the
operative - © .ation of the term "useful and loyal" Egyptian,
This, ir .00, Lo i3 the rationality of recruitment and thus leads to
restrictive c¢lite ¢irculation, Thus, ﬂléisp}éﬁéd of higher education
in Egypt has not (with the very few exceptions noted) positively
enhanced the procuss of political modernization and change in terms
of diversified decrea of elite recruitment and wider circulation of
elites,

2,1,23 Kraemer, J. "Tradition and Reform at al-Azhar University." Middle
Fastern Affairs, Vol. ¥ (March 1956), pp. 89-Sh. '
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ETHIOPIA

’ . 21{ "Some 57, 000 Senior High School and U;l.iversity Students are Helping

e the Government in its Efforts to 'Politicize Masses, Build Roads,
Schools and Clinics, and Educate Backward Peasant . '" New
York Times (January 11, 1976), pp. 2 and 3.
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GULNEA

Education ] [ofe
LLE Mot (978,

-~ Gullavogui, G.
. /J ss(_)é} i J, ! j

of Guinea. "

The author cxpliains that

I

ESSUOIN

The aducational reform which was launched in the I={r"=f‘=|s},
ol Guinea as soon as the country had obtained its indopo,
reflects a determination to affect a complete transice t}.ff o «;f

——

the educational system ieft by the colonial regime and a con-
{tant intention to give education a democratic character -l
to link school and life.

z‘::nil.:’il thé reforin has conf ained since 1959
ling and education open to the
w%'zrj,le atmn :mrl not jus t thﬁ p[lw’lliﬁ‘qw of a minority. Concurrently
ith their taking the masses as their target, the Democratic Party
and the government have worked out =ducationa! princi=

m~a due allowance for the imneratives of national

5 an. lances Jevelopment. and individual and collective
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KIRHYA
Court, D" Tlenmas of Development: The Vills 1\_](‘ Polvtechnic Movemaent
as o She vy System of Dducation in }rn‘;u " sarative ation

w, Yol 17, MNo. 3 (Uaotober 1973), pp. 13 1-519,

Jre nvthor contenels that
the long~term significance of the wolylechnie movement
] simply (o its refle

CLicn oo reynda's distinetive

.lf-=help dCtiVit}—’ kncv... 15 "harambeae" or its role

tmnal e;é‘gpaflmanté Be\;;m:f:e village polytechnics exemplify

a diversity of activitics, izchidques, and crganizations,
is more appropriate to trea

it

m as an idoeological movement
than as an institutional prescripticn. One wiy of illuminati

the elements of this ldaolﬁqv is to reqgard the village poly-
technic movemsnt as the chesis of the mo 1 of the
formal secondary-school system. Thus the essence of

—

Cf’nve‘ntmnal concepts of academis schooling and to
develop types of training rooled in practical
neﬂﬁ and which conveyv a i findividunl puspos
a capacity for continuing self-instruction.

He concludes that this innovative educational r.form face

insecure future, however, as the tendency is for the village poly

he ideology can be seen as an attompt to break awavy {rom
i

5 an

ny

techni:

movement ‘o Le incre.sinagly ivfluencec oy the dominant model of cor, -

ventional sche ing found largely in Kenya's urban areas. He

irmportant question for the iuture of Kenvan education
f this shadow system upon the established pattarn of
schooling. In trying to answer thiq question one con-
fronts the fuvidamental issue of the social nexus of insti-
tutions and wie way in which they both respond to and
mold social demand., Village polytechnics face a par-
ticular dilemma in that, having arisen out of communit-
demand. they can only scorvive by changing the terms ¢ .
that 12mand in a prccess of community education. The
evidence suggests Lhat in their agrly stages village

concerns the likelihood of ztructy al ch Lch- and tl impa 1

T

polytechnics tend to be sustained by the energy and



30

and Imagination of remarkable individuals. 1in ¢ number

comrmngtts consoinn: and o mutuolly relnforeing

relations) However, avoilable Jdata on traiaees!

oxpectations and activities wuggest thai community per—
coeption of polytechnics as a meaningful alternative o
formal schooling s not widespread.

The fate of many Harambee secnndar; schools which,
after an {nitial burct of enthusiaz !

e

m, have bean unihble to
support the continuing recurrent costs from local contri-
butions, provides a standing warning to village polytechnics.
Whataver Harambee schools might respresent in terms of
community mobilization and ¢=panded opportunity, they

are rooted In the {d1eology of formal schooling and, with

a wew notable exceptions, they have made little con-
tributicn to the development of educational philosophy

in Kenva.

Much self-help fund-raising activity is now being
directzd toward the new Harambee Institutes of Technoloy .
which are belng planned throughout Kenya. It is too early
to assess the impact of these new institutes u=on the
development of village polyrechnics. Depending upon the
lavel of their operation they could either provide prospects
of promotlon to polytechnic leavers and hence strengthen
the = lytechnics, or alternatively sxhause community demand
for technicci training of any sort. More significantly, they
could constitute a serious di'emrma for village polyte zhnics
if they turn cut be nothing more than the latest manifestatian
of the ideal of institutional schooling in technolocical garb.

It iz possible that the principles of the village polytechnic
movement-will take root mos' xtensively in areas such as
parts of the Rift Valley and nertheastern provinces rrhere the
ethic ot formal schooling is either unattractive or uaknown.
Beyond these areas it appears that the shadow system will
have to awail modifications in the present incentive structure.
which links formal academic schoollng to the occupational
and status hierarchy, before [t can begin to have an extensive
impact upen educational pailosophy and practice in Kenya

.

;g l. 3 9 Furley, O. W. "The Struggle for Transfoi..ation of Education Ln F}{emfa
T Since Independence. " Last Afvican Journal, 7ol. 9, No. 8 wiugust
1972), pp. 14-24.

Observes that efforts toire~orient education towards "—ore

i

Wy

agricultural and practical training prov. :ifficult in the fact of stron
vressure from both parents and pupi! for nore pap-r qualifications

Q along the usual academic lines. "
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’\ulwm feiliatives for Control and Reform of Bduy
:;,{t,ii‘rlffii['l(:)n Cha R. D. Hevman, et al.
anl ‘v’\finshm l&)/;, pp. 8u=1nl.

Too o haprar 0ol Pare L " Dre—ines

fi

Beauentional Refe n, " the author uses a cultural movement model to
describe in=e Vlkuyu Independent Schools Jovement, an African effort

ion schools which were the

"to build a school system outside the mis

esiabdished 5 oorem in Kenya, Notes that virtually all indepe

vriated

wo!l movements crzated and operated by Africins were as

with African indep:ndent church 1 vements. "It seems, " the author
concludes

.appropriate for us now to take a brief look again at cur
model and =ee how our data above {its this (:Dm;eptual frame-
wor . The {irst term of the model specilied g:cpsngian of
facilities and opportunity for schooling. There seems little
question that the Ei}"lvyu independent schools had as a hasic
aim the expansion of e~ucational opportunity through im:réa%f ]
numberz of schools. We need only examine the governme
reports to see the diffirulty it had in preventing the establiishment
of schools without its permission. There is no coubt that the
ond term of the model: removing

T and putting it in governmesi,
hands. The independent schools scemed to have appeared

' : ent resistance to changing it.
“policy i observing a system of government-aiced mission
schools. The final term of the model seems to have less
apparent support from :the data: revising the curriculum to
15 and surroundings.

Wl

make it more "relevant” to African nee
Here, perhaps, we must define more carefully the term

we have notad esarlier in thi 1apter, !
spect of this term for educational change is what
as relevant by the consumer, rather than what is offered as
relevant by the vendor (to put it crudely). If th African was
offered industrial training as relevant by the missions and
government, but perceived literary education as relevant for
his own needs, then obviously in terms of the model the per-
ception of relevance is the operative factor. Among the Kikuyu,

literary @-ucation was realistically perceived as being most

i)

8Y



relevant to their needs and aspirations. Yet official education
policy emphasized industrial education, after the fashion of

the Phelps-Stokes rec nmendations, as most relevant to b
African needs and surroundings. From thls it becomes clear

that the Independeit sciwools' demand for English as the

medium of Instruction 2ud for emphasis on literary rather than
Industrial education was clearly a move toward revising the
curriculum to make it relevant to their perceived needs.

A
L)
d{hJ

pefrthur, B, "Eritain's Elitist Lec 3;}? E&wﬁm;i_" Times Educational
Supplement, Vol., 2863 (Aprll 3, 1870), p. 14.

Educational reform in Kenya, the author argues, faces a conflicting
colonial inheritance:

...when a Cabinet Minister in Kenya a sked what was the worst
feature of the zducational legac lz it Dehind by the British at
Independence, answearad that thag overvalued education.

But what he meunt was that many of the Africans who suffered
the small amounts of education offered to the Kenyans by the
British now sneer at rural life and expect serious employment
which their education does not merit and which the Kenyan econo-
my cannot as yvet supply.

Kenva is,in ..ci, cne cf the countries of Africa most influenced
by the British white settler tradition. All the major problems of
education in England and Wales~--for instance, its devotion tc an
academic elite and itz = . .t of technical education--ara ~wrix
tragically large in Jouve.

:3 /. ;?.3 Nijunji, A. "Transiormation of Education in Kenva sinze Indgm; zZnce.
e * £ s ) i - . ) ) .
Education in East Africa, Vol. 4, No. [ (1974), pp. 197-12

Incremental reforms in Kenya's educational system Liter 1963 have
peen extensive, but little related to the core national development
1;\{!3- L ‘{1 {o At vy

problem of rural transformation. Paradoxically, this in large meazure

iz why they have been viewed favarably by most Kenvans!

WV AESE Urch, G. E. "Africanization of Schools in Kenya." Ecucational
‘;' o Forum, Vol. 34 {March 1972), pp. 371=377.
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Edueational reforms in respons« to social demand for schooling have
resulted in a growing number of unemployed school leavers.
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MOZAl

Goal of FRELIMO Is Now Bducation: Mozambique VWhites Joining in
Schooling Effort. " New York Times, sunday, Jun: 8, 1975, p. 15

The frong for the Liberation of Mozambique, which will take
over full control of *'s Portuguese territory when it hecomes
independen* on June 25, has made educational {reform] itz
top priority.

The kev word is "alphabetization" and the sloaans are

1i

numerous, lncluding "to preduce is to learn, " and “"books
are our best friend. " A4 independence ag pf@aghés, schools
:ning classes are springing up thr t the country.
The texthooks encompass the arm of th front==known
by the acronym FEELIMO~=which is a socialist society, and
thev explain that hard work and sacrifice are rrﬂquiréﬁd. Thera

and en

is also a section on political history which s
Jine 25, 1962, the dav FRELIMO was founded,

1965, when the guerrilla war began.

i
o
-

The movement sends political militants to the schoolzs o

explain FRELIMO ideology, Classroom activities are handled
by an army of vclunt@;s Mmost of then white, with few or no

teac hm qualifications.
uburban housewives stop at harracks to ]
FRELIMO soldiers home to tea and then on to evening cla .

And black nationalist soldiers, their automatic rifle
against their desks, pore over texthooks.

Ihclf teau, riz aw! s woman., “Id

o it, " she said
nly way we are qoing to get Mgrambig, =

What schools there were in Mozambique uader
Poﬁuguégé rule were always multiracial, but most Africans
did not have enough money to buy books for their children,

and so0 the children stayad tome.

in the villages, it ':3(4 not seem to matter to most nenple
whether they czuld reaq; it brougnt little chance of

advancement.

02



There are 400 pupils attending evening classes in
one Lourengo Marques suburban school. A year ago,
the school was always empty after dark.

The FRELIMO effort to unite Mozambigue's people
is shown in the textbooks. They are all in Portugues:.
Ouly a small minority o the tribally varied population
15 conversant in Portuguese, but it may be the cnly

language that stands a chance of becoming narional.
The fact that whites are aiding in the education..

effort may bode well for the future of the countrv. A5 -

as interim government, dominated by black natioral 'sis,

white se lors

was apout to be installed last September.
staged a brief protest, seizing control o: Lie Lourengo
Marques radio station and bringin~ = mmercial life o
a halt for a time.

With independence less tha o th away, the hope
of education may be promoting ¢ tion.

T
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shkin, A. "Limttations oun Schooling

s
T

Bocialization: Reiflections on Nige
Vol. 8, No. 3 (Seutember 1972),

The author suggesis that there are severe limits on attempts to

lisation. " He notes that

oy
p

schools for "planned political soci

, ties for planned political
soclalism are availab;cﬂ from a growing body of
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'«glltlgal SDCJl.alLS' ion mput5 of the government and
the school may be enhanced by long-range resea
that iavestigates the political orientation and L
of those who occupy gatekeeper roles and of Stucentg,
tzachers, and others that contribute to politi
sccialisation. In addition, the nation can be r
knowina what political meanings and i:soundaf;a._ are
associated with heyrig a Yoruba, a Christian, . =
Nigerian. and whether there are some groups vith
views such "hat they stand ready to ba enli<: ' as
allies in the process of national irtegration.

n the case Lt political conflict with an  “hnic base,
time cannot be trusted to heal ail wounds. Of ¢ e,

‘ime is desperately needed, but its mere pmaic
uanless acc @mp;mpu by integrative axperizic
give little cause for hope. The cpectation
1o can be 34 117 manipulated to provide such
* 5 DA ;==‘:,—-£:(::' without the complexity of th

MR PR tance to manipulation, T’muw

o A ti}lf_r}z[‘l over and satiated with some message, thé
limi ced ugoa the school, arising from internal
and external factors, cast considerable doubt on the suc-
less society is controlled to an

that Nigeria and most nations would find aither
repu. wnt or impossible to organise given their present

Clearly, schools

affedt the political value orientations
of heir studéntd. My scept rlo

ical view d oes ok thesr
1 L . 1 ¥
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Mew Yors:s Wiloy aned Sons, Ine,, 1977,

ol coloviclisin and propote an appropriate forrm of economic developmant

Por preductive rural living . e argues chat economic growth 1s necessary

Iz

ot o the extent of affecting human digrity, and that the Ujamaa re~

[orms are based on this belief. But competitive materialism has deen roots

=]

[

and these roots are hard to eradicate. He concludes that if Tanzania and
other countries like It are to take further gteps in educational reform, the

competitive materialisp base must be eradicated.
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C ;vz'ﬂple‘@t@ jualjty of access to schoeling |
impossible in the developing are ;:, and
““rule w of oppuitunizy " ofte : ! i
imparities. Yet men are often orepared to accept such
ineqgualities if they percexve that the doors of educa~

tional opportunities are not entirely closed and that some

chance exists for thelr offsaoring to climb the educations!

lzdder. Therefca 2 expediency alone aften requires that
ts of the new states respond to demands

o

the governmen
for graater equa ;l ity of access to schoo
zconomic considerations would suggest an altzrnative
2. In the short rue, indeed, the ;@liti

ing even if purely
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In this wmsa study of

PLodnndy At el Loney oo on Tanzarda, on o athomet
{3 made to de ;;'Z:’ibfz Fovr on coun *L“/ critically avaluated
et anc taen proczedad to

Lbo o L tino ccucation sy
ittronuce refaormns so sweering thet the end resulr be
fact, an altornative patte—n of saucation.

Only a fé,w, it i3 e to say, still

elvac

shers th

argue opensy that a teacher's maln ccncern for his pupils

is te glve him academic education, or that manual work

has no place in the school. But often the general policies
e school and che aehaviour of the

teachers during self-reliance activities rewveal their true

and aorganisation of the

attitude all too clearly.

The majority of schools, forinstance, =till retain
manual labour and shamba work as the standard form of
punishment for those who break schocl rules. By impli-
cation, the pupils know that a *=acher gives as punish-
ment only those tasks which he regards as unpleasant and
unpopular, work wnich he does not want the offer.ders to
enjoy doing. Unconsciously, the children recognise tL'x'E
and learn that the teacher really regards manual labo
as a form of torture--something to be avoided whénever
?DE;ibléi Thus they too ¢come toregard it negatively,
as neither a worthwhile nor an enjoyable activity.

In & similar way, when a teacher refuses to
participate in seli-reliance activities or treats it far

asually than the other sukjects on the time-
he reinforces his cwn unwhalesome attitude con-

le,
cerning salf-reliance in the minds of his pupils.
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several instances of this were seen in some of

the schoeles visited. On one occasion, a teacher was in
the midst of teaching his primary schoo? ril S5 how to
construct a "triangle" when the bell to and te period
rentd.  Fe inmediately consulted the tine-table and
upon finding that the next period was for self-reliance
acdvities, he went back to the blackboard and con~

tezeching for more than 15 minutes. Obviously,

pression his pupils gainecd from his behaviour was

mic subjects like mathematics were more
important than the skills end experience ¢ '
iance activities.
Some of the discontent teachers feel for the new
esponsibilities is revealed in their reluctanct sometimes to
initiate and participate wholeheartedly in projects at
school. Some sit down in a corner in the shade and
supervise the pupils' work from a distance. Some go
as far as taking a pile of papers or exercise books with
them to the school garden to mark while the pupils are
digging in the field. Or, as observed in the case of a
few women teachers, they sew their own clothes while the
girls are working on a needlework project for the school.
The survey indicated that negative attitudes like these
have cften arisen out of initial miscc nception about the truy
meaning of education for self-reliance. Some teachers, ff:ar
instance, did not fully understand the implications of
the new policy, nor were they sure how to interpret its
significance to their pupils. Their explanations were
;)ften hesitant, unconvincing and, at times, even mis-
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leading. As a result, their first project plans were tentative,
limited in scope and unrewarding. Many waited for clarifj~
cation, approval or encouragement from mocre senior officials
before they began to implement self-reliance projects with
sufficient confidence to arouse the interest and cooperation
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; [ 4 ,5,7 Mayani,r Y. H. "The TANU Educational Concept in the Context of
' Adult Educatlon. " Literacy Discussion, Special [ssue on Adult
Education: The Tanzanlan Experience. Vol. 6, No, | (Spring
1975), pp. 27-44.

The author contends that becaus= Tanzania is "an underdeveloped
country which has cpted for sociallst develepment, " reforms of adult
gcucation have been given top priority and it ls the TANU partv -hat

plays the key role In guiding and implementing these refcrms. In this

regard, the author conclizdes that
thie Party directs the form ang methods of adult
education, puts the right emphasis in the right place and
at the right time, implements decisions and motivates
participants. Thus, itis the chief agent in this field.
¥
2.1.50  Parker, F lopment and T
;;(-\_,)g r=er, r. ﬁeﬁ‘!f‘-“'@pmgnt and Z2ucation in ;APDS-LJEhir; and Tanzania.

Paper presented at the Comparative and International Scciety
Annual Meerting, Kingstor, Onrario, 1973, 138 p j
Suggests Arnter alia that efforts to devalop and rziorm educa tional

stems
systems in both areas have been negatively influenced by "geographical

isolation and exploitation 2y outside economic Sorcas,

_ !~5‘/ Resnick, I. N. "Educational Barriers to Tanzania's Development.
In Tanzania; Revelution bv Education. I. N. f{ésmaﬁii ( a, ).
Lrus ha: Lc‘igmaﬂs of Tanzania, Lid., 1968, pp. 123

L

w
o

The argumem&%%ts kEeen developed in this article
is not simplv a suggestion for increased efficiency in the
croduction and utilisation of high level manpover in Tan-
zania. To begin with, the problems touchad upon are not
in any way pecullar to Tanzanla but are found throughout
the underdeveloped world and many of them exist in the
developed world as well, More important, however, it is
an argument whtes enmes hed in a velw of how education
can be socialised inTanzania. It ls an essential part of
that view that the personal investment element cf ecu-
cation should be removed; rewards should be made for
contribution and not for degrees. [tis an argument fcr
introducing welfare into education, as well as national
investment--welfare for its reciplents and the nation in
terms of releasing minds from the bonds of ignorance and
self-aggrandisement., For only in this way will Tanzania
be able to commence using its educational system in the
construction of Tanzanian socialism.
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AUHISTA
n F;ni{ A, "The Rerorm of Yducaticn clu Tunisia.” Science and ®esdonm
No. 13 Clovember 155%), pp. 121124, ——
Simmons, J. and 5. Erkut, Schonling for Development? Students and
Workers in Tunisia, Tha World Bank, Washington, D.C., January
1975, wv.p. (mimeo)

=z

The2 authors explain how educational reforms following independence

:king "to satisfy both Buropean standards of academic excellence plus

2%

h“

Mw

the culturel and employment needs of Tunisia, has, in fact, produced a
dualistic system." This preblem calls for experimentations to advance
reform the dual system towards greater efficiency and equity.

But more than research i3 needed:

The final implication is that sufficient political courage ard
power are necessary to start and sustain a program that will
bring common sense back into the planning and management of
learning systems. Power, the ability to act, is the essential
question mark for the futures, not mountains of supporting evi-
dence carefully researched; for the reform of the schooling pro=
cess is a threat to the status guo that has extensive political
implications. With a few exceptions like Cuba and China,
educational reforms have brought much fanfare in other countries,
including Spain in the late 1960s and Ethiopia in the early 1970s,
but few concrete lf’lpi’@?é"ﬂ%ﬂtS in 1nd1v1dual EGLTTllthE achieve-
ment or social productivity, (54

To improve most educational systems several dilemmas re-
quire understanding. First, more equal educational oppertunities--
in fact, compensatory opportunities-=would mean, for example,
that a smaller proportion of university places would be open to
the children of the alite, assuming that the educational budget
would not grow substantially, Second, low-income groups could
perceive some types of reforms as cutting off their only avenue
of social mobility, if the reforms were not managed fairly. Third,
the education establishment, including teachers, officials, and
liberal intellectuals, will see the reforms as a giant step away
from "civilization." Of course, since they are all members of the
20 percent of the typical developing country’'s middle~-and upper-
class, some of their children will be the ones who will have to
step aside for students from low-income families. As much as
improved equality and development may be the goals of the social-
ist states, it is the social revolution the elite will do everything
to avold if it means lowering the chances for their children., The
past can be prologue, or it ¢an suggest how learning can be re=
introduced into the schools. ’
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2. I, 5:6/ Adamz, B. N. "Africanisation and f\gmwrmn IlﬂpPrldLLgTﬂ: A
Study in Planned Change and Im‘*rtu f ] ast Al
w2l, Vol. 9, No. 5 {May 1972), pp. 28-28.

Adame argues that recent reforms sceeking "Africanis

Ugandanization at Makerere University in Uganda" have failed for

three rzasons: (1) the presence of a "substantial number of expatriats

with vested interasts in remaining at Makerere;" (2) the lack of trained

i

& i

i
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vternal financial

o
bl
e
bty
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- faculty: and (3) the

How might the problems whi:h beset Mal
attempt to localise be rasolved? Two passibilitl
which immediately come to mind are the following
lirst expatriates could work harder to l‘éplgc? them=

selves with their own students. This would mean
greater efforts to convince good African students to

oy
Y
[ o

into teaching, and providing them with economic

to get the training they need. Yet even in those
stances where this occurs [t is the students who

reflect most closely the expatriates’ Western attitudes
who receive encouragement and assistance. Second,

aid from other nations could be given with no strings
whatsoever. Without pursuing this possibility let us
simply note that it is not likely to accur. Instead,

we shall move on to several more viable, though partial,
solutions. The reward system within Uganda could be
alterad so as to induce more s,ucj ents to enter the teaching
profession. This might mean ocffering more fringe bene-
fits, such as automobiles, to the professor. It might,
further, necessitate acting upon the Visitation Report
recommendation for "on the job" tralning for the young
orofessor, who begins his work immediately after his
undergraduate education is completed. Angther pos-
sibility would involve more of the aid from external sources
such as foundations being used to train promising voung
Africans and less to bring expatriates to Makerere. While
neither of these would solve the basic economic problems
of tHe developing country, they would at least work together
to resolve the manpower difficulties. It should be pointed

—
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i
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out that, as Sheldon Weeks has noted, Africanisation does:
not automatically result {n an African university, or a unl-
versity with an African ethos. For the staff members carry
and perpetuate the tradition Ln which they recelve thair
education. Yet they aiso carry the stamp of the culture

in which they were ralsed, which acts as a filter unen
thelr educational culture. Thus, personnel localisation

is a necessary step toward an equeal place in the academic
and larger world, and toward the development of an African
ethos within the university.

The factors~~vested interest, personnel needs, and
economic dependence~-which are inhlbiting localisation
within one institution in one natlon of the Third World may
in fact be crucial to other institutions and socleties as well.
I have scught to analyse and clarify these problems, and
perhaps an understanding of them will be a first step
toward their solution.

:7/(:7 |, 647 Evans, D. "Decolonization: Does the Teacher Have a Role?"
‘ ' Comparative Education Review, Vol. 15, No. 3 (October 1973),
pp. 276=287,

The author reports that teachers in Uganda, i.e., '"the British
trained teachers, the experienced Africans, the missionaries, and
the Asiansg are all relatively satisfied with the current content and
methods of the schools. " He concludes that prospects for substantial
reform are, accordingly, thwarted:

One «:gan only conclude that the outlook in the immediate
future is for the $chools to continue transmitting essentijally
the same values and attitudes to the pupils. While a number
o f minor modifications have already been instttuted in terms
of Africanization of the content of the syllabus, the accom=
panying attitudinal and value components remain essentially
colonial in nature. The prospects for the schools acting as
effective agents of decolonization must wait until signlficant
staffing changes can be accomplished, not only in the schools
but also In the In&titutions which train teachers. The evi-
dence suggests that teacher training institutions have begun
to produce students whose views are noticeably different.

It is uncertain to what extent those institutions can take

credit for that change, but nevertheless it does represent

a ray of hope. If this beginning can be caonsolidated and

strangthened, for instance by giving these students

insights into the process of institutional change and develop-

ment, then the seads of change could be planted in the schools

in the next few years. In the meantime these countries must ‘
look to cther agencies of soclalization for the impetus In Azt we oy
détolonization. ’
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Van Lrutsenburg Mass, J. "Educational Change in Pre-Colonlal
.Sg@::ieties: The Cases of the Buganda and Ashantl, " Comparative
Education Review, Vol, 14, o. 2 (June 1970), pp. 174-185.

7

R S I ey . o
., From {his f«:émpafisan of the nature and structure of
the relationships worked cut between two rzlatively com-
plex pre-colonial African kingdoms and the representatives
of more developed Western socleties, it is evident that any
"wapacity" to assimilate foreign-inspired innovations in
aducational or other institutions was equally distributed in
potential in each of the two kingdoms. What did vary
hetween them was the glaring differences in opportunity
to make use of those capacities. Fach had revealed suf-

-3
wiid

of specialized institutions for education to take place out-
slde of the family, and each theoretically could have incor=

“rated innovations for reforming those institutions. As it
whd happen, at least in Buganda, the licus of educational
activity shifted gradually from apprenticeship inside the
palace, first to learning literacy in the Christian mission
houses near the king's palace, and finally, to learning a
whole curriculum of literacy-based skills a* European-
style schools both at the capital and eventually at the
district headquarters. This sequence was well established
by the first decade of the ceolonial era. But no such gradual
imstitution transfor: :tion took place in Ashanti. Military
conquest by the British broke any potential link there
batween apprenticeship, education for future officials in
the palaces, and literary training for teachers, ministers,
and colenial clvil servants in the new schools of the
colonial period.

Beginning with remarkably similar social structures,
svclal change in Buganda and Ashanti proceeded along very
divergent paths as a result of variance .n external relations
with major developed powers of the nineteenth century.
Buganda choose of i{ts own accord to seek overseas
assistance to strengthen its position. Such assistance
was boontifully available on surprisingly favorable terms from
net just one possibly overbearing ally, but from Arabs,
Emglishmen, and Frenchmen, who were unlikely ever to
coordinate their temptations toward aggression. Mor=over,
these men came as private citizens, rather than as govern~
mental envoys. Ashanti, in striking contrast, was unable
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= ,’Th""if'"’ i e =it ;f:s’;dj I SN Laa AT Liecl FA AT L



1Ce

to find @ single ovegrgeas ally, lezta Jong two or throe.
Instead, its onepotarutial all v bexcarme it s enemy throu gh
prior friendship wi+th psha ntl' s ovwn Local enemy. Those
velunteer missiona s wizo d ad try  everthele ss to pro f-
ferassistance to Ashanti were (n evi tably thwarted by
their unfortunate bt inay oldable as sociation with the
enemy. ThusAshany, un like Bygan<h, rever had @ real
chance to take the |nj=lati ve ins-tti ng upa mutual ly

be ne flcial relationship with forj gne 1s from 2 deve Lope d
counfry who could pyutq pro<gressivre, irmovating impacs
on theéreorganizati on, or miod-erni zat don, of its edu <o~
tiona | imstitutions.
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Georia, P. ard B, Agbdano. Evolution de 1'engelgrmement en Republic
De*‘u:: cratique du Congo_ der:uis l';nc{emendenca. Brigsels s CEMUBAC, T 1506,

1@3}: .

241438

54? ! ’5‘;7 Cipgrich, N.L. Belgian Educational Policies in the Congo. Doctoral
T Dissertation, Tulane University, New Orleans, 1971. 307 p.

The author explains lack of reform in Congolese educaticn and sug-
gests that

. ..the Belgians had never understood the realities of change

in postwar Africa. ;ven more significantly, they never under-
stood the relations hip-“;etm:»en.\ ‘econcmic modernization, which
they opposed. They designed plans based on European nurtured
“common sense" rather than African realities. However they did
not intend simply to create an exploited body of native helots.
Belgrun policy assumed that eventually the Cengeles= would govern
themselves. The Belgians simply would not have begun withdrawing
until the turn of the century or later. Consequently they developed
a very slowly maturing education system. Neither Congolese nor
neighboring developments permitted an agonizingly gradual pace of
political and social modernization. Evidence of growing dissatis-
faction was ignored by the Belgian leaders until it was too late to
davi.:;e educ’:atian pmqrams (in either the formal or informal sensd to

The Belgian colonial elite failed precisely because it was an
alite, The lack of popular interest led to parliamentary indifference
toward colonlal affairs, This tied in with the colony's insulation
from external scrutiny to guarantee the colonial bureaucracy's se-
curity. Therefore the colonial leaders were able to ignore indepen-
dent critiques which might have led them to reassess basic assump-
tions. This comfortable security led to the perpetuation of education
and other programs designed inthe 1920's. The result was an
archaic colenial system unable to deal with the crisis of moderniza~
tion whichk :ts original successes had heiped initiate.

") é{? Aimlinger, G. V. "Education and Moderization in Zaire: A Case
coet Study. " Program of Development Studies, No. $0, William
Marshall Rlce University, Houston, Texas, 1374, 29 p.
From a neo~cvolutionary orientation the author explains how
an attempt at administrative reform sought to draw upon "institution
iyt lding® theory.

. faves, B.i. The Missions and :,duc:atianﬁl Eevelopmnt clu éﬁl,fr,gum Afriea,
Joctoral [Essertation, Teachers College, Columbia University 1967, 313 p.
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N 62 Draisma, T. "African Socialism and Educational Prat:ticéf?}aeaéfg%f“
' Paper presented at the Educatjon Division, Commonwealth Secretariat,

London, England, 1975. 83 p.

The author, using a conflict orientation, examines unsucce ssful
attempts to reform "neocolenial" school systems in Africa and proposes
that only a soclalist strategy will lead to democratization of school
management and curriculurm.

He alsc examines the relationshlp between secondary education and
wider pelitical, economic, and socio—cultural developments in Africa
and gives special emphasis to the problems of political ideology and
education in Zambla; Eut as Zambian soclalist ideoclogy and educational
history show similarities to other African nations, the author's interpre=
tations may be applied to other areas. Discussion focuses on the pro-

cducaticn systems by a

w3

cesses of ongoing decolonization in Afiica
movement from an oppressive, authoriftarian system Introduced by former

colonjal powers lc a system emphasizing freedom and self-reliance.
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Adams, D. Education and Modernization in Asia. Reading, Mass. :
Addison-~-Wesley, 1970. *:: Q‘ .

Using structural-functionalist, neo-evolutionary, and systems -
aRaigsis-perspectives, the author suggests that the modernizati on of
educational institutions via large~scale national reforms in Japan,
India, ar.d China will be variously influenced by the persistence of
dysfunctional "attitude and value systems, " by "fiscal constraints"
and "guides which are the result of educational research conducted
within the particular educational and social context in question. In
Asian education, nelther the tradition nor institutional structure for

research is well-developed. " {

The author's conclusions
draw on his analysis of educational reform=-cum-cha nge efforts stress
the need for more rigorous methodology both in the study of change

efforts, and in the evolutionary "typing" of the educational systems.

of education and modernization in this book, the concepts

of differentiation and systems analysis have been used,

These concepts lend themselves to studles of educational

change and provide a framework for cross-national comparisons.
As demonstrated, the apprcach taken here provides some under—
standing of the adaptability of educational systems to external
pressures from the economy, the social structure, etc. Moreover,
the concept of differentiation has been shown to be a tool by which
the magurity, or degree of development, of an educational

system may be directly determined,
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;2 ;Q ’;\ Bennett, N, "Educational Reforms in the Republic of Afghanistan.”
Education in Asia, No. 8 (September 1975), pp. 13-15.
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2.2.03 Haracharek, Lcﬁrﬂaniamal Educaiion and Nation Bailding in the Unicn of
Burma . International and Development Education Program, Undiversity of

Plttsburgh, Pittsburgh, Fa., 1973. 11 p. (Mimeo)

2.2.0 4}[ Nash, M. "Education in Burma." InThe Social Sciences and the
T Comparative Study of Educational Systems. J. Fischer (ed. ).
Scranton, Pa.: Intemnational Textbook Company, 1970, pp.
148~166.

Nash examines the “postcolonial reaction in Burma, " the "anti-
colonial and prosocialist” national effort that "stresses the rebirth
of great cultural traditions, " He notes that "the Burmese Way to
Soclalism" aims at "full indigenization and nationalization of the
economy, at complete Burmanization ¢f the educational establishment,
and at the symbolic elevation of all things Burmese over all things
foreign. " e

He suggests that

In this context of Burmese evolution, with these huge
tasks facing the nation, any treatment of the educational
establishment must focus on the problems and roles of
the schools and universities in the process of moderniza-
tion, For the school is necessarily an instrument of this
overlapping social purpose, and the school and the uni-
versity are shaped by the interactions of elite and
peasantry as they fumble and struggle along the path of
social change.

The industrialized and developed nations of the world
are agitated by the luxury problems of education: education
for what and for whom. The newly developing nations like
Burma have a clear and dramatic mandate for education, but
lack the resources, the skills, the experience, the organi-
zation, and the personnel to activate that mandate.- In
the light of Burma's proclaimed national aspirations, con-
stant from the first Pyidawtha plans to the most recent
proclama ltibns of the Revolutionary Council, education is
o serve as one of the means of social transformation, from
a raw-material producing society where the bulk of the

- people had a marrow, pleasant, traditional view of the
world, to a diversified, somewhat industriallized society
able to ebscrb and vse the most modern of scientific
knowledge. Education is to build a natlon of citizens able
to transform themselves, thelr society and their culture
into a specles of modernity, but garbed in Burme=se robes.
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In summarizing his field work on problems of reforms in community

schools, he concludes that

If education is to serve as one of the means of social
transformation, the local socleties and cultures which
carry on the schooling must first change. The local defini-
tions of education, the role of the teacher and the pupil, the
way the school is built into the community, the conception of
knowledge, the image of the educated person--all these
militate against the school and education playing the role
of innovator, of transform.r, of catalyst for the birth of the
modern world in the village of Burma, At the most general
level these hypotheses based on the Burmese data, but trans—
cending them, are worthy of cross-cultural checking:

l. It is change in the economic, religious and inter-
personal relations on the local and regional levels which
are antecedent to change in the educational system.

2. TLowmlschools tend to be conservative agents,
transmitting by means that reinforce local tendencies
toward stability.

3. Education becomes a force for social change only
when the process of soclal change is well under way.
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CHINA

5?. }, {5 Barendsen, Robert D. "Mao's Educational Revolution. " American

why

Education, Vol. 8, No. 4 (May 1972), pp. 4-12.

The author suggests that the following quote from Mao explains
the great reforms of 1966 and after occurred.

.. the domination of our schools by bourgeois
intellectuals must not be allowed to continue.

If Mao Tse=tung had made that statement in 1949,
when his Chinese Communists had just seized power
from the middle=class party of Chiang Kai-shek, it
would hardly have been unexpected and would have
attracted no special notice. But he actually made the
comment in May 1966, when the Communist regime had
been firmly in power for nearly 17 vears and when
almost a whole generation of young people had already
passed through an educational system under its con-
trol. Viewed in its proper temporal contaxt, the state-
ment constitutes both a bitter acknowledgment of long-
term frustration and failure, and alsa a stern directive
for drastic change.

In the People's Republic of China, most major
internal policy shifts are publicized and implemented
through extensive pespaganda campaigns and mass
movements. This one proved to be no exception.
Within a few weeks after Mao's statement of May 7,
the mass media on the Chinese mainland were trumpeting
the need not only to unseat the bourgeois professional
edu cators but also to undertake a thorough transformation
of - 2 whole school svstem.
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Barendsen, R.D., The Educational Revolution in China. Washington, D.C.:
U.S. Government Printing Office, DHEW Publication - No. (OE) 73-19102,
1973. 52 p.

The author states that four major aspects of the new emerging educa-
tional system are apparent: (1) the educational revolution was'a conscious
and purposeful effort on a national scale to grant preferential treatment to
a class or group--the workers and peasants, who are deemed to have been
educationally disadvantaged in the past, (2) the revolution drastically re-
duced the schooling cycle from primary school to college from seventeen
vears to twelve to thirteen years, (3) practical training and vocational
experience became a major part of the formal curriculum, and (4) political
aducation emphasizing correct attitudes and Subsequer}t motivation was

prominent in all levels of schooling. He adds that the integration of Mao -
QAR I e

b bt=

Tse-Tung's political ideology into the educational process was the most

I,

significant and striking characteristic of the revolution.
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Q,Q.C”7 Bastid, M. "Economic Necessity and Political Ideals in Educational
Reform During the Culture Revolution. " China Quarterly, No. 42
(April-June 1970), pp. 16~45,

The author proposes that

Educational reform has been one of the important
issues raised during the Qultural Revolution, not merely
because it belongs to the realm of culture but, more
important, because it bears on the question of "cul-
tivating revolutionary successors” and on the shaping
of the whole future of China. Anyone selzing power
wishes to keep it for a certain length of time; it is
however a special feature of people's revolutions to
set up their own goals on the prospect of a boundless
future.

She then suggests that

The issue of educational reform during the Cultural
Revolution seems in theoraiical terms, to be mainly con-
cerned with such political ideals as proletarian dictator-
ship and irue socialism, tohgether with the suppression of
pourgeois or feudal attitudes and concepts. But on look-
ing closer, these ideals appear to spring from a very
stringent economic necessity. 50 much so that, In some
reports on educational reform, political and ideological
considerations are almost discarded and the reform pro-
posals put forward on principally economic grounds. I
have tried in this article to assess the respective weight
of economic necessity and political ideals in the educa-
tional reform in an attempt to shed some light on the nature
of the new "world outloock™ whi¢h the Cultural Revolution
advances. The analysis follows the dialectical process
through which the new ordar is being worked out: that is,
criticism of the old system, proposals for reform, and
the implementation of reform.
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?.\Q s 3? Baum, R. "Revolution and Reaction in the Chinese Countryside:
The Socialist Education Movement in Cultural Revolutionary
Perspective. " The China Quarterly, No. 38 (April-June 1969),
pp. 92-1189,

Baum notes that

At the time the Central Committee of the Chinese Communist
Party (CCP) issued its now-famous Circular Notice of 16 May
1966, which roundly criticized Peking's Mayor P'eng Chen
and thereby ushered in a dramatic new stage of the Great
Proletarian Cultural Revolution, a large-scale and intensive
Socialist Education Movement was still being implemented
systematically in the Chinese countryside.

Throughout the summer and autumn of 1966 these two mass
movements co-existed in a loosely defined relationship of
functional complementarity. The Socialist Education Move=
ment continued to focus primarily upon the rectification of
basic~level productive and administrative units in the
rural communes, while the newly-intensified Cultural
Revolution was directed mainly at eliminating "bourgeois
influences" in higher level cultural and educational insti=
tutions and leading Party organs at the municipal level.

He then proposes that the two reform movements represented different
change strategies, a difference of approach that accounts for the relative
failure of the first and success of the latter:

it may be argued that a major contradiction between
the Socialist Education Movement and the Cultural
Revolution lay in the widely differing organizational
bases, operational aethods and target groups of the
two movements. As a Party-organized and directed
"revolution from above, " the on-going Socialist Educa~-
tion Movement proved to be fundamentally incompatible
with the new, mass-oriented Cultural Revolution, which was
by nature a "revolution from below" directed primarily against
powerholders within the Party apparatus itself.

Rural Party organizations (and the work teams under
their jurisdiction) understandably proved incapable of
serving as willing.instruments of their own destruction:
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nor were they contént to sit passively by in the face

of a rising tide of mass criticism and repudiation.

For this reason, a rapid polarization of rural political
forces around pro~ and anti-establishment positions
occurred in some (primarily suburban) rural areas in the
autumn and winter of 1966-1967. And since the Socialist
Education Movement had in effect served to define the
pre-cultural revolutionary status quo in these areas, the
results of that Movement quite naturally became a central
focus of controveray in the initial stages of the Cultural
Revolution.
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1,1‘ Q? Bietz, G. R. The Politics of Educational Reform in the People's

Republic of China: Revolutionary Destruction, 1966~68.
Doctoral Dissertation, Department of History, New York
University, 1972. 340 p.

Bletz examines

the conflict between Mao Tse-tung and Chinese Communist
Party leaders on the sensitive issue of soclalist educatlonal

destruction of the educational apparatus during the Cultural
Revolutionary educational experiments of 1966=-68.

He contends that

Information revealed during the Cultural Revolution
makas it clear that Mao belleved that Chief-of-State Liu
Shag-ch'i and his supporters within the bureaucracy had
used thelr admini:trative authority to undercut the full
implementation of hls educational reforms. To overcome
this opposition, Mao purged several top party leaders
and attempted to'shift the entire course of education in:
China. All schools closed their doors in June 1966 for what
wag to be a 3ix month period to bring about educational
reforms; classes, however, could notberesumed at the
end of six months as freewheeling Red Guard youths cut
natinnwide paths of violence and disorder roaming the
country smoking out "capitalist roaders" within the party
and educational apparatus.

Mao's struggle against his opposition within the
party shattered the very apparatus responsible for pro-
ducing the large numbers of scientists, engineers, mathe-
maticians and other professionals needed to speed the coun-
trv's modernization. The quality of education was further
lowerad by the educational reforms announced during the
Cultural Revolution. The ultimate effect of the educational
revalution in Chinese education may be disillusioned revolu=
tionary successors. For those convinced of the wisdom of
Mao's educational line, sobering discoveries seem inevitable
as Ghina's needs as a developing industrial nation become
more apparent and the credibility of Mao's solutions to
thesa problems becomes less and less.

Aoncludes that

major medification of Mao's Cultural Revolutionary
educational reforms is likely if China is to fulfill its
expresased deslire to modernize and achieve the wealth
%nd power that has eluded its grasp for so many years}
The epilogue documents Peking's pragmatic stéps taken
since the fall of 1968 to rebuild the shattered educational
apparatus.
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ampaigns ot the early 1550's to the anti=Rightist aned anti-
revisionist campaigns and the Cultural Revolution, cach new

drive was launched with "fanfare" and strong emotional
appeals marshaling all forces to plunge valiantly and cour-
ageously into the "life-and~-death ztruggles. " Reqgular school
work was often suspended to encourage participation in these
campalgns.
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abanveloping aeneralized problem=solving skills, rather than

conveying information.

The author suggests, however, that the Chinese are aware of

derious obsthcles to radieal reform,  He notes that ¢ recent
Poling Review article carries an editor's note deseribineg
how the verwhelming majority” of the university's

2,000 faculty members undertook physical labor in
tacrory, tarm and village for from six to 12 months In
order to "raise their consciousness in class struggle and
the strigale betweeon the twe Hnes and dovelop thelr
abilitios, "
' But the article also seems to acknowledge the difficulty
of achieving large=scale change: "Whether reforms can be
put through in teaching methods mainly depends on the
teachers, " the article states. By 1973, almost a quarter
ot @ century atter the founding of the People's Republic,
the influence of the older generation of teachers must
curely have been highly attenuated, and continuing to
shrink rapidly.  Diminished in numbers by age and
gonerally chastened by the Cultural Revolution, they could
have been little obstacle to the adoption of new methods
of teaching. Certainly, as the article says, "In some of
the vetler-run classes, the teachers frequently mix with
their students to get to know them and ascertain their
2ducational standard and their attitude and methods in study.
But why only in "some" of the classes? What of the other
classes, those that are not among the "bettar=run, " and
what of the other teachers, those who do not take so
easily to the new way?

"Some conrades"” a:.nong the teachers were afraid
that students whose preparation for college was poor
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wouli be unable to undertake "self-study, " and so reverted
to the method of "cramming. " “This showed a lack of under-
stonding of the lmportance of reforming teaching methods.
Ao resull, many classes ried cramining, and the studenis
were asslgned a passive role in thelr studies. "

The attribution of numberless transgressions to
"bourgeols authorities" during the Cultural Revolution may
well have created the impression that the older scholars
trained abroad and in China during the Nationallst period
were the sole obstacle to cducatlonal reform ln People's
China, and that thelr elimnation might open the way to a
recasting of educational relationships. And I have tried to

tion existed between older and younger faculty before the
(sreat Leap Forward, and that older faculty did indeed stand

in the way of change. The easier identification of the younger
teachers with the purposes of the revolution and their more
comfortable acceptance of the leadership of the Communist
Party in education deepened into a great chasm between
faculty generations in the years between the Great Ieap and
the end of the Cultural Revolution.

But it appears likely that the yojnger generation of faculty
members of the 1950's,now in their late 30's and 40's, may
themselves constitute a significant obstacle to the kind of -
reform that would truly remake the educational process.

While they will perhaps remain more accepting of political
contrel than their older colleagues were, the eduzational
inadequacies with which many of them began and which
limited the scope of their teaching are likely to remain,

and their conception of the teaching process, established
pefore the Great Leap reforms and challenged only sporadically
until the Cultural Revolution, would seem to be incompatible
with the kind of change envisioned in the Tsinghua .nodel.

in general, then, there seems little likelihood that far-

in the near future.
2_ ) !D\ Hawkins, .N. "Deschooling Society Chinese Style: Alternative
- ' Forms of Non-formal Education." Educational Studies, Vol. 4,
No. 3 (Fall 1973), pp. 113-123.

Mao's educational reforms seeking to de-institutionalize the schools
and to encourage the "commune"” to become the basic unit of society (bothy
Qg , )
culturally and economically), ;‘i’sﬂseen by this author as having strong sup-
port from the population as long as "noticeable discrepancies" between

various sectors of Chinese soclety are absenti
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Kuan-Yu, Chen. Education in the People's Republic of China. Storrs,
Connecticut: World Education Project, University of Connecticut,
School of Education, 1973, é]'%[;' :

The author states that a review of educational reform achievements in

China under scventeen vears of communism is impressive for its realistic

planning and practical implementation. Iducational reforms are not, he

rques, innovative in fundamental assumptions, but do reflect the purpose

o

of Chinese educaticn in alding in national development, both politically
and economically.

The author also notes assumptions underlying educational policy and
objectives, i.e.: an ideal society is that of the Marxian utopia of a clasz-
less society; the role of education is to serve the state not the individual;
educational policy is devoted to developing the economv, political con=
sciousness, reform and universal education.

The key concept in the methodology is the unity of theory and practice:
the new type of intellectwal is one of worker-peasant origin; there is a de-
emphasis of monetary incentives and self-interest and an emphasis on class

R N
struggle, elimination of class distinctions.
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2'2 \!,t Olivier, J. F. "La généralisation de l'enseignement primaire." La
R Nouvelle Chine (Paris), No. 11 (February 1973), pp. 31-35.

in China, crovislon of universal educational reform and espec-ially
in rural areas is affected by ideological and political issues. At
present educational reforms are concerned with generalization of
flve-~year primary education to which eventually two years of lower
secondary education will be added. Due to the progress achieved
after the Cultural Revolution, enrollment ratios increased considerably
in rural schools but dropout problems persist. To overcome difficulties
of regions with a scattered population a new type of orimary schools
at the level of production teams has been created as well as mobile
schools. Furthermore, primary students have keen called in to provide

cross~age teaching. Developments have also taken place in urban

:,a\ |5 Olivier, 7. F. "La liaison théorie-pratique dans l'enseignement:
Signification concréte du prinzipe." La Nouvelle Chine (Paris),
No 10 (December 1972), pp. 31-34.

Article describing work experience programs developed in primary
"“1\,,“

education and secondary education in,Cainese People's Republic.

Within the framework of the National T lazm all primary schools and

secondary schools have to install workshops in connection with a
factory or farm. Before .each work period students are preparec in
class; at the end, an evaluation is made with the students, teachers,

and workers.

2. ., Iz Paulston, R. G. "Alfabetizacién y cambio en la China pre-comunista.
o Informes de China, Vol. 3 (April-June 1968), pp. 37-46.

Suggests that the literacy reforms carried out by the Mass Education
movement in China during the 1520s and 1930s failed because of their liberal,

=|.

neo-evolutionary orientation in a repressive, war-torn setting.
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Price, R. T'. Hducation in Communist China. New York: Praeger
Publishers, 1970. 308 p.

In Chapter III, "Obstacles to Educational Reform, " the author

examines gecographlc and langyuage problems, social and economic

ey

actors, and the influence of the pre~1949 school system and
foreign education.
Hea contends that factors internal to the =chools

all tend to favour the more conservative elements
within the CCP. The school system has traditionally
been authoritarien and academic, and recent Soviet
influence, while it has brought about changes, has

Because of the difficulty of the written language,
courses of study have always tended to bie rather
long, and the introduction of weighty Soviet syl-
labuses in many subjects has reinforced this.

The external factors make all forms of development
difficult, but on balance probably also favour con-
servative solutions. Social changes have created
new rianagerial, technical and cadre groups, hut
these to a great extent continue to hold traditional
v&alues and prefer a hierarchical school system run on
conventional lines. Economic development has been
insufficient to provide the school buildings, furniture
and books needed by the growing population with its
high proportion of youth, while many peasant families
are still too poor to release their children from work
to attend school. All this has tended to prreserve the
old system, though at the same time it has also stimu-
lated the search for an alternative pattern. The shortage
of industrial and commercial jobs for urban school=
leavers has underlined the irrelevance of much of the
present education. But Mao and his supporters have so
far not translated their general proposals into the detailed
alternatives which mightiaspire confidence in their suc-
cess. The part-work principle may turn cut to be the
rey to change, but it can as easily be incorporated into
the conventional pattern of education which Mao wishes
Lo overthrow.
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National University Press, 1975.
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Cultural Revolution have failed to bring -
f a corps of worker—-peasant intellectuals.
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Russia in the 1920s. " Comparative Education Review, Vol. 18,
No. 1 (February 1974), pp. 112-1248.

[
o

lé&ybserves that

.. After 1917 and throughout the 1920': & broad range of
educational reforms were implemented in Fussia, reforms
similar In many ways to those being attempted in China
now. During the 1930's these reforms were one by one
repudiated and replaced by a more conservative educa-
tional pelicy, a policy which, with minor variations, has
been pursued in Russia to this day. It was this more
conservative educational policy which influenced the
development of Chinese schools during the period of
close Sino=Soviet cooperation in the 1950's. In other
words the "revisionist" educational lin2 that China is
denouncing is in many particulars the educational
policy adopted in the Soviet Union in"the 1930's after
the failure and repudiation of an earlier, more "revolu-
tionary, " educational policy. The basic question we
are asking here is whether we should expect the failure
and repudiation of educational reform in the Soviet Union
to be duplicated in China, or whether the reforms them-
selves or the surrounding societies are sufficiently dif-

ferent so that we mignt expect o different outcome.

Concludes that

A systematic comparison of the Chinese educational
reforms of the 1970's and Soviet reforms of the 1920's reveals
a mixed picture. There are many similarities between the
package of reforms being pursued in each case, but at the
same time therc are some differences in emphasis and
Aetail. There are important differences in the surrounding
social setting in the two societies, in particular the lower
level of economic development and complexity in China and
the lower stress on central planning, capital-intensive heavy
industry, and the need for highly educated manpower. These
comparisons lead to the conclusion that, while some of the
problems that beset the Soviet reforms are occurring or will
occur in similar form in China (teacher morale, urban patron-
age relationships, higher education quality), others should not
occur or should not be so important because aspects of these
reforms "fit better" in the Chinese situation (student
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liscipline, rural integration of schooling and work).
f course, there also may be problems wnich arise in
hina that nad no counterpart in earlier Soviet experi-
ence. (One thinks, for instance, of problems of morale
among the millions of school graduates assigned to life
as peasants, and competition between local youth and
the "sent down" intellectual youth for scarce places in
higher educational institutions.

What can we conclude, then, in the debate about
the utoplan or reasonable nature of the Maoist educa-
tional reforms? As a result of the comparison under-
taken in this article, it is clear that the current Chinese
reforms are not unprecedented in type or in scale, nor
are they perfectly sulted to China's goals and needs.
some of the same problems and conflicts that similar
reforms occasioned in the Soviet Union are occurring,
or can be expected to develop, in China. At the same
time these reforms are aot complately utopian and at
variance with China's needs. At many points, particu-
larly in the rural schocls, China's educational directions
seem to make more sense than the educational policies of
Stalinist Russia would. On balance, then, we conclude that
some of the current Chinese reforms will be modified in
years to come (often in a “revisionist" direction), but that
we are unlikely to see the sort of abrupt .about-face in
education policy which occurred in the Soviet Union in
the 1830's,

)
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2, 2,0 Yin, Chih-peng. The Cultural Revolution jn Chinese Higher Education:
The Mass Line., Doctoral dissertation, Columbia University,
1973. 139 p.

The purpose of this study [is] to examine the steps
taken by China in an attempt to solve the problem of "who
should go to college" during and after the Great Proletarian
Cultural Revolution (1966-1969). Efforts were directed to
explain why and how the elitist-mass struggle in Chinese
higher edu-ation had developed hetween the conservative
revisionists and the progressive Maoists and why it was
the Maoists durinc the Cultural Ravolution who gave
highese priority to ¢hanging the elitist higher education to

a mass one.

In addition, this study aimed to find out the changers
in Chinese educati~n, including institutional leadership,
faculty compositioi., educational organization, student
selection, teaching material, and teaching methods, and
to identify the causes of change comprising China's
historical deprivation of the masses of wzrkers and
peasants from receiving higher educzation and contemporary
revisionists' resistance to a completely proletarianized
educational system during the pre-GPCR Communist period
(1949-1965). ...

Suggests that

One of the major objectives of the Cultural Revolution is
to reform Chinese higher education based on the ideology of
the proletariat, in other words, Mao Tse-tung's educational
thoughts. The revolutionary approach taken by China to
build a new system of mass higher education is unprecedented
in the history of higher education. The reassertion of the mass
line in Chinese higher education has brought higher education's
goals, management and structure closer to he Chinese workers
and peasants who were largely denied higher education oppor-
tunity in the past.

However, the mass-line model is not a panacea that can
solve every problem in Chinese or world higher education.

On the contrary, not only do some of the old problems remain,
bt new ones have also arisen. That the tendency of de-
professionalism in the new system has already caused diffi~
culties in the management and operation of the new higher
education such as compilation of teachingmaterial is only
one example.

i
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Finally, the new Chinese higher education has just
started: it will have many chances to adjust its course
througn "trials arnd errors" or even crises. However,
the CChinese mass-line approach iz both a radical and
novel one which has uniquely and experimentally looked
to both "modern science and modern social developments
as beacons" as well as to the needs arnd wishes of a whole
population for means toward improving the present in hopes
of a better future. In its novel and unique approach China's
Treform] example is of interest and vsc to educators everywhera.
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JNDIA
2.2.21 Alran, J,d4. et al. Clmb:mg a Wall of Glass: Asvects of Fducational
Reform in India. Bombay: Manaktalas, 1965 268 D.

AR Q:J\ Altbach, P. G. "Problems of University Reform In India." Comparative
: Education Review, Vol. 16, No. 2 (June 1972), pp. 251-266.

"What, " the author asks,

are the prospects for academic reform and planning in India?
The questions of educational planning and academic reform
must be separated. Effedtive planning, particularly on a
long-range basis, is an extremely difficult process and in
few countries has it been effective. It is, therefore, not
at all surprising that India should be less that completely
successful in the post-independence period. A much more
practical possibility, therefore, is university reform.

There is general agreement on the need for reforms,
and a consensus on some of the specific aspects of the
umversztv system which need change. Many of these
Elemants Jhauezheen discussed in this paper. Yet
meaningful reforms, however moderate, are bound to
experience difficulties in the Indian context. All the
powerful elements in the academic equation are arrayed
against reform and change. Perhaps the main hope is that
if those few visionary individuals working within the aca-
demic system are permitted leeway and given resources,
successful innovations carried out on a fairly small scale
may have some impact elsewhere. Thus, the concept of
the autonomous colleges and the Centers of Advanced Study
are quite useful. Overall, the historical development of
higher education in India does not give much cause for
optimism, nor does the current political situation, both
with regard to government and other external authorities
with regard to the universities themselves.
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Brembeck, C. S. and E. W. Weidner. Education and Development in

Indla and Pakistan. FEast Lansing, Mich. C@llege of Eduzation
and International Pfc:grams. Mlichigan State Unlversity, 1962. 221 p.

This bibliography focuses on educational problems and reform

attempts in the subcontinent, and from a neo-evolutionary perspective

indicates the legitimacy of Western models for educational reform.

Desai, A. R. "Dilemma of Educational Development after Independence. "
The Journal of the World Education Fellowship: The New Era.

Special Issue on India, Vol. 55, No. 8 (November 1974), pp. 213-225.

Argues that Indian educational reforms seeking greater equity will
continue to fall as long as the ruling class claims to be evolving a
soclety based on a socialist pattern, while, in practice, it is system-~
matically and consistently building a capitalist social order. As its
educational poligy is organizally linked with this policy of building
capitalism, school reforms seeking socialist ends will be at best
co-opted. At worst, reforms will be little more than pious rhetoric

and socialist slogans.
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R, ;)_5 Naik, J. P. Policy and Performance in Indian Education, 1947-74.

New Delhi: Orient Longman, 1975. 112 p.

- i /-

,vi‘]"’f-l r, bowTh \J‘%\;?‘-{"‘Iﬁ{ r,\._hiqk-\l P T
4 Motes that Indla has, with great expectatians undertaken numerous

fia | Pty

educational reforms since 1947, E"t’ r:t:mc:ludes that mast of them have

been ineffective.

This hope was unfortunately never reallzed. We did
not attack the educational problem in its totality, but in
an ad hoc and piecemeal fashion. We never provided edu-
cation with the large financial resources it must have.

We never put into education all that immense human effort
which it always needs. We never tried to mobilize the
community as a whole to suppott the expansion and improve=
ment of education. Above all, we did not also try to
introduce radical structural changes in soclety without
whlich radical structural changes In education are not pos-
sible. Consequently, our overall achievements in educa-
tion have not been impressive, except in a few sectors,

and many of the basic educational objectives of a

socialist society have still remalned unrealized.

The reasons for this situation are, the author explains, several:

.[the] prevalence of mass illiteracy, [the] non-introduction
of radical structural changes beneficial to the masses; [the]
insufficiency of resources for a costly education system
which operated through full-time professional teachers. The
system, he says, is built on the assumption that the average
parent s well-to-do enough not to need the labour of his
children until they are at least fourteen years old. He rejects
a system which relies too heavily on full-time formal
instruction on the grounds of its "inherent bilas in favour

of'classes and bullt-in unsuitability for the education

of the masses.

Continuation of a "dual system'" of a few good institutions and a

vast majority of sub=standard institutions has continued despite reforms

because It

gives an easy option to the ruling classes to secure good
education for their children, either in the "core" institutions
within the system or by opting out of it (i.e., by use of
private schools) without being required to undertake the
more difficult task of improving the entire educational
system.
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-
Rduolph, S. H. and L. I. Rudolph (eds.). Education and Politics in
India: Studies in Organization, Society, and Policy. Camiyridge:
Harvard University Press, 1972. ~7: (i.\

{

;\Bresentﬁ a rather conceptually confused examination of political

influences in educational reform efforts from a neo-evolutionary per-

spective,-l.e., argues that:

To the extent that institutional development in new nations
takes place under technological, economic, or cultural
circumstances characteristic of Western history at an earlier
stage, their institutional development is properly subject to
comparison with institutional developments at ar}éarliér stage
of Western history. (p. 11) :

In their introduction, the editors further arque that "The genetic imprint
on Indian education has endowed it with certain features that affect the
Interaction between politics and education. "{(p—22}. In the case of
universities, for example,

Their historical evolution In close relationship with the
government created certain presumptions in favor of a
strong official interest in university affairs. The States'
assertion of the public interest in education can range from
fostering educational goals to subverting them.

Al A T -

Ipso facto, educational refc:msﬁ.\are to a conslderable extent, captives

of the past, and best understood In terms of "the genetlc imprint. " g

Sargent, J. Society, Schools, and Progress in India. Oxford:

Pergamon Press, 1968. 153‘3.

Notes that while secondary technical education is the most critical
"hottleneck" in the educational system, efforts to reform the system
proposed by national five-year plans have been described ast\"intriéaté
exercise in wishful thinking" and "no more than an !;:{E!‘Gigé in
statistics. " Argues that the current policy of concentrating investment
in primary and higher education ls akin to "throwing sops to the proletarian
Cerberus in a soclety where the growing gulf between the 'haves' and

‘have-nots' Is already causing serious concern. "
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2,228 singh, A. “Indian Education Since 1947: An Assessment. " Prospects.
Vol.5, No.3 (1975), pp.312-322.

Singh reviews the many serious obstacles to aducational reform in
India from a functionalist orientation. He views the educational system
as highly "disfunctional" for national development, but fails to note how
it rather effectively serves to perpetuate and legitimize existing elites
and a highly inequitable status quo:

Rigidity of structure and organization at the school level is,
in a manner of speaking, symptomatic of rigidity in the whole
educational system. Even though in the course of the last cen-
tury or so more than a dozen committees and commissions have
investigated the state of Indian education, there has been hardly
any change in substance and outline. At the school level the
worst aspect of the rigidity is the excessive emphasis on conform=
ity to what is laid down; at the higher level its besetting sin is the

All academic and sociological pressures are in favour of upholding
this particular feature of the system. If a change is to be made
(and there seems to be little choice in the matter) it has to be made
within the limitations which the system has come to acquire over
the preceding century or so,

52 . 2:%(] Thomas, T. M. "Educational Reforms in Free India." Journal of
Education, Vol. 152, No. 3 (February 1970), pp. 58-63.

The author suggests that

The experiences with two major reforms, one at
the elementary and the other at the secondary level,
are not at all pleasant for the people of India. How=
ever, they can furnish some guidelines to direct future
experiments in India. The two reforms anticipated two
types of society and they happened to be mutually
exclusive. Elementary schools developed a rural
agricultural society while secondary education pro-
moted an urban industrial society. This may be con-
sidered virtually a contradiction in the aim of education.
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?.Q; 36 Thomas, T. M. Indian Educational Reforms in Cultural Perspective.

New Delhi- 8. Chand, 1970. %i& .1

ML R S L e S g‘.gi skt 3

Somnecludes, that

educational reforms are not working out well in the schools of
India. The vocationalization of education and the introduction
of diversified courses will become successful only when the
masses achieve access to a high-school education. When a
majority receives a high-school education, we can assume that
the minority consists of the wealthy, most of whom try to get
to college and who do not select vocational courses. In such
a situation, vocational courses are not in demand. " {p—273)—

Iﬁaﬁh&%baad obstacle obstructing rational educational reform is
seen as the gap between reform plans and the socio-cultural and
economic reality.

-7 Argues that Indlan educational reforms continue to fail because

- w7 ) ) Tl )
they. taHe reflect Indian cultural experience ame~=to promote national

consclousness. These are problems inherited from British rule. And
pecause, the author contends, Indians remain reluctant to break with
British educational patterns. Education-=despite reforms--remains
dysfunctional and largely isolated from life.

He concludes that the answers will most likely be found in educational
system that were expressly designed to correct the mistakes of the
British tvpe of educational system. He notes, however, that the
Gandhian reforms have been largely rejected by parents, teachers,

and administrators.
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2.1 ' 3 ’ Wood, G. "Planning University Reform" An Indian Case Study. "
| Comparative Education Review, Vol. 16, No. 2 (June 1972),
pp. 267-280.

- 4
ATl

\ é‘bserves that

Reforming university education is a difficult thing in
the best of times, and in the post-colonial situation several
special problems face would-be reformers. Post-colonial
political leadership is likely to be somewhat ambivalent
vis—a-vis the university, which is a symbol of the colonial
past and was the major source of indigenous collaborators.
On the other hand, the university is usually expected to
produce the highly trained manpower required for programs
of economic development. To look at the results of this
ambivalence in a specific case, this paper s investigates
the problems of reform faced by the University of Mysore
in South India during the first 20 years of independence.

oncludes that

the limitations on possible reform of the University of
Mysore are stringent. For any program designed to improve
the university in the direction of Oxbridge gF'the man-
power model, the major impetus must come from outside the
state, and the terms of the reform must seen not to threaten
the position of existing institutions. For the populist reformer,
national funds would be better spent on improving weaker
institutions, particularly those which have expanded educa=
tional opportunity outside Mysore's cities. More important
for the populist, however, would be the changeover to
Kannada, to reduce the importance of English as a major
requirement for access to higher education. Perhaps more
radical would be any attempt to reduce the importance of
university examinations-~historically the raison d'etre for
Indian universities.

be remembered that considerable change has been accom-
plished since independence, although the reforms have
been contradictory. The university has expanded educa-
tional opportunity, and specific programs to upgrade the
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educational process have been implémented. The result
has been increased inequalities among colleges in the uni=
versity. Advocates of quality, bolstered by national and
international funding, have produced programs within the
university which can best be described as enclaves of
gquality~-enclaves which have little resonance in a system
increasingly geared to serve large numbers of students
relatively poorly. The enclave effect is exacerbated by
the fact that colleges within the university are relatively
small and autonomous, and in consequence there is limited

H

pavoff in strengthening a single institution. In fact, special
between colleges less frequent, as quality institutions
become increasingly differentiated from the less fortunate.
In this situation any reform that attempted to coordinate
programs across colleges lines would seen worthwhile.
Finally, reform in the University of Mysore is part of
an ongoing political process, although discussions of
reform are seldom explicit on this point. In an environ=
ment where democratic pressures impinge on practices
evolving from a colonial past, it might be predicted that
universities would be a major arena for conflict between
established and aspiring elites. The response of the
established in India has been to argue for reforms which
would strengthen their own position in society, by placing
a premium on their assets=--particularly skill in using the
colonial language. Perhaps as useful as language for these
elites have been the arguments, technocratic and otherwise,
for maintaining international standards within the universities.
In this debate over reform, aspiring elites interested in
breaking into the system are at something of a disadvantage,
for they are likely to share, at least partially, the values
that the established would maximize. Yet it should be
noted that aspiring elites have a legitimate argument in
advocating expandion of educational opportunity, and
that debate over quality and quantity is a proper one in a
university, and one.that is in no way unique to India.
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Kohler, G. "Sekolah Pembangunan: An Indcnesian Experiment. "
Comparative Education (Oxford), Vol. 9, No. 3 (October 1973),
pp. 157=167.

The author, using functionalist and manpower perspectives,

describes pilot projects in comprehensive secondary schools with

integrated vocational education in Indc:nesia'

, - - :
educational reiorm am;ﬁgi at manpower development--Sekolah Pembangunan- -

= consists of an eight-year basic school and a four-year upper school.

areer education begins in the fourth year and is gradually increased
. g Yy

'S

until the end of the basic school. The decentralized curricula take
into account the rural-urban differences providing education and
training adapted to local circumstances. Apart from the formal-
school sector, long-term planning envisages the intensification of
the school-community relationship v developing the Sekolah
Pembangunan into community schools. The article provides a

critical assessment of the experience gained in the eight experimental

schools opened in 1972.
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Afzal, M. '"Problems of Secondary Education in Iran.'

137
AN

' Comparative

Education Review, Vol.6, No.2 (October 1967), pp.86-92,

;id;l{é.“;\ “ f’. Bl Lol v At 7 sF IR B T , ..-,'—-!k r . ?K"f-‘f;;'
The author\attémpts to iuiroduce technical education reforms have

failed

. ..because students are not convinced that it would be advanta-
geous to enroll in secondary technical schools....The major pro-
blem which goes deepfer than "unsuitable curriculum" and "dis-
like for work" is social and economic. It is social because it is
related to social mobility and the desire to move into the modern
educated class. Itis economic because technical training at
gec:c:ndary school level has not yet proved to be as financially re-
warding as employment in the government service. All economic
development reports foresee a great shortage of technically
trained people at middle level in the future. But for the Iranian
youth to invest their future in technical training for the jobs that
are going to be open to them in the future, they need to feel fairly
certain of these future conditions. Unfortunately there has not
been a long enough period of stability in the country on which they
can count. The only security they see is to move into the modern
educated class and hopefully into a government position which

for some time has carried the only security and amenities available.

It is not true that students choose to go to academic secondary
schools only because they shy away from practical work and pre-
fer a desk job. If that were true, one would find that within the
secondary schools the classical and literary curriculum which is
basic for administrative and civil service work would be preferred
to scientific and mathematical curricula which are basic for engineer-
ing and industrial occupations. But this is not the case.

Afzal concludes that the reforms have largely failed because

...aspirations and expectations have increased faster than the
economy can satisfy them. High school students are recruited from
all walks of life., There are still very few coming from peasant
backgrounds because high schools are not available to them: but in
towns where high schools exist students come from all classes of
the urban population.

It would be right to assume that educational and vocational
aspirations and expectations of Iranian youth of the lower economic
groups are much higher than among their counterparts in Western
and industrially developed countries. These high aspirations can
be attributed to several factors, among them: (1) Enjoyment of all

1414



138

amenities of modern life, including a much higher standard of
living than the rest of the society, by the modern educated class,
and (2) Traditional ease of mobility, particularly the availability
of the traditional educational system to members of all classes,
including the peasants.

Aspirations are such that once a student has entered the
modern school system he does not see the aim of his education
as training in a skill through which he could earn a living but as
leading to a diploma or a degree which will give him the prestige
and status of a modern educated man.

The author believes that one reason why two systems of educa-
tion, one for the masses and one for the elite, were successful in
European countries is that in those countries, especially in England,

press for more education and did not aspire to thigher positions than
there was room for. But now we live in an age when democratic
ideals are widely disseminated and principles of equality of all
citizens and equality of opportunity are, at least theoretically, ac~
cepted: yet we lack the economic develoment and resources needed
to make a reality of these ideals. That is why the situation in

Iran and similar countries is so tense and why the race against time
is so urgent,
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2”. 2. 34 Ayman, I. Educational Innovation in Iran. Paris: The Unesco Press, 1974.
) 35 p. :

Wy

Brief survey of innovative educational prégfamré%s and reforms
which have recently been developed or are currently underway in
Iran. Administrative organization has been restructured to allow
for decentralization of decision-making. Qualitative improve=
ments have been made in producing and writing textbooks. Many
new schools have been built, The "Army of Knowledge" sends
young secondary school graduates to teach in rural areas and
has made notable achievements. The "Literacy Campaign'continues
Expansion of educational provision includes shift and evening
schools, correspondence courses, an open university and use of radio
and television. The "New System of Education” divides schooling
into three stages: primary education, guidance (exploration of
students' capabilities) and completion of secondary education
(theoretical or vocational). Opportunities for further education
have been broadened,

_ e . ] . L
7 st ii‘.ﬁis’fs;g [t A B e N ‘ r‘ftaif’ [ menrep e ¥

éﬁstp@aa;\that recent attempts to reform education in Iran have
been superimposed on the system from above for political reasons.
They have only rarely developed out of efforts to reconceptualize and
improve educational goals; methods, programs, et al. The author con-
tends that such "operational innovations are not effective for either

educational or social change. "

2‘:)“ 2 T Huober, H-G. "Reform des Bildungwesens im Iran." Bildung und
Erziehung, Vol. 22 (July-August 1969), pp. 296-302.

1.2 3& Szyliowicz, J. 8. Education and Modernization In the Middle East.
7 Tthaca, N. Y.: Cornell University Press, 1973. .=~ |».

In Chapter VII, "Iran: Toward a Modern Educational System ina
Reformist Monarchy, " the author describes recent efforts to reform
vocational and technical education. Using a structural-functionalist

approach, he identifies principal reform constraints as traditionalism,

formalismfﬁzac:k of modern administrative elltes,

He concludes that

If meaningful educational change is to be achieved in this
context, therefore, an efficient educational bureaucracy that
can not only stress structural reform but alsc consider the
functional variables involved in the implementation of dif-
ferent programs is vital. To create such a perspective within
the existing context of Iranian administration, however,
represents a complex challenge, because, as we have seen
prevaillng patterns of coordinaticn, implementation, coopera=
tion, and planning represent major bottlenecks to administra-
tion throughout the bureaucracy and these patterns are
closely linked to the political and cultural environment.
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JORDAN

ol o2, 27 Abu Lughod, I. "Educationg a Community in Exile," Journal of Palestine

2.2

i -

'f Al Bukari, N. Educaticn in Jordan, Amman: Ministry of Culture and

-

Studies, Vol.2, No.3 (Spring 1973), pp. 94-111.

Abu Lughod contends that success or failure of Palestinian educational
derns *\-_I Ry AN .
programs instituted inja number of,Middle Eastern countries on the elementary

Feo
L‘h'_i e

level, directed toward maintaining and developing group identity as well as
preparation for further education, is dependent upon 1) major political
polices of the Arab States towards the Palestinians, 2) budgetary allocations,

and 3) the expediency of these programs within the national education system,

Information, 1973. 77 p.

Attempts to reform Jordan's school system have been circumscribed
by continuing conflict with Israel, by military demands on the national
budget, and by problems arising from a large Palestinian refugee

population.

147



[

KOREA
'e2.39 Adamg, D. Higher Educational Hslarms in the Republic of Korea. Washington,
D.C.: U.S, Office of E!dac;atlcm, 1665, 21 p. Uses a structural-functional

framework to explain the raticnale and implementation of university reforms.

- - ¢
3, 4,@ Lee, Y. D. Ej ucat of 1 Tnnovation in the Republic of Korea. Paris:
' The UNESCO Press, 1974. 43 p.

Lee presents an uncritical functionalist description of recent
educational developments and reforms in South Korea. Educational
programs introducing innovations in national educational policies
include: upgrading of primary=school teacher-training institutions,
institution of preliminary college-entrance examinations and abolition
of the disliked middle school entrance examination. A long-range
comprehensive educational plan has been formulated, a Charter of National
Education proclaimed and the Korean Educational Development Institute
established to develop curricula and teaching systems. The reform of
secondary education is underway. Reforms are viewed as technological

adjustments to "fine~-tune" the system.

143




1h2

:?‘2‘ llé-l Nam, B. H. Educational Reorganization in South Korea Under the
' ' : United States Military Government. Doctoral Dissertation,
University of Pittsburgh, School of Education, 1962. 222 p.

Nam argues that

Although the essential purpose of school fzorganization
was not merely to replace the Japanese school system with
an American system, Korean schools under the Military
Government took a pattern similar to that which prevails
in the Unlted States. Structural reorganization of the
school system alone, however, did not guarantee demo-
cratic education in its true sense. Success of the Mili~
tary Government in its educational work depended to a
large extent upon awareness by the Korean people of the
fact that & free nation can only be established through
education which provides opportunities for experiencing
freedom, for making decisions, and for free exchange of
ideas. To the contrary, Japanese militaristic control of
Korean education for nearly half a century had stifled the
initiative and crsative thinking of Korean teachers and
school leaders. Although the desire to catch up with other
nations was unsurpassed, Korean educators did not know
exactly how to proceed, and they had very few resources
with which to work.

Efforts were made by the Military Government to
establish more schools with better facilities. Special
emphasis was placed on training teachers for democratic
education. Attention was also given to construction of new
curricula in accordance with modern principles of curriculum
making as practiced in the United States. In spite of the
serious shortage of paper and printing facilities, the Mili~
tary Government prepared and distributed over fifteen mil-
lion copies of textbooks in various subjects. As a result
of these efforts, the number of schools and their enroll~
ment showed a marked increase during this period, and
South Korean illiteracy was recduced as a result of an active
adult education program launched by the Department of
Education.

Unsettled socio-political conditions and the lack of
qualified leaders was felt more seriously in secondary schools
than in elementary schools. As a natural conseguance, pro-
gress in reorganization was much slower in the secondary
schools.
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When the Republic of Korea was established, the
Ministry of Education adopted the educational program
estahlished by the Military Government. Although obvious
efforts were made to preserve the fundamental spiritual
elements of Korean culture, the aims and objectives of
school education set forth by the new Republic incorporated
the modern philosophy of education advocated by American
education advisers during the time of Military Government.
Whether these aims and objectives have been reasonably
implemented in real study of social process in Korea,
with school curricula grounded in such analysis is, again,
more questionable. The long-term educational contribution
of American educators to Korea would have been far more
valuable if there had been a deeply grounded understanding
in depth of the characteristics of the society to be served
by the schools.

Notes that U. S. authorities placed little or no emphasis on the
reform of higher education.

Inasmuch as the Military Government cooperated fully with
American missionaries and their activities in Korea, mission
colleges were in better condition to expand and improve them-
selves than other private colleges during this period. They
were not only in an advantageous position for acquiring
necessary materials from the occupation authorities but
received financial aid from American churches which enabled
them to recruit better qualified faculty members.
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srpeople amd of the possible chaicos the Lao thamselvos neight ha ve

ber stiape thedr own future”

Brindloy obsaorves that

o - lhe Lao themselves are not masters of their own fate, The
Lac peoplae are canght up in the effocts of othor poople telling
them what to do.  Self=datermination {5 a mythin that part of
the world, “he respect for culbural diversity is o kind of o

United Natlons' dream. Instead, the roo ity s

of naticn=building and regional nlanging.

wn g b o one

When the Americans started to exert Influence, tiey bulit
the buildings of the Don Dok Teacher Training Institute, east
of Vientiana. The Americans continued to give extensive
support to vocational training centers, particularly in agricul-
tur=-, The Americans, through USAID, supplied teachers and
var-uus advisors to the Colleges which were already estab-
lished and attempted to direct policy through the Lao Ministry
of Education. The Americans also were supplying teachers
to the Teacher Training Institute and setting up programs there,

v English language programs. The Americans have

tried to exert influence in other ways, mainly through communi-
cation and information efforts. The United States Information
Agency effectively directed communication policy for the Lao
Ministry of Information, which meant that the press and radio
were influenced, The American political, social, and economic
points of view azcomnpanind these policies., At many critical
Juncture s Americun values vere impinging upon the Lao.

espaciall

1-
i

Americanreformsz he @ ~of had clear sailing, however:

..the United Stat... 3. had great difficulty, at least up until

1965, in trying to influence the Ministry of Education to adopt
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Fhe Amerlean pattern. The Frenals have a iy, foothotd there
and the French patkern was officially aceepiad., Flowevar,
neithor of those Western patterns really hay gaken hold yet,
malinly because of the complete breakdown of the ability of
the country to function as a whole and becay se of the war.

He concludes that neo-evolutionary develoyment t}’;r_\@w as repre—
santed by

The concept of "nation building" is one whigh needs to be re-
thought: perhaps, instead of 2 nation, a type of 100sa cultuially
diverse federation might apply.

that U. 5. education/reform interventions are ataaets of & colonial tra-
clition decked out in modern attire:

American involvement in Laocs pointsto the syorld conflict in
educational development aims, Which sels the concerns of

social engineering, induced change, technoiggical and in-
dustrial development against the claims of gelf-determination,
respect for cultural diversity, and the digfﬂity of traditional
values and freedoms. The question of the aggnomic dilemma

of the Haves versys the Have-Nots has long ago been superseded
by more fundamental moral concerns, and it ¢ uponh these greater
issues that the struggle is joined. -
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of authority,
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with national goa

... if we are wise, we can capitalize on the selfish

motivations of individuals for the ultimate benefit
of all.

We must regard education as essentially an investment

by individuals in their own or their children's future and
in so doing accept the notion that the soundest aduca -
tional policies are those that are hased on the cperation
of the market and not those that attempt to run counter
to it

Educational change efforts must not try to coerce people

directly but rather attempt to provide incentive structures
within which individuals, families, and regions can make

their own decisions as to how much education and what
type of education they wish to lnvest in as cpposed to
some other kind of resource allpcation.

m

ans!).

“ilitate prediction

ot mere (his underlining) concentration

ctor" assumptions with Clark's conflict



[ C. "Top Learniau l’h‘un tlr—:%:-,; foor Cultira) Roviralization )
He bl pplaead ' Lol Vol. 20, No. 1 and 2
(July=~Decembr 1977

that che Philippinas e underdgoing o national revitalization

Propoy
movement seeking to overcome social injustice, graft, corcu ntion,
peasant unhyest, and wrrelevant education.

Without bleodshued this democrat|c thrust prepares the
; round for @an eypeditlous remedy of century-old economic,

octal, and educational 1ils. For the Filipinos to anjoy
peace, to linerate the landless farmers fromtheir bondage
to democratize wealth, and to benefit from a functional

zducational arstem, thers iz a nEerJ to restructure the
government. and to gear a reformed sducational syst
to the demands of the New Society.
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s agaes in the Growth of a rimary lduncation bystem JSWestarn

y ;e
Q::E L (‘] ] Eé'i‘ -l

1

Hon Review, Vol.6, No. ! (June 1962),

al,” Co

2=11,

Presents an analysis of aeducational reform outeomes ur sing ovolationary
cxplanations.  The auther concludes that a neo-evolutiona ry davelo pment

stratogy ugmg U, ;-.,/F‘rlh sh experiences from the last century will be most

helpful fm‘ t o developing countries:

To an impartial observer [sic] it sometimes appears that a
country would be wiser to concentrate, in the first instance, on
the education of a relatively small elite, and defer the rapid ex—
pansion of mass education until the new elite could give it the
quality it needs. Buta government may find itself unable to with-
stand the uround swell of demand for universal ec lucation, and
may be driven to Launch ambitious schemes of primary schooling
long before it has teachers with sufficient education to make them
offective,

Under these conditions, the struggle to raise standards in the
schools becomes infinitely harder than anyining we ourselves had

to face inthe 1860's, A centurv of experience in building up a
system of universal education should have fitted usto help the
emergent countries to avoid the more obvious of our errors, but

our own unanalyzed experience is not enough. Our advice and aid
will be the more effective if we see clearly which of the steps in
our own progre ss toward a modern education system were forced

cn us by the limitations of the men and materials at our disposal

and which were the result of errors that could have been avoided
with more foresight and wisdom. It is for this reason that a scholar-
ly study, from a new angle, of the whole process of growth of an
education system might be as useful in practice as it could be il-
luminating in theory.
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Alter Ninn Years,  Washington,

alosery, 19730 405 .

Hohramm, W Crican Saini

o dnformation Conter on |

Lrvciionl

Sehramm nses a systems perapoective to doeseribe the educational
retorm project built around nstructional taelevision (ITV) in the Pacific

Islands USA, specifically American Samoa. The project began in 1964

as an allempt to completely modernize the < ucational organization.

After nine years there is insufflclent data for satisfactory program

| TV i : . [
B fae Lol Tie Le s LR i AN i .
'f:%vait_xatii\n‘l; It some conclusions @ drawni  Allocation per student

is very high, duc to the application of an expensive medium to a rela-

tively emall student body.  There was some improvement in achievemont

ol =langt

performearncs is similar to sec

Generally, students could be compared with
Az regards student attitudes

from lower to

swards ITY, resistance increases

d between primmary and secondary teachers, The author

S about the value o1 Instructional

b
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Towagry, A, M. Organtzational Ancilysls and Proposed

Reordganization of the Mintatry of Bducation of the Finvdom
ul Gondi Arabia. Doctoral dissortation, University of
Arkansas, 19790 131 p.

f\



j i %)} Weoneg, R0 HL i Uelveational Tnnovation ir
2 MRS hg i it + ” o ”'!' = T e e
(NESCO Press, 1971, 62 .

L o et r’f‘, e

Jrene nphu 01, eclucational reforms in Singapore since 1960 ¢
promote government policy of national integration and provide educa-
tional opportunities for all ethnic groups: curriculum develppment,

with particular emphasis on the mathematics, science and technical

subjects needed in an industrial society; development of compulsory
extra-curricular activities [n schools; and teacher education are
designed to overcome difficulties presented by the multilingualism

2, Tamil, Malay, and

and multiracializm of the population (Chines
E

Enalish). The objectives of currizulum innovation are four-fold:

4]

individual, societal, national, and interpational. Innovation is

vernment decree which is then interpreted and frans-

init

lated into educational strategies by the Ministry of Education. Pilot

projects are run prior tn implementarion FF‘ﬂ‘lelFfT close cooparation
- ,“
from teachers. So fs ave been too fast for proper es valuation,
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‘“1 “ L{- Qf) Javasuriya, J. B, "Bducatlional Dilemmas of a Developing Country=-
ki Cevlon " Juurnal of Soclal Tssues, Vol. 24, No. 2 (April 1968),
pp. 199-205. :

The author laments the tnability of local educational reformers ard
suggests an imported solution:

The people who achieve posltions of leadership by
political processes are distinguished hy thelir demagogy
and not by any capacity to work out reasoned solutions to
national problems. They depend heavily on bureaucratic
officials, who have reiched the top rungs of the adminis-
tratlve hierarchy by their consummate skill in tinkering
with problems, maintalning the status quo, and attempting
nothing unhallcwed by long radition. Unimaginatively
rooted in the grooves of their own thinking, they are
unappreciative that any wisdom could exizt oulside tholr
own ranks. They nominate themselves for training oppor-
tunities abroad, and more often than not the persons <o
nominated have not been interested in he fislds of training
before the training, nor do theyv use the training after thev
return.  Generally speaking, officialdom is guite willing to
walcome forelgn expertise.

Herein seems to lie a ray of hope for working out
some possible solutions to Cevlon's educational dilemmas.
If 2 high~powered team of foreign experts with some local
perscnnel would werk out a program of actlon that takes into
account the interrelationships of society, @conomy and
education and make inreign aid an integral part of its
implementation rather than a simple act of generosit:
there is every likelihood of some progress teing achieved
in the course of time, and the present aimless drift in
Cevlon education arrested,

c;)i;{ , 5 p Javaweera, 5. "Recent Trends in Educational Expansion in Ceylon. "
International Review of Education, Vol. 15, No. 3 (1969), pp.
277-292.

Argues in S/T terms that educarional reforms and develooment have
"outrun economic development, " that

in Ceyion, the disparity has been very marked and *he
lack of planning has been characteristic of policies of
expansion has caused the educational system to be
temporarily dysfunctional in the context of immediate
soclal needs.

(€] et
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cditie, D Indigenous Rezponsos 1o Changlng Ddueational Needs:
) ¢ ] L

Lty

»
—

Buddhsm and Dducation in sri Lanka .

Arygues that t GUALGe Ww ts'm ftheory and mod:

- too
development ee fi,tt,lc—z- alttention to concepts

and solutions emanating from other traditions.

Sri Lanka was selected for study because it provides an
axcellent example of the interaction of tw
in most fhmevada Buddhist countries, educat
developed in relation to the society's needs in pre-colonial
times, and the tradition of the Buddhist society as an edu-
cative soclety was upheld. Ovearlaying this, and in many
ways in direct conflict with it, colonial Cevlon was provided
with an extensive and generally efiective school system on
ern mod@l resulting at the time of independence in

t

relatively high educational ratings by (western) inter-
national s »nrif—zrx: for similar countries.

The c*amun;tlon of these two elements I s given rise
to significant controversy over the control,

1

i C}AjjéCtiVE‘S of education, and one product of the
he economic, social

anci cu uuml mbdla ice which resulted, was the drematic

wd

summer uf 1973. Research )

Mistorical examination into the resurgence and renascence
of the Sinhalese (Buddhist) cultural influence vpon educa-
ti"'n from ca. 1830 onwards resulting in the establishmen
he Vidyodaya and Vidyalankara pirivenas, and trne leading
dh jeczndary schools, Mahinda, Anand: and MNalanda

(o]
C —

Ft
ud

3

{ w

i. 4_.. e
)

m I—"

ist
ges. (ii) a survey of contemporary developments in
ation, with particular raference to non-government
ati

s

a

\U'.(

tra-systemic organizarions such as the Sarvodaya
onal Institute at Moratuwa,

The intention is to contribute to more effective

unders "fﬁdmg' of the functional and dysfuncticnal impact

of &d ative forces in the developme:t process, and ro
ways which the reformulaticn of traditional ideals and

teﬂrhmq ies can contribute to the solution of contemporary

and =
_1

problems in education.
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';2* ';)L;L Cho=Ye, T, "Pducation of the Aburigines in Taiwan: An [lustration
of How Cartain Teaditional Rellefs of a Majority People Dotarmine

the Dducation of a Disadvantaged Minority, " Journal of Negro
Ldu on, Vol. 41 (Summer 1972}, pp. 183-194.
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TURKEY

rjuf“ Carpentor, H. T, Adult Education and the Transformetion of Rural
socicty In Turkay,  Doctoral Dissoriation, Suanfosd Univerzity,
L1970, 460 p.

The author, from o funcronalist biag, examines a liters Yy

education program seering both educational and community reform,

[

and suggests that:

What is needed in Turkey today are incentives suffic iently
strong to ke p tential migrants in the villages. Only when
ecomes more attractive, more comfortable, and

le will, in my opinion, this outward flow
ianges it is ahsolutel

1055255 not only the

m,‘

the village b
much more profitab
he rﬂhmm if=1s

*"2

mphah the

*~v—~
—
o]

=ential th

f:it‘F‘lffa to umjer,f ke

such *1 hanges bu. also the necessary
knowledge anz:l a

pe found in the villages. Our irves-
o

tigation reveal at the participants, upon Caﬂplctmq the
orogram, were receptive to ch aﬂer“: in the \fill?geg Th

tutude

& 3

, no
The content Df the ddul education literacy and general edu-
Classe, gave no attention to rural specific proplems
,le— strategies wh,cn the village participants them-
uld follow in solving them. Thl.:; in my opinion,
ond major shaft«i ming of the present adult educa-=
in the villages of Turkey. These villagers who
> most committed to making changes in their situations
‘e not being provided with the skills necessary for the
cution of such changes.
This research revealed that the desire to acquire
literacy skills was not a primary factor in motivating the
villagers to participate in the literacy classes; rather, it
was the desire to participate in an urban donor cultvre pro-
cram which offered a chance of acquiring a new nositive
self-image which motivateu the participants. Hence, most
f these villagers would have participated in any adult
cducation program perceived by them as a means for the
cquisition of a new identity--it was not essential that it
be a literacy education program. This suggests that the
oresent content of this adult education effort in the vil-
ages of Turkey could be changed significantly with no drop
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in villager motivation of participation resulting. Tao bha of
more immediate relavance to the transformation »f rupal
sociaety, the uew program should provide the participants
with know! ge and skills necessary to eilcct changes in
the village==such as the improvement of the village water
system, the construction of a publie toilet and bath, the
use of fertilizers, and the growing of new crops.

for Modernity i Turkay.

, 1966. 304 P

Mazamias, M. Lducation aund the

A .
Chicago: LAHLV(”FSHV of C“‘niczir:m P’L

Using a neo-evolutionary perspective, the author explains the
astablishment of "a public national system of schools" 3% & functional
responss to requirements for medernization-cum-Westernization and
political socialization ifollocwing the ¥emalist revolution of 1923 and

the creatlon of a republic:

In the emerging ideoclogy of atatUrkism, education was inextricably
oound up with political, economic, and cultural indep#ndence
and with besaking the shackles of traditional beliafe and out~
looks: it was the means of nourishing national aspirations,
creating the consensus necessary to sustain a free natignal
state, training new Turkish leaders, and paving the way towards
a dynamic and modern socliety. Knowledge and scienge were
regarded as power and as the leverage in transforming the

entire society. " {p~—1t15)

Kazamias argues that:

Atat@irk's task of educational reform and reconstruction

was facilitated by (1) continuing traditions of centralized

state control; (2) the high prestige enjoyed by education in

the general value system; (3) the disestablishment of

religion: and (4) the key role of education in occupational

and social advancement @==S9...in spite of the fact that

only a very small {raction of the youth can expect to attain what
they and their parents thmk is necessary to satisfy thelr
aspirations in life.

161
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Store, F. A. "Rural Revitalization and the Village Institutes in Turkey;
Sponsors and Critics. " Comparative Education Review, Vol. 18,
No. (October 1974), pp. 419-429.

Explains that following World War One Turkish intellectuals "awakenegd
to tl :problems of rural Anatolia. " Under the close control of a small
groun of technocrats in the government and Unlversity of Istaphl, a
program of popular education and rural reform, of community schools
and "village institutes" was put into motion to modernize rural Anatolia.

But thereform soon encountered serious opposition:

The official decision to abandon the Village Institutes
stemmed from political as well as pedagogical considera-
tioms. A key factor was the increased belief in the
efficacy of the "high level manpower" trained by Turkish
unjversities. Of equal importance, however, was the
negative effzct  the Village Institutes seem tolave
had on rural support for the policies of the ruling
Republican People's Party. Moreover, rural support for
the Village Institutes began to evaporate as it became
clear that the classical lycées and universities remained
the best routes to upward social mobility. And, finally,
aducational traditionalists attacked the notion that rural
teachers required different skills and training thap their
urban -ounterparts.

A%

The author suggests that

The controversy over rural revitalization preceded the
establishment of the Village Institutes. In fact, the
various postures that are currently being defended in
Turlcey 2l have historical antecedents. It is also evi-
cent that those hostile to the Village Institutes, do not
neeessarily see eye to eye. Some oppose thé ;Ikllfii‘\zEEE
rnent because it threatened their elitist Kadro concept.
Others rejected the Village Institutes because they
pelievad them to be nests of anti~Islamic Communist
ideas. GStill other critics attached the Village Institutes
on the grounds that thes were primitive institutions
manased by ungaalified staff and were lacking well-

onczeived okje tives,
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Among the advocates of the Village Instituteg there
is also considerable variation. Some recall the gra of the
late 1930s and the early 1940s with nostalgia, Lyt they
admit that the noble experiment was aborted and cannot
be re-initiated. Others take a more militant posjtion.

Not only do they Support re=opening the Instiluteg, but
they also insist that the entire Turkish school System
ocught to be thoroughly reformed in light of the Vijjage
Institute experience. To them, the present educytional
establishment and arrangements block national progress by
favoring a privileged minority. A third type of sypporter
argues that the chief value of the Village Institujas was

to institute innovations in the curriculum and maipods ©of
instruction which can now be injected into the eyjsting
Turkish schools.

The frequency with which aspects of thi s cqpiroversy
are being discussed |n Turkish newspaper and joyrnal
articles proves that the conflict is not over. At the
moment, the more radical positions taken by miljignt
Village Institute advocates are in bad odor with the
policy makers at the Ministry of Education. Village
Institute alumni who were too active oz outspokey in
their opposition to present policies have been jajjed
or had other sanctions {mposed on them.

So it is possible to conclude that Turkish eqyecation
will continue to adhere to conventional patterns. fThe
Miniscry of Education probably will keep on using the ser-
vices of domestic and imported specialists, rathgp than
again launching another "crass roots" experiment of the
dimensions of the Village Institute Movement. Byt who LS to
tell when the tide might turn? At some other julctyre,
alternative appreoaches to rural revitalization and national
development might again make a major impact on tye Turkish
educational scene.
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VIET NAXM
Q ;2 5"7 Dodd, ]. W. "Aspects of Recent Educational Change in South Vietnam. "
o ‘ Journal of Developing Areas, Vol. 6, No. 4 (July 1972), pp. 555-570.

Dodd rontencs that

In order to institutionalize a new arrangement or radically
change an old arrangement in a society, a change agent
might rely upon a combination of the following approaches:
(1) destroy the agents of soclalization of the oid insti-
tution; (2) change the orientation of the socizlizing agents
of the old institution to that of posltive orientation toward
the new institution; and (3) create new agents of sociallza-
- ticn with a positive orientation toward the new institution.
Given the necessary amount of power and the will to
use it, the first approach appears to be ralarively cas V-
The French, for example, were able virti=liy to annihilate
without difficulty the traditional Vietnari:se educational
system, which had stood essentially unclhanged for
hundreds of years. Also of importance 15 rhe fact Lat this
destruction took place over a short prriod of tim .

He notes, in contrast, that

the American advisers in Vietnam, who -_-nn to have

been quite sincere and persistert in their efforts o stiru-
late changes in the Vietnamese edicational svstem and
have been little hampered by lack of funds, have
experienced only limited success. This may well be zue
to the fact that ihe United States, in attempting to
stimulate changes with respect to both curricula and
method, has been introducing change items which are
diametrically opposed to both pre-French and French
items. Immediately one thinks of agricultural and home
economins education, engineering, the social sciences
and learning by participation, all of which are essentially
alien to Vietnamese cultural traditions.

He concludes that

the general view of most American advisers in the fleld
seems toc be: "We have something good to offer this
society. All we have to do is point it out and any
rational individual will accept it immediately. " 1t
would appear that increased awareness of the complex

16%
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nature of social change would eliminate at least some

of the runaway expectations which seem to characterize

the views not only of these advisers atd thzir ~uperiors

but also the views of the American people and the Ameri-
can Congress. 5Such awareness also might serve the broader
purpose of reclucing the current growth of pessimism con~
cerning the prospects for producing significant changes in
tie underdeve loped countries.

2_ 2!: 5? Duc Bang, V. The Viet Nam Independent Education Movement, 1900-1908.
Deoctoral dissertationn, University of Southern California, Los
Angeles, 1971. 308 p.
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;,1‘5% Khoi, L. T. “Literacy Training and Revolution: The Vietnamese
' Experience. " Convergence, Vol. 8, No. 4 (1975), pp. 29-38.

If one asks the necessary conditions for reforms to eradicate ,
c : : - Wi v fé\},.ii'l,k'f L

e R S R -4

illiteracy on a national scale, the author's conclusionsare instructive:

;
, e
A

regimes have been the only ones capable of organizing suc-
cessful massliteracy campaigns. From the Soviet Union to
China, from Vietnam to Cuba, all revolutionary governments
have given high priority to the eradication of illiteracy
because teaching people to read and write awakens con-
sciousness and stimulates participation in political
action. It is impossible to transform socizty If the
great majorily ~iadults do not turn a critical eye upon
social realivvy 'nd do not strongly desire to build a
better future & 1d to assume responsibility for their destiny.
Vict: = provides an example of the integration of
education inw the movement of national and social libera-
tion, generating acceptancy by the peovple of the neces-
sary efforts and sacrifices and of the need to eradicate
ignorance,

He concludes that

]

The following lessons emerge from the Vietnamese experience.
I) The political factor (struggle for independence, for
social emanicipation) Is the most powerful driving force in
persuading populations tc accept the necessary sacrifices
and efforts iriorder to wi - out ignorance. But the poli-
tical factor alone i . enough., In one year, two and
one-half middion were taught to read and write, which is
a remarkable achievement (aven if the degree of literacy
acquired was rather superfici:!), out it was a long way
off the target. Illiteracy was not entirely eliminated ,
until 1958. It took 13 years to teach the entire population
to reac and write, although the initial rate of illiteracy
was high (80 tc 90 percent) and the task was carried out
in war conditions,
2) Ideclogy must be backed up by suitable organization

i accordance with @ mass line so that peovie know it is their
job to implement literacy programmes and that they shoud do
so by relying on their own material and human resources
rather than on the State. The role of the State or Party
intervention comes at the outset of the process in the work
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of ideologlcal "conscientization." We are not con-
cerned with doing things for the masses, but rather with
making them capable of carrying out the work themselves.
3) Apart from the political factor, Vietnam benefited
from such favourable conditions as the existence of a
written language with a long secular tradition of study.
The written Vietnamese language is exactly the same as
the spoken one and is extremely easy to learn because
it is a monosyllabic invariable language. The lack of
this favourable factor is one of the reasons for the
failure of certain literacy campaigns where political moti-
vation was nonetheless strong (as in Algeria in 1963 after
independence where literacy campalgns were conducted
either in a foreign language--French--or in an Arabic
that differed from the spoken language).
4) Learning to read and write is merely a first
step. There has been no relapse since 1954 because con-
stant effort has been made to raise the educational level of
the people. Each year, complementary education mobilizes
some l-1.5 million adults. The dynamism of the environ-
ment plays a major role in helping to imprint know!edge per-
manently and to broaden it.
5) A multi-natim al state such as Viet Nam is obliged

to pay close attencion to the education and training of
minorities. It is not enough merely ‘o bring about political
and economic improvements; it is also necessary to raise
their cultural level, to create written lan~uages where none
existed before, to fight against feudal traditions and super-
scitions, tc raplalv train locsl cadres. Autonomy for
minorities and the improsem=nt o “%~ir naterial and cul=
tural levels—-these are a guarant=e of national union and
integration.




e5,0 ]

164

LATIN AMERICA

Benjamin, Haredd~- "Latin America: Educational Perceptions.” In
International Education: Understanding and Misunderstanding,
S. Fraser (ed). Nashville: Peahody International Center, 1969,
pp. 73-79,

i o
The author contends that educational reform pr.° Etg‘by-ﬁﬁ U,s.

universities in Latin American have not produced results that are worth
the investments employed. Technological gaps between North and Latin
America are making the transmission of aid more difficult, He feels that
educational programs must be tackled by the people of these countries
themselves in order to change the customs of the people in the directions
of their own aims and needs. He ignores the fact, however, that in Latin

America "the }DEDD].E seldom decide wihat is in their interest, In this way

|_j’ &k T L2

the E%EF pfescriotmr’r avmds the pr«:eblem of exploitive and inequitable

- . . -
AT e TR T

1f.

[FILEN .L‘f ‘,J ’_}

~ status quos, and assumes demagrac\f and concensus.
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L., 00 Correa, F. "Quantitative Analysis of the Implementation of Educational
Pilans in Latin America. " Socio-Economic Planning Sciences,
vol. 9 (1975), pp. 247-255.

Using a systems framework, the author presents a statistical
analysis of the degree of implementation achieved by educational plass—
cum-=reforms seeking to increase enrollments in Latin America from
1960=1972, He argues that

The reason why results both below and above the
target levels are considered to be defects in the imple-
mentation of the plan is that a plan requires the optimum
use of resources. Ifthe results achieved are inferior to
those planned, either a scarcity of resources or inefficient
utilization of them must have occurred. If the results are
superior to those planned, either there was an error in the
computation of the resources avallable, or their planned
utilization was deficient, and a better distribution of
resources would have made it possible to achieve tar-
gets set even higher than those planned.

and that

An assmumption that seems acceptable at first sight is
that the quality of educational plans depends more on
the technical preparation of the functionaries of the
Departments of Educatipnal Planning than on their
number. A first :pproximation to the study of this
hypothesis can be made by considering the average
number of years spent in study by these functionaries.
This information is not sufficient, because it is clear
that the quality of the plans depends not only on the
type of preparation of the functionaries, but also on
whether they work in occupations related to the pre-
paration that they received.

He concludes that

The statistical analyses presented in this paper suggest
some steps that could be used to improve the process of
educational planning in Latin America. The greatest
degree of attention should be given to the improvement
of the statistical information used, if possible including
the integration of the office in charge of collecting the
data with the Department of [ wicational Planning, and

172 -
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in improvements in the preparation of the personnel in
charge of the preparation of the plans, with emphasis
on specializations in planning, administration and
economics. Countries in which these two points are
considered have a high probability of success in
their educational pfprite - SV

Illich, I. “The Futility of Schooling in Latin America." Saturday Review,
(April 26, 1968), pp. 56-59.

Illich comments on the failure of formal schooling programs in Latin
America. He states that educational reforms will not succeed because of
economic factors limiting access to education and societal factors which
prevent education from being a viable road to upward mobility for lower-

class cittzens |-l -

Lugo, J. "Los estudics generales y la reforma universitaria en America Latina."

La_Zducation. Vol, 35-36 (July-December 156L), pp. 32-3%.
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;! 3. Q§ Paulston, R. G. "Revoiutionary Educational Reform Efforts in Latin
America. " Pitt Magazine (Special Issue on Latin America),
Vol. 30, No. 2 (May 1975), pp. 16-2C.

The author argues that

Beginning in the early 1960s, the U. S., through
the AID, the Peace Corps, the military, and other
technical assistance missions, sought to encourage
and support the reorientation of Latin American educa-
tional systems. International organizations such as

feller, et al.), along with numerous U. S. universities,
addressed the same set of problems. These efforts worked
variously to provide educational facilities which would
reduce unit costs and make schooling more internally
efficient by reducing waste and increasing completion
rates, and perhaps most importantly, to relate reformed
educational programs to ongoing and proposed economic
development plans. In education as in other social
sectors, models and standards from the U. S. and
Western Europe--i. e., from advanced urban and
technological societies~=~ wera naively superimposed on
rigidly=stratified and la:gely rural Latin American
societies with entrenched educational traditions
focused on the granting of academic professional

titles and the cultural symbols considered appropriate
for elites already determined by family membership.

Results of this multinational educational intervention
in Latin American development have, to say the least,
not been as expected. Rather than the hoped-for incre-
mental improvements in production, consumption, and
participation, we have seen the rise to power of military
dictatorships in what was a continent where at least
quasi-democratic states predominated. The consequences
of this dev-:lopment for educational reform have in most
cases beer increased inequity in educational opportunity,
and accordingly, increased inequity in life chances for the
vast majority of children.

In sum, attempts at incremental social reform in
Latin America have failed because privileged elites have
been unwiiling to accept even modest reform an~ & anr-
responding minimal redistribution of resources in favor of
the grossly deprived and impoverished majority. The
military regimes that have come to power to halt any
further moves toward redistribution have viewed
schooling essentially as a mechanism for social control
and the maintenance and legitimization of inequality and
speclal privilege. ’
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Comparative Education Review, Vol. 16, No. 2 (June 1972), pp-
230-250.

v Lo ey eyl

Examines reform efforts.and the university crisis of 1971. Notes
%

External agencies that invested so heavily in Colombian
universities were left puzzled, exasperated and disheartened
by the recent crisis. Discontent was most serious in insti=
tutions which had received the most attention and were viewed
as centers of excellence. Para'2 ‘nally, the crisis originated
in the university that had receive. -10re assistance (over
$24 million) than any other institution. Comprehensive reforms,
millions of dollars in long-term aid, foreign trained.administra-
tors and academics, and relative stability for many years-~-

all the elements of a sunposedly "modern" university--were

not enough to overcome the accumulated resentment of stu-
dents who from the start were excluded from negotiations for
external ald and the planning and implementation of reforms.
Conseqguently, the crisis has resulted in a suger-sensitivity
to all acrivities of external entities. In the future, these
agencies will find it very difficult to influence the uni-
versities, if indeed they choose to get involved at all. More
than likely their activities will be regulated Ly a central
government body and the terms of any grant, loan or agree-
ment will most assuredly be minutely scrutinized.

The government response to the crisis came in the form
of a proposal for a new university reform law. Among other
cantroversial actions, the projected law would: (1) reorganize
higher education along regivnal lines; {2) give students and
professors more power in university councils at the local,
regional and national levels; (3) eliminate the presence of
Church, professional and industrial sector represantatives
from local and national university councils; and (4) increase
the requlation of private universities and significantly diminish
their influence through only token representation on regional
and natlonal university councils. The government proposition,
however, has been met by amendments and alternate draft laws
from the positional opposition and from professors at the
National University. As might be expected, the Church,
industrial interests and the private universities have all
voiced their opposition. All this, combined with the
reservations of many educators who feel it would cause
more problems than it would solve, have kept the bill
languishing in congress with little probability of passage.
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Universities in Colombia, as in other Latin American
nations, continue to reflect soriety more than they shape
it. The policy of "reformism" wnich has manifested its
bankruptcy as a solution to the serious political and
soclo-economic problems of the area, has proved equally
unsuccessful in the realm of university development. The
reform "era" for both university and society in Latin
America seems to be coming to an end. Several Latin
socleties have already embarked on radical political paths
and others exhibit willingness to explore novel alternatives.
If past patterns offer any clue to the future, Latin American
universities will also soon enter a period of revelutionary
change.
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Pelczar, R. S. "University Reform in Latin America: The Case of

Colombia. " Comparative Education Review, Vol. 16, No. 2
(June 1972), pp. 230-259.

Notes that

Since, generally speaking, only students from well-to-do

and middle class families can afford private higher education,
it seems that 2xpansion of enrollinents has primarily bene-
fitted the offspring of the growing middle class. This interpre-
tation is reinforced further by evidence that the majority of
students in Colombia, even in the supposedly popularistic
National University, are graduates of private secondary
schools and come predominantly from upper and middle

class backgrounds. The sons and daughters of workers

and landless peasants who make up the majority of Colombia's
population are grossly under-represenced, even though

7,000 students benefitted from an innovative program of
educational credit which offers low interest long term loans

to needy students. In addition, many universities have
adopted tuition scales graduated to parental incomes. Bug,
because of the inability to sacrifice foregone earning and

the regressive rates of some of the tuition scales, higher
education has remained an expensive proposition for

students from humble backgrounds.

Concludes that the reforms "were not successful. .. in checking

proliferation of “‘ties or in raising academic standards, " that

"efiorts at regely o 2@ control were hampered by the evasive tactics

,,,,,,

of the universities. ' The latter

were not above employing political pressures, "the red
carpet treatment, " or the old ploy of "wine, women, and
song" as they sought "loopholes" in accreditation cri-
teria, official recognition and financial support for their
programs.

Concludes that
Qf all the strategies implemented. .. to correct the ills of

Colombian universities, none carried more responsibilities,
3 = i -
spurred more hopes, or caused more grustrations than the
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promotion of university planning. Charged with advanc¢ing
intra=university, regional and national integration, the
Division of planning... soon discovered that its main
obstacle was the old bogeyman of university auton.my.
Required by law to respect the legal autunomy of the
universities, the planning division was unable to apply
coercion or sanctions and was limited to recommendations,
moral persuasion, and professional expertise to accom~
plish its objectives. It had a hard time convincing anyom
that its aim was not to plan for the universities but rather
with the universities.
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The ren]
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nroare
and fieids cequirad by today's social progress and screntific

Ynowlada.x, The Reformers have not succeeded in being produc
perhaps amonyg other reason:, hvsmue* thoy

tive in this sense,
were mainly concerned with the great topics of socinl transfor-
nation, assumed and develouped into a '3@111:’1(231 ;_i:lfim,-bféﬁi:au Gex
they woere mainly concerned with the greast topics of social frans-
formation,.assumaed and developed into a p«‘jlitical nian, buocan oo

they did not think that there oxisted a task of 30210 transgforma-

tion in the © wversity ibzelt, or they trusted Jhat this task wonld
beocomplatels led 1otar on,

But the trar 7 of the corerm is that the delaving of the deep
University changes from the :u:fat:ifie:mc ar. acientific, and even

instrumental, poinis of view was not sccompanied by and com-

pensatad Tor da ve achic vemoan Geoopolitioal field to which
the Reformers’ efforts were conser i. The most noticeable
party movements that were hatched by the Jniversity Reform and

went out with great energy to operate, ended by b;mg abgm Hyed

su fitﬂt‘il‘lﬁ——inté tha
enie sent | order and the estab-
The Refc"*n, W’hl("h sacrificed itself as an aca‘iemic move-
13lf of the political activism cxpecte it, later, as a
. va, a total remodeling of the Univar , ended bv being
by the pc jlltlc.: it had generated since there was not the
radi .| social change capable of giving birth to the new University.

on an optimistic and somewhat evolutionar

It should be very clear that what ig required and foreseen is not a
weak University of the kind of a simple fo:kloric product or a
repatition of the traditional or classic institution or a copy of a
foriegn University only in a lesser degree, let us say, with a
more modest rank., What is required and anticipated is scmething
completely different from these mystifications, it is a genuine
University fit for our historics: =ask.

..Jw—-‘

It can be seen that an analysis such as this one, far from making
useless all reconstructing efforts, represents a necessary first step,
an indispensable moment of the new stage of the University Reform.
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slal reform. [t is a change genzrated, 1o the main,

sure from a discontentad
social bazz. One can t2n speculate that the post-1952
phase of Bolivian histo v represents a period of campesing
coalescence and emergence whuch, if not diverted, will
lead to serious upheaval beforz resulting in reform and
soclal regrouping. In this present process of coalescence,
any opportunity for formal education iz of value. This is
perhaps the true legacy of the present system.
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Examines the main orientations of the Brazilian Movement for

Literacy (MOBRAL) and evaiuates the reform's major outcomes irom

i

a contlict perspective, The reform is viewed as most beneficial to
the Brazilian nrivate sector, and to the existing exploitive political

{ 2conomic system. In sum, the litzracy reform is a short-term

5
.

measure substituting for needed system-wide reforms.

187

ERIC

Aruitoxt provided by Eic:



2.3

ERIC

Aruitoxt provided by Eic:

9

il

“ohnson, P.B. Ruy Bark sa and Educational Refoom in Brazil, 1868-1970,

Dortora! Dissertatio., wulane Univergity, New Orleans, 1971, 245 p.
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Johnson t}tﬂ:t'-S\t}at

Barbosa's family background was decidedly urban, middle <lass,
and financially insecure. Although this is certainlv a factor in ex-
plaining his subsequent adulation in a more egalitarian Brazil, it
was a definite hindrance to the ambitious young pclitician in late
imperial Brazil, In order to offset the disadvantage of birth, Ruy
congcicntiously cultivated members of Bahia's traditional ruling
elite, many of whom agsisted the energetic young lawver in his
rise to prominence within local and national political circles. But
attached as ha was by temperament and ambition to the ruling elites,
sarbosa was fully aware of the potential of the small vet increasingly
vocal urban professional and commerical groups, both as a potent
political force and as agents for Brazil's economic growth and modern-
ization., Thus, as a means for increasing their numbers and influence
Barbosa fashionad a number of proposals, most notably his education-
al reform project of 1932-1883.

He notes that his study analyzes

bi]

... the actual preparation of the Refaorma, aun examination of the pro-
jecy itself, its failure t~ win the immediate approva. of the Imperiel
gowarnment, and the ready acceptance it was later aczorded hy
legislators and pelicy-makers. The latter thame is especiall, impor-
tant, because the vast majority of witlers ou Ruy have ignored the
possibkility of the Reforma's persistent influence. Also, in analyzing
the phenomenorn of the continuing repercussions cf +he Refcrma, this
study examines the fabric of mvthoi s sur-oundine Barbesa which,
in part, has guaranteed the surviving irfluence of i Reforma,
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Informtion seemy to2e the planner's best weaporn.

Fxecutives dre awara ihfg; someone should prooess the
Information they peed but don't have the time 1o study.
The capacity of the olanner to gathar, opulate, and

ret data represants for other actors (in davelopiuc
covniries at least) a "=cjentific” way of solving

1“*#1“‘1“‘ ative ) ho mecth hat the plan-
ner provides ohjoc=ive answars 1s r_eﬂerated aﬂd it Legiti==
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deflaed goals, What the svetem actually produc g

b more o fupction ol fgpuls, processes, and

ructur o, than dopendent vpon goals that have
oo e bl s hed for education.  In the caze of
tho curriculum change, the definltion of a4 whele new
ool poeretional objeeilves did not require o single
«.=h.u‘*c'e~1 in the goals traditiv nnl;y assigned to adunarion.
wgarstedd that these principles would b usetul in o
1 Ziﬁlly(‘;tigf of sltuaticons in Latin American countries. Hawm
ser, crganizational deslgn and the implemer ation of ¢ i neye:

are not leamed by reading albout them, or by Lstoning o the
descriptions of over: the best of lecturers.  The problen for
all plamners {s that much of what must be done to prodyce
change successtully requires orcyinal solutions Lo problems
that cannot be anticipated in the lecture hall.  This paper
has merely presented a few examples to sensiti.e you (w the
kinds of probklems an educational [reformer] might well face
in developing countries. If a political problem can be
recognized for thatil is, there Is always the possibility
that the planner can help create the conditions for an
adequate solution~--that he * 'ill not persist in thinking he
has merely 2 technical proilem unti. he arrives face 1o tace

tinaily witih the Zallure,

i 325 Schiefelbein, E. and R. G. Da
Models and Apolication ir
Mass.: lerxington E‘GDAW
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structuring of arivilege and pattern from which students

emerge to go Lo school, ard to which thev return every

1l permanently after gracduation. It {s net

rs of the American dream do not know this

obvlem is in misunderstanding its nature and

- be cdone to change it, 1f changing it is

ational institution because it roes
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ped person could, &s due
4 e and weigh and advance him

which woul-
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This oresumptic n proved to te impossi
submit tc a full test, given the solidity o
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i la: In other words, we "explain”

inuing inequality by saying it is the result of present
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inequality. Even se, the implication remains thatit s

the inequality of the underprivileaed that 15 to klame, nat
the inequality of the better placed. That,i5, the problem
remains defined as on=2 of underprivilege, not as one of
wravilage.  In fact, of course, it le the nexus between
privilege and lis relative absence which baging (o outline the
problem meaning fully.

Because our theoretical assumptions were different
from thos= of Warner, Havighurst, Coleman, Jencks, et al., we
have produced not only different "facts” and conclusions
also a very different feeling. We started, it will be remer
with the supposition that disjunctive social relations are
normal. Thus, stralght=line causality was discarded. and
we wove a causal concept into our attitude-survey and (nto
the deflnitlon of modernity whose tull plation was expressed
in this chapter. What we examined were not "cognitive
skills" in the usual sense, but the social and political attitudes
we plumbed are certainly indicative of cognitive skills of
znother kind—-=the akzllity, glven an appropriate society, o
live a modem life, to help to cause events. We looked at
education institutionally, and found tla t enough participaticn
in that institution did, unmistakably, help students create
zecular, relativistic, changeful, and autonomous views.

But we make absolutely no presumption that to hold such
ideas and have such skills will in {tself produce desired
social charge., Schools, important as they are, remain but
scheoo'’s. They are ~ot armies, international power groupings,
=ocial classes, congresses, Ir soclal-work agewncles. The
student rebals of the 19605, roundly condemned by many of

=y

oy

a

*he same perscas who pursued thelr feckless guest for equality
through schooling, were involved in the same problem--how to

nhave netlonal impacZ in the ansence of an effective voice in
ratlonal political economy. The sccial-reform-through-
schooiing advocataes and the revoluticn-through=the=usniversity
ad-ocates were dd.ng the same thing: using the educational
institation as a lever to what thev otherwise would not or could
not affect. We do not mean that activities in pursuit ¢f such
ends are without meaning or significance. They are, of course.
But they cannot in themselves bring into being thelir objectives
unless the remainder of tha instituticnal struzture is so weak
as to permit, in effect, an iaternal conquest from schools
employed as a power base.

3.27 “ial Larrain, 4. Laf’g;—’;;erg;éar%g@
e Santizgo de Chile: pediorlas del
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o, M. "Rl srnd Gouemannes In “h(* [\;Tun sty of Bdaca-ion:

The Case O Caolemhia, ]
Vol 20, e 2 (1974), 1o

i

s

Ctlaceritos e 1988 degiona) Dencational Flipels TERY peforr o

natively andependent educatlo nal cubsystems inte a

coerdinated notwork in pursait of @ cingle bedv of policy.

dantaraing them in
led out

stinct tasks. A -z2f%m is ot
25, signing contrantz, or giving orders.

in the mincs, actlors, and Mmetivarions

It mast bhe camied put
i the osarticipants if

it {5 ro have anv real auo-ess,

wvaen though the F R PI’DU"am has 5““9]"‘1 ridden wirn diffieypltios
case iented prac’:}xam;, most

observerz agre=2 hat the: o)

administration of the j_lbh‘ ntls
VLIVT'lprif'édjﬂ Celombia since 1968. The numoer af téaPhPF

strikes has been reduced. are more responsive to
}Jiinistfy policy, and lrfegulant in management have
ceclined considerably. Also, the organizational processes
involving authority, communication, personnel, and rule
laboration hawve notably im,pmv;aci over the pre-reform era.
n short, definite progress is being recorded,

It is the writer's judgement that any measure of success
that the FER program might enjoy propably cannot be attributed
to any powers of ;éntr@i puilt into the contract. This paper
has demonstrated that a governor can ovelride the contract
at his pleasure. [tis the writer's opinion that what the FER
program has cdone is to wear away at a tradition of administra~
tive independence at the level of state government. Prior to
the reform the state leaders tended to look at the Ministry
c‘gntr@llmg pc;licy in the context of what Alvin Gouldner refers
to as "mock rules
by management nor Cﬁbéy*éfj pv the workers. "

Through the FER program the Mintstry has succee
maxing a semi-convincing argument that it is now guit
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sl responsibility, administritive efficiency, anrl

cisciplined deaision-making at the level of state aovern-

ment. The presence of the delegado, hiz constant reminders
of offical poliny, and attempts to check the state records
serves as a doily prodding to state officlils. The words
Cadinilevuuvhoe sy argidiment' wene user] becatiso the seate
officials are also aware that the Minlstry 15 not et serious
enouyl to stare making the hard declsions about suspending
national funds for violations of the contract. To date, this
clause still remalns in the category of a "mock rule. "

Taking adwvantage of the enthuslasm generated over a new
natlonal law on educational finance, the Minlstry developed a
new set of contracts for the governors to sign. In terms of
centrol, the new contracts are cifferent from the old one in
one rather curlous way--they are weaker. For exampla, in
the original contract 13 delegados were given the power of
approval over the hiring of new teachers, and Lhe new con-
tract makes no mention of this. The reason for this
de-escalation is attributed to the need to reduce the level
of tension between the state officials and the Ministry in
regard to FER. it is the ministrv's hope that this approach
may create a spirit of understanding and cooperation, which
in the long run, may prove to be mcre effective than direct
control proceduras.

The FER program is a transitional device which will probably
evolve through planning into a more effective mechanism of
ecducational development. In designing an improved organiza-
tional structure, at least two basic issues must be dealt
wilh. First, the state educational leaders must be directly
responsible to the Minister of Education and not to an inter—
mediate official such as a governor. Second, the number of
zducational subsystems must be reduced from 23 to, say,
six or eight regicnal offices. By cutting down on the multi-
plicity of educational systems, it becomes possible to staff
the larger units with qualified, career- ariented educational
admlinistraters, It also reduced the problems of coordinating,
planning and executing decisions, as well as permits an
efficient degree of decentralization related to regional needs,

Most important of all, by expanding the size of the local
educational subsystems to dimensions covering two or three
states, the local political influence that now dominates the
administrative process should be dramatically diminished.

In short, if the leaders of the new educational units are
employees of the Ministry who report to the Minister,

and the boundaries of the system go beyond the boundaries
of any single state, it will be extremely difficult for local
politicians of any single state to get control of the manage-
ment of the system.
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Dramatie changos such as the two mentionod are more
than shmply 4 remote possibility.  In recent yvears the
Ministry has been assuming more anc more of the cost ot
state primary school aducation and the pressure {rom the
srates is Intense in advocating that the matdon pay for
the entire burden, a natural shifs in rosporsibility from the
governors Lo the Minlstry can take place. With thizs shiit
in responsibility, it will he possthle for the Minist ) Lo
pitablish a HUmited numbear of reglonal offices of education

3 - - el . R AT tesiss thare om0 3r-1s . SRyt e
2 such education. Whon the paticn fooally cows wosun:

to govern the primary and secondary projrams in Colombia.

in closing, it might be appropriate o say
a reform confronts traditions, vested interes
notablished mental at

tiat beoause

tg, and
t

itudes, changes de not summarily
follow the drawing of plans and the signing of document s.
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Wickhan, k. 50 University Reform in Latin Amorica: A Case Gtudy

ol the University of Valle, Coli, Colombia. Docotoral Dissartarion,
Unlversity of Clalifornia at Borkoley, 3073, 248 p.

The author amaplaing that

the grounbverk formaking acodemnic planning decisions of
reforn character was laid by a series ol steps taken by soveral
“reform moderrizers® following their entry inte the Unlversity.
(The princdpa ! individual was the first Dean of Medicine).
These steps were designed to strengthen the administrative,
coademic and tinancial avtanomy of the Univieasity, particu-
larly in relation to traditional parts of the social environment.
The steps Included: changing the University statutes so that
the local Governor could no longer appoint the Rector; par-
ticipating in the creation of the Asscelation of Colombian
Universities so that Valle University was no longer obliged

to follow the curriculum of the relatively traditional National
University; and attracting substantial financial support from the
modermn Colombian private sector and foreiga foundations,

As the University increased lts autcnomy in relation to
traditional parts of the environment, the reform leadership
sought additional links with madern local and foreign groups.

In this process the University increased its dependence on
those modern elements of the environment from whom it sought
collaboration. This increased dependence was of only
moderate concern to the University's reform-minded leader-

ship. Geveral reasons can he offered for this: (1) the

modern groups within and outside the University shared
similar views; (2) the process of university modernization

was strengthening the Unlversity's autonomy in general
through repeated articulation of the University's mission and
through a strengthening of the formal planning process (which
in turn strengthened the Unijversity's capacity of initiate and
shape new program plans): (3) the reform universi ty by its
character, and in contrast to the traditional model, attempts
to play a role In the development of, and thus have many links
with, its social environment. The study reveals also, how-
ever, the danger in being too dependent on any particular
environmental group for support. One program, that of graduate
management, flourished while outside support w.as forth-
coming, but shrank substantially when that assistance ended.
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LD {,,'3...% Bowles, 5. "Cuhan Pducation aund the Rovolutionary Tdeology. !

Fducational Review, Vol. 41, No. 4 (November 1971), pp.

P

{R(?Wl&:i‘j argues that

school and society are always closcly linked; in pro-

tha, schooling helped reproduce the class

ravolutionary Ci
structure of economy and society from one generatioyn
to the next, In Cuba today education is attempting to
serve the four major objectives of the revolution:
meanomic growth, ~ascape {rom the economie, political,
and cultural hegemony of the United States: attainment
of an egalitarian society; and the transformation of work
into a creative activity for a new soclalist man. ...
The continuing social and economic revolation in

Cuba since the overthrow of Batista in 1952 has been

tlected in a radical transformation of the educational
ystem. The class structure, the social relations of

production, the stagnation of the pre-revolutionary

=

il

-

economy, and the imperialist domination of capitalist
Cuba were replicated in the school system inherited

by the revolutionary movement, Not surprisingly

then, every major economic and social objective of the
Revolution has been manifested in some aspect of adu~
cational change. Similarly, every major dilemma in the
construction of a socialist society has had a counterpart in
the school system.

He notes that ecducational reforms have in one way or another
touched all Cubans:

Verbal and quantitative description captures only
wealkly the diversity and breadth of educational acti=
vities initiated by the Revolution. In a stable society
not undergoing rapid change, the education of adults
occupies only a peripheral role devoted almost
exclusively to the transmission of narrowly defined skills.
By contrast, where a sharp revolutionary break with the
past has been made, the educational process must extend
throughout the population, encompassing the old and
middle-aged as well as the young. The role of formal
schooling in this process of re-education of the Cuban
population is for thils reason reatively limited. Herein
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lies a basic problem confronting post-revolutionary
Cuban education: The potential economic output
sacrificed by withdrawing any sizable portion of the
adult population from directly productive activity

In order to attend schoole s simply prohibitive.
Fffective channels for education must be developed
cutside the schoels--through labor organizations and
the armed torces; through participation {n the Com-
mittees for the Defense of the Revolution, the Federa-
tion of Cuban Women, and other mass organizations:
and through direct political education such as that
which has lnvariably surrounded every major palitical
event in Cuba since 1959.

™

B@wleg éees the Cuban =2ducators as trying tu create (primarily
through education outside the classroom) "the two pillars of socialist
construction: the formation of the new human being and the development
of technology, " and he concludes that this "continuing search for new
social relations of schooling-=at once both productive and liberating-—
seems likely to bear fruit if it does not succumb to immediate pressure to

. e P - = E
gear the school system solely to meeting the manpower requirements o

economic growth. "

2\ 3, 133 Cepeca, R. "The Cuban Lesson." Tempo (Naticnal Council of Churches), f\’ff\-;:ré“;h.’f'ff_,)

PHA G g

The author's utoplan explanation of Cuban school-reform success
Stresses attempts to replace "egotistic individualism" with "sacrificial,
optimistic and hopeful ventures towards high, but not unreachable,
objectives. " Basic changes in values and structures result, it would
seem, as & consequence of “a radical revolutionary movement. " Cuba's
great warrior for naticnal independence, José Marti, the author contends,
provided us with an answer of sorts when he declared that "sometimes
it is necessary to shake the world, so that all that is rotten falls to
the ground. "
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Cuban Hatlenal Commissionn Jor UNESCO, "How and Why L(umaz lon Changey in
Cuba. UNESCO Bulletin. Vol, 1l, No. 60 (Nov./Dec 1975), pp. -
Describes educational reform efforts and argues that Cuba's educational

revolution is successful because Cuba has broken its ties to the capitalist

world, and iz agresgsively seeking to build a socialist gocieny frTee of

dependency and expleltation,

Dahlman, ™. J. The National Learning System of Cuba, Research Program
in Ec 1omic Devalapmem Discussion Paper No. 38, Woodrow Wilson
3chool of Public and International Affairs, Princeton, N. J., July

1973 {mimeo.). 4 S

This review of Cuba's nation-wide learning system (i. e., both the

formal and non-formal educational sectors) presents a comprehensive
description and assessment of educaticnal reforms during the period of

=g

sociallst reconstruction after 1959. The author concludes that these
reforms have been largely f\_u;:asgz ul because of their high priority, the
heavy funding they have rec:f—ﬂvagj their close fit with the new national
reward sysiem and development.plans. Educational reforms, in short,
are viewed more in ideological than in economic terms. For the new
educational = . stemwill provide the environment where the new revolu-
tionary social values -will be taught and operationalized in work-study
orograms. And because difffculties have cceurred, "the Cubans are
turning toward more disciplii » and regimentation as a sclution to some of
the problems and moriwvation in the transitional stage. " The author
helieves that "this lmplies, to the extent that the educational system
fails to create the new social consciousness, more discipline and

=£3*} He concludes that

regimentation may be in store. "

Whether or not the New Man can be developed through the
educational system depends t> a large exte.. on tne success
of the concept of combining work and study at all levels,
since besides belng the solution proposed for ideoclogical and
pedagogical reasons, it is what enables the Cubans to finance
the very expensive educational system required to produce
the New Man. This program is still new, and it is not possible
to make any predictions about the large-scale applications of
this new concept, It wlill be necessary to go heyond the
descriptive material presently avallable and analyze the way
the programs are working in practice. Cuba has done much in
the area of educational reform and innovation, and there is
much that other countries can learn from its experience,
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2 52l Nelson, L. "The School Dropout Problen in Ciba, * School ard
Soc fetw, Vol. 99, No. 2333 (April 1971), pp. 234-235.

The authorcontends thatwhile revolutionary school reforms haven
got most children into schogl, the reforms hawe Peen ung ercug ay
high dro pou t rate s.

He notes thatthe situwatlomis improving somewhat, and that
'the regime hasbeen concerned constantly wih the dropout problen. ®

The pressure of the government on chl 16remaﬂd
theirpearents to atzend schaol ls applied 1o mary wva sy
The Mmis‘try of Education has promoted the ore aniza Jur
of Parents ' Councils, the purpose of whichisto "qes
pirents to ccoperate In the work of the school and actively”
invglve them in po htL;gld’\d Ma ss organizarzons in
educati onal wvork. *

‘Throughz scheol councils, " the state nent <orztirsue 5,
"parent s willl be encourage d to keep cl = tabs on the concduc~
oftheir childsen irard ou of school, the ir attitudes |a nd]
time they devote totheir studies... ."

Another organizacicn wh ,Ls—h is enlisted inthe
campajgn for school ettendance isthe CDR (Cormmitrzes
forthe Defense of the Revolution). There are now more
than 3, Q00,000 adults {nthes e vigilance <ommitte eg
throughout the country, They are asked to have re pre-
sentativres visit parents whose childrernnare not In schod |,
of whos ¢ attendance 1§ irreqular.

Sorme parents have een brought before local judages
and fined for not send Ing their children to school. A
case wa s reportad from Clenfu egos of a mather who was
finec a moclest sum by a juclie who warned herthat,
it she w ere brought before him again, she wouldhbheo
"punished severely."

Despite all the urging of Fldel Castre, and all (e
propaganda and other pressure s to geat the children Iy seopel
and keep them there, many fallt by the way . In an As soc a2
Press di spateh from Havana publi shed inthe Miami Hera ld
January 21, 1962, FentwrnWheeler sald that ” flg ures A
plied by Prime Mnister Castro show that 27 percent of
Cubanyouthagessix to 16 do notattend school." Vigurees
by Catstr v show 479,851 wutor school, of whom ha it arne
between 12 and 15 years of agar "Whatare thew colpng? "
Castroa ska "Whatl does this mean for the fotume Gonwratiesn
of this country?'"

- 2455
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Paulszon R G, "ILalducacidnRuralenCuba UnaEstrateglapara
el Desarroll o Revoluclonario. " Problena s de Des drrallo: Pevista
Lati name ricana de Econernfa, Vol 4, No- 13 (November 1972 -
January £ 973), pp. 4576 .

Exp:iains how educat:ional reforms have been wove nlato rural

dewvelopmernt ;ﬂ@ritj&g) 27 vl

Juggests that .
7 Jleinial" ) )
lseam, runlfe-dicastoneskrttemtin Cuba s

ircreasingly viewed asthebasic szrategy for accom—
pilshing kay revoluti opars ob rectivas in zhe areas of
procuctlieon, ldeolog:ical iomation andedications |
preparation, Theneadto lavolve all yoush Lnwork-
sTuéy progra mies, fumctionally linked wi th @ro ducstion,
has been es<zablished as che mumber~one pricrizy o [the
ceve lutlon {rathe years to come.  Previou s reve luttonary
offensive s | Cuba hrave souz ht 20 moblli =6 che mezis<s
and involve themin efforrste achieve nomnl viatories-—
sften ot g tmaterlalccst. Thararnl of weation offenswve
now g:‘:tn,ﬂg underwa v Is o eXcedtion to this pattesm. It
is an audacious, fromtal attack on che sti ll cracditional
fomal senoel zyatem and contlnulng attitudess of wtban
superorlzy »od elitism. Ttls. moroover, Indlecatiwve of
belief thatthe new social ist martwith his at tributes of
dexdicatlon to collect fve rathe r thzan Indlvidyal Lntetests
will be best formed inrurasl settings where youth can
supposedly pe removed fr—m fam ily andurban {nflu ences.
In a largersanse, Cuba's attempts to seek salvation In
schooling and tnruraldev clooment provide a revealirg
indlcatlorsof cultural conglnuitle s and dis continuic les in
what must bez Latn Amarica's most ambitious effors to
find a wawout of poveany, underdevelomment. and

depe m;; ency,

H

"“\u PR \,sui

+ Rfforts of theravolut:onar ygovernmer  Irx Cudba to feform rara l e
educacion=-~-l. &, , tomak=e prinary schools avallablete allrural school-
aged wouth, and to dovelopa _ust network of seccondary, technicall and
hlg her schoolas \tnked withagricultural productlon haver been large 1y suc-
cowssfinl ocause oft (1) t'renaslonal orierlr v onnam L derve bpmep, (2)
the shift of Inwestmant fromurban to mral are2s, and, nteralia, () the
combimatlomo £ srud yand aurlcultural work so that all studerts pava
comslgdernble pare of the ¢ osts of thetT s choollng with rheirown labor.

}SE%' aldo tiuwe autﬁer'n reldateq ﬂfu’Lr ‘F‘roc@ndftiﬁm lor S8t em=~ Jdo ZEduea tional
Rafohﬁ-‘ L.inl"ﬂing, = rom LL".Q %San ;xp EFE ﬂngﬂg p; wha Pﬁasﬂn’g {)d 0t Lh f Cgm‘grence
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2.3 3(’2 berez, R. F. "The Parallel System of Education in Cuba. " : ects:
- The Quarterlv Review of Fducation, Vol. 2, No, i (Autumn 1972),
po. 361-368.

The author explains the rationale and programs of the parallel
system of education "for young people between the ages of 13 and 16
who have either left schogl or have fallen behind. "

It offers to those who have falled under the regular
system of education a means of re-entry, of raising
their educational level, of learning a trade or of
acquirirg skill in some particular job. This presup-
poses a vwoltld tactical objective: to convert under—
educated young people into a qualified labour force by

the time they reach working age, and to curb the
growth of anti-social tendencies and behaviou:

[t is important to note that in our experience
the parallel system has thus becomed most effective
instrument of social prevention, which has a specialized
structure in our cau ntyy and includes educationalists,
ps ychologists, psychiatrists and social workers attached
to centres of evalvation and dlagnosis who deal with
south problems coming before the courts, |

The parallel system of education has created new
forms of schooling which are more appropriate and more
interesting. Cuba now has vocational youth schools,
"pre—column” schools and workshop schools of various
types and sizes. The existing day-time youth centres
continue as part of the vocational vouth schools for
the time being.

Besides . lving the problems of abseni=zeism and
wa stage among under=educated young people, the
strategy of these new forms of schooling includes: (a)
the possibility of restoring these young people to the
regular system of education through training in specialized
fields glven in the technical schools; and (b) the creation
of a labour force syfficiently skilled to contribute to the
implementation of plans for industrial development, cattle
raistiy and other serviges.

Py .

He eoncludes that this reform—=-as & those in formal school 5—-

resitlffrom che need to creare a sectalist Soclety:

ERIC
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The last decade (1960-70) coincided in our country with
the national liberation which, supported by its fundamental
achievements brought about the organization of a national
effort on the part of all the social sectors.

The forces unleashed have been both protagonists and
apprentices in the accelerated campaign against the under-
development, This work of transformation and social and
economic construction has also logically included an educa~
tional effort the success of which can be measured by such
achievements, among others, as the literacy campaign of
1961 ana the doubling of school enrolment during the decada.

The first fruits of this drastic educational effort were
the establishment of mass education groups in 1961, since
when growing needs have been overthrowing old structures
and concents and a programme of action has been emerging
with ever greater forcefulness in order better to shape and
adapt education to the characteristics and the needs of the
socialist society we are building. This tremendous under-
taking with the obligation of serving all society as its maicr
orinciple, |s the fundamental resson for the many novel
e:{periments we are making at all levels of education. It
forms the basig of the search for a new kind of education
which will correspond to the new educational trends in
the world and at the same time meet the exceptional situa -
tions we hae experienced In our country since liberatjon,
where priority 1S given to education as a duty and a right of
all and where everyone, from the humblest worker to the
Prime Minister, |s aware of the vital need for education and
its inseparable links with development plans. It was Fidel
Castro who said: "Education is the most important task
this country has to carry out since carrying out its

it

revolution.
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Q . 5-3‘;' Read, G.H. "Persisting Problems in Cuban Education." Phi Delta Kapoan,
Vol.53, No. 6 (February 1972), pp. 352-357.

The author argues that Cuban educationa!l r2forms, although impres-
sive, have been limited by a number of factors, He contends that

...it is obvious that Cuba as yet has not achieved a complete
transform.~ion t= the new socialist society, the new socialist
man, and the new progressive model of education. In fact, a
very traditional and formal system of schooling has been carried
over and perpetuated by the revolutionary government because
of an immediate and pressing need for manpower, expertise, and
a higher level of mass culture and elementary learming.

The destruction of the old crganization of education is a
necessary and even imperative requirement if the final processes
of the Curan Revolution are to be carried on, Structural and
functional reforms in education are relatively easy to manage,
especially on paper when a revolution is concentrated in the hands
of a few who are committed to change. As the attempt to formu-
late the proposed compulsory school law in 1969 demonstrated,
however, real difficulties arise when the leaders undertake to
translate into reality the methods and content they think will en-
able them to reach their revolutionary goals. Yet it must be said
in their behalf that they are persistently seeking to eliminate once
and for all the class bias and social exclusiveness which have
contaminated all of the educational establishments of Latin America.

Major Castro has promised that the 2,500 or more recommenda~—
tions, suggestions, and resolutions of this first congress will be
published in a memoir, This document will require studious and
careful analysis, since it will reveal how the first socialist country,
in the Americas expects to achieve more revolution in its still
traditional model of formal ecducation.

.Q 3 4@ Read,rGi H. "Thg Cuban Revolutionary C;rffensrivé in ?ducagi;g‘ "
v Comparative Education Review, Vol. 14, No. 2 (june 1970),
pp. 131-143,

Fundamental reform of Cuba's educational system, the author indicates,
has been greatly facilitated by Castro's near "total control of everyday
life and actlvities, thoughts and attitudes,..." The Island can at the
present time be characterized 25 a vast reformatory, or, more charitably,
a comprehensive school, with the Party showing no sign of dlscouragement
in its mission to inculcate revolutionary enthusiasm, commitment, and
morale. The leadership has given top priority to rural development and
a regeneration of the masses through education in the spirit of the

Tuly 26th Movement and ldeological evangelism.
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Rodriguez, C. R. "La Reforma Universitaria." Cuba Socialista,

Vol. 2 (February 1962), pp. 22-44.

Rodriguez explains why the Cuban universities are undergoing
sweeping reforms of structure and content. He argues that these
changes are required by the new role unlversities will play in Cuban

national development, in efforts to break free of capitalist dependency.

Varona v Pera, E. J. Las Reformas en la Enseflanza Superior. Habana:
"El Figaro, " 1900. 262 p.

varona, the "father of Cuban education” in the early days of the
5 - - - H 5, =1 =
Republic, argues for positivism and sweeping reforms in Cuba's

archalc university.
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Y L,lg Carnoy, M. "The Economic Costs and Returns to Educational Television.
R Economic Development and Cultural Change, Vol. 23, No 2
(January 1975), pp. 207-248.

The author, from a conflict perspective, rigorously assesses
the claims of education reformers in El Salvador where "television in
the classroom It s bzen proposed as a solution to the problem of providing
'quality' education to the mass of children in countries short of
qualified teachers. "
His findings, summarized below, are of great significance:

1. Is the schooling of children using ETV less expensive
than teacher training? In general we find that ETV requires
teacher retralning anyway and does not provide instruction
cheaper than adding more trained teachers to the school
system. However, ETV can apparently be used to expand
an educational system more rapidly than by training more
teachers.

2. Is the schooling of children more effective (in
terms of their school performance) using ETV than using
teacher-oriented methods ? In general, the data show that
when teachers are retrained to work effectively with ETV,
test scores of pupils exposed to ETV rise more than those
who are not. Nevertheless, it is unclear how long such
greater increases can be contlnued inthe child's school
experience; the data from El Salvador indicate that the
improvement in test scores using ETV are concentrated in the
first year of exposure to the new method. Furthermore, [t
appears that although ETV raises test scores when compared
with traditional teaching methods the increases may not be
significantly different from those obtained when other,
non=ETV innovations are introduced.

3. This leads us to the conclusion that educational
television Is a particularly expensive means of increasing
the amount of schooling available in a society, and, on
a cost-effectiveness basis, an inefficlent way to improve
the performance of papils in school.

But ETV (along with other educational 1 :dia) does have
the advantage of comparatively rapid implementation. In
othar words, even though expensive, its effects of getting
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more children schooled and upgrading the performance

of children attending school can theoretically be felt
within a few years of installation, This leads us to a
series of additional questions which related to the
economic benefits of rapld expansion and upgrading of
the educational system: while educational television may
not be rationalizable in clost-effectiveness terms, there
may be a high economic and social payoff to expanding
the educational system over a short period of time.

4. Is there a high pecuniary rate of return to
investment in educational expansion ? Although rates
of return to schooling app.ar to be relatively high as
compared with other public investments, particularly to
the primary and secondary level, these observed rates
are usually not corrected for the fact that those who get
more schooling also have greater human capital investment
from home. Based on a number of empirical studies, we
feel that the net material gain resulting from additional
schooling alone is not nearly as high as these studies
indicate. Turthermore, a rapid exparslion of sc:hoclmg
would probably drive down the rates of return to school-
Ing substantially, especially at the lower levels of
schooling, and especially In those countries or regions
with little physical capital per capita. TUsing higher-cost
methods to expand schooling-~such as ETV--would also
contribute to falling rates. All in all, then, the argument
that a rapid expansion of schooling has a high economic
vield is at best ambigucus, Increasing the cost of
schooling would decrease what may already be a low
net economic payoff to society.

5. 1Is there a high rate of return to Increased student
performance in school? The evidepnce from several countries
indicates that, in general, the economic pa yoff to incread ng
performance of students in school is higher at lower levels
of schooling than at higher levels. But there exists no
con_clusive evidence that this payoff compares favorably
with that to other public investments or even to the gains
associated with expanding schooling.

6. Does ETV, either through expanding schooling or
upgrading it, contribute to an equalization of Incomes and
consumption or to a reduction of unemployment in the labor
force? We conclude that, although the expansion and
upgrading of schooling through ETV or any other means could




2.2 .44

contribute to equalizing incomes and to the reduction of
unemployment, the education sector can only contribute
to these goals 1f, in fact, political and economic decisions
have been made which will reorganize the economic and
social striucture. None of the ETV projects we reviewed
was carrizd out or was planned to be carried out in a form
which would redistribute education itself or the income
associated with more schooling. Educational television
itself can certainly not be a driving force in the equaliza-
tion of incomes or the provision of employment. Indeed,
the use of ETV and other innovations to expand schooling
may be an effective way of maintaining inequitable social
structures by diverting attention away from the lack of
equal opportunity inherent in most educational and social
structures,

In summary, then, the arguments used to promote ETV
are not persuasive either on cost-effectiveness grounds,
on cost=benefit grounds, or on distributive gr DLlFldS
Although ETV has been pushed hard by media péople and
international agencies, we find that the hard economic
and educational facts which could substantiate such a
promotion are simply not there. it may be that other media
can achieve educational expansion and upgrading at lower
cost, but they too should be subjected to the same criteria
we have outlined here, o

Mayo, ]. K, ,et al. Educational Reform with Television: The El Salvador
Experience. Stanford: Stanford University Press, 1975, L

Using a systems-analysis perspective, the authors present a
technical assessment of how educational television has contributed
to a "natlonal .eform embracing curriculum revision, teacher rraining,
and new concepts of supervision and pupil evaluation. " The study is
advertised as a demonstration of "how-tn-do~it, " of "fow El Salvador
achieved positive results there other countries failed" at educational

reform.
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ol . 3, 4g Ma*ycz! J. Fij and J. A. Mayo. An Administrative History of El Salvador's
Educational Reform. AID Serles in Educational Technology. T
Washington, D. C.: Information Center of Instruc.ional Technology,

Academy for Educational Development. 1971. 83 p-

The history of the administratjve policies of the educational reform
of secondary education in El Salvador Is presented in this report as
a basis for continuing research and as reference for educational
planning. Particular attention is paid to adoption of instructional
television, teacher improvement, preparation of television teachers
and pre-service teacher education as factors in utilization. Curriculum
development as a result of reform is also discussed as well as technical

assistance. C .
7 FWE study combines a systems analysis with a neo-evolutionary

perspective. As such, it is a typical example of AID educational
intervention strategy and supporting assumptions of the 1960's and
early 1970's. The authors conclude that key factors in the reform's
"continued success" seem to be "local initiative and control, inte-
grated change, strong leadership and judicious use of foreign

advisors.. ..

’ ! 4(‘? Ingle, H. T. Television and Educational Reform in El Salvador.
AID Studies in Educational Technology. Washington, D. C.:
Information Center on Instructional Technology, 1973. 114 p.

LY

Educational reform of secondary education continued in El Salvador
in 1972 and instructional television recelved its own facilities and
began operating two channels. New methods of student evaluation and
teacher supervision were introduced. Research was done by achieve=
ment tests and reading tests. Behavloral objectives were introduced
and this made possible a check on Bloom's hypothesis of educational
development., It is doubtful hat the fxy-p@thasis works in El Salvador.
Teacher attitudes and student attitudes toward instructional television
are still favorable although less than originally. Teachers did not have
a favorable attitude toward the profess_i@n; Educational interest of

students was higher causing concern about insufficient places.
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HONDURA 3

2 >, 47 Bardales B., R. ''Secondary Education Reform in Honduras." In Educa-
' ’ tional Innovations in Latin America. R.,L. Cummings and D.A,
Lemke (eds.). Metuchen, N.l.: The Scarecrow Press, 1973, pp.112~119

In describing the 1966 reforms, the author uses functionalist and
manpows-assumptions to explain how and why secondary schools will ¥
be brought into ¢greater harmony with national development needs:

The secondary reform project in Honduras will completely
transform the educational system during the decade of the 1970's.
The extensive planning has rasulted in a balanced attack on all
the old problems which traditionally face the secondary systems
in Latin America. The hope i% that this transformation will help
supply trained individuals to fill the gap of middle-level manpower
positions which Honduras so desperately needs to develop and to
better prenare individuals to live in the world of the 20th century.
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Foner, N. Status and Power in Rural Jamaica: A Study of Educative and
Political Change. New York: Teachers College Press, 1973.." P

The analysis of national education for rural Jamaica shows that the
7 v

L # . .
i A ey M

attempt to "Westernize" curriculum and pf@vidéfﬁagricu'itgral training in
schools has met with difficulties because "schooling is desired precisely

in order to qualify for nonagricultural occupations, " +p355+—

Kif}:aldy‘j T. .'"Equal Upr Yourself': TJTamaica's Literacy Drive, "
New Society, Vol. 33, No. §77 (September 19753), pp- 692-693.
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Schooling in Revolutionary Mexlco. Doctoral dissertation, MEXICO
7 University of Connecticut, 1974. 24S p.
T N  SUr - S e 4’ A N PLos e LY ‘*" ..
L &.é:{ L "J L 11 1 3 ; B

2.3 52 Myers, C. N. Education and National Development in México.
Princeton: Industrial Relations Section, Depaftment of

Eccznomms, Princeton University, 1965. ' s

,L'ﬂl; 4=..*¢e-ﬁ_; . AL ;’E';; s;xv"i‘;‘hr" PR R S St \?J

'E:?{P}péfsmggtﬁ%%;\that rural éducatian ref@x"ms in

| México following the revolution have largely failed for lack of far-
sighted regional planning and an efficient "fit" between what the rural
schools provided--and what Myers views as the nation's human
resource needs for technological development.
He concludes that

The less developed and predominantly rural regions of
Mexico endured the worst abuses of the Diaz Regime and
radicalized the Revolution that overthrew it. The primary
demand was land reform, and after some initial hesitancy,
the new governments gave increasing priority to redistri-
bution of land and provision of education for the new
landowners. Manpower and materials for this effc:rt waeare
severely limited, and the choice was between improvised
education or none at all. The rural schools and the Cul-
tural missions that supported them were the most important
products of the experimentation and reflected the high
priority assigred to it. But the land reform and the educa-
tion that accompanied it were only the first steps in
developing the backward regions. Land reform without
new technology and education designed to improve but
sustain old patterns of life in small, self-sufficient com-
munities are static conceptions. The "planners" of the
reform decades did not anticipate rapid population growth,
development of new economic activity, or large-scale
internal migration. They did not foresee the need for
changes in land use or the importance of modern agri-
cultural technology. Human resource development in
the less advanced regions was thus concentrated on edu-
cation for a pattern of life that was viable then but has
become legs viable since.

After 1940, the pricrity assigned to these regions
declined, and the poorer states have had to depend to a
greater degree on their own resources. Ironically, pri-
mary schools in the rural areas adopted the urban cur-
riculum, a sStep not accompanied by the increased effort
or the fundamental economic and social investments neces-
sary to make it work, Post-primary education in the cities has
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grown very slowly, agricultural education has not been
provided, and the extension service has had a limited
impact. The educational attainment of tfiéj?fp"éﬁulatiaﬁ is
stil]l far below the national average, and high=level
manpower necessary to expand education, carry out
programs of investment, and increase econcmic growth is
in short supply. Under these cireumstances, the launching
of the literacy campaign and the adoption of the urban
curriculum could have produced only limited results.

These measures were little more than orphaned segments of
a larger overall strategy that must eventually be applied.
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Tannenbaum, F. Peace By Revolution: Maoxico Alter 190100 Tiew

vork: Columbla Ualversity Prezs, 193d. a0 o
In Chapter 25, "Difffculty and Achlovement in Dducation, " the

author contends that with ragard tu MAxico's rural education reforms,
"a5 the Revolution provided the impulse for the movemant, so it pro=-
vlded the Instrumentalities. " He argues that critcal factors In the

reform's "success" were the misslonary zeal of young revolutionary

[i. e., largely mide - class] university studenls, aud the laspirc
leadership of Mirister of Education Vasconsnlos.

The following summary evaluation clearly indicates the author's
liberal bias, his view that more equitable access to education will
somchow produce a more "equitable soclety. "

In addition to the traveling cultural missions, tha
rural normal schools, and the permanent cultural  is-
sions, there was, until recently, also a school for
Indians located in Mexico City, which admitted only
pure-blooded Indian boys frem the mountains, provided
them a three-vear course and prapared them to be
teachers. The school was interesting and valuable as
a manifestation of the changed spirit in Mexico toward
the Indlan. and was a symbol that the Indlan had come
into his own. It stood also as a proof ta the City of
Mexlco, which has for so many centuries been the
Indlan's greatest enemy, that the imputation of the
Indlan's inferiority came out of a prejudice originating
with the Conquest. For the fact secmed patent that
these children, taken from the most backward areas of
Mexico, showed within a very short time an aptitude
and ability that gave them a scholastic status in the
regular schools equal to, and not Infreguently superior
to, the children of the city. In fact, so striking was
this manifestation of scholastic aptitude that it caused
no little comment and helped to strengthen the conviction
that the ancient imputation of inferlority is unjustified.
This school was recently closed because it was too

expansive and beccuse it had sarved its purpose. [sic. ]

219



O

ERIC

Aruitoxt provided by Eic:

1t . a REHEETT SRR CNTENSTRTES PN S XSV IE B PUY IR FESCR I E PR RS PR TR IR TT
Poosbieroad Prooos o, Py =197074 Prove fooraad Do optation, g
; . 1
coradty o Wineonotn, 1/ D
il fipd pboabuns Tooctovn oo ona b ctooy e Ll oea
. - 1 H 4 - I = : 3
ST Ot e b . shpen g el

oronbesr ey Mesie

STRETVIRY TR HATRIET!

Lo 1% ‘I*u“i;if

inocdnicators

sotghn

'

Fey iyl i“’mlu it

noscelety manipilol :lv Iy v broeois

1]

Tiv. s
lopliiloieidin Tan

[ .
i

B I TA UE BT

workoers' productivity by imparting manual skills and o

sedreentifie attitaede

diccipline and cunscientious

-

gy odempening clags connoion e

eat] on=ntate,
What makeos Ul

that hooweon 1910

in owhiich e urban

fontedd their ol

3

towsredd by worled, Dy binposineg foduteigl

attitudes toward work, and

ooto ensure Loyoliy e che

s procoss tutoresting and conclusive io

and 1920 Mesio

- i P
WOkt olaag

cndiieators wora therefore «
corne with quelling working clans
wan for them a means of incorporating the lower classes

noruld

spee id

cuoan oocdiont and wroductive Ial

stote thew conld cont

guals continuity be

calots was profound.
fors shaared aosimtlar
projudic

ol values, goals,

urn imnosond on the

[n Chapter 5, she owamines

vanociatod with

José Vasconcelos,
Reevolution (1920-1

rol.

S RUSY

school

This T

o experfonceod o revolution
diid Lhe peasaniiey nieani-

b

pALde L

L gro b
Iy artic ll]d[(‘ in thelr con-
disaffoection: e :".(,,‘.I"H.:\i_)l

or foroe Into a natfon-

arguoe that in educational

1 pra- and post-revolutionary adu-
Pro=and post=revolutionary »duca-
Surcpoanized middle claogs porspectivo
s, and fears which they in

svstem they croaterd.

numbeaer of nationwide reforms

first minister of education aftoer the
Hailed as the initiator of modern

924),

rducation in Mexlco, Vas

schools and articu

lated

i3

sconcelo

3 launched a crusade for

theory of cultural nationalism

which impreasaed intellectuals in

the 1Tnited States,

i developmoent, feqr o}
‘evulsion against non-Euro

[She 5!

.),]h

’U\

Latin Amo rica, Burope, and
iz cultural naticnalism
a United States model

je
hﬁ warking classes, and a general
ean Mexico. ... Vaszoncelos'



w13

cinsades for sohools was an oot 1o co~apt and

nevtralioe the werling elam oo, o0 Mesrfean edueator: e

art bo o dampson ravolationary agitation and to create lovalty Lo

the notion=—sidbe, cThapter eofght analyeos history texts aeed from
920 1o 1929 to deveasirate the degree of alass stratiticntion
thoy engendared by cisparaging the indigoenous races and the
poor whitle lauding the cultivated, Turopean anper aclagsos.

The tenth chofor coramines the Actlon Sche 1 the
ldeas of John Dewey and Introduced in 1924 to increase
workling clazs productivity. In this chapter I seek to
emphasize the extremely limited opportunitics for social
mobllity through the school system anc the deslre of policy
makers to enhance the working capacity of Mexicans within
the strota inte which they had been born.
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The: most serious obstacler, he nores have resulted from lack oy

resoureen:

Fvaluation and reformulation are bullt-in components
ot the Reform program. Ags previously noted tw the Mintstry
has conducted a formal appraisal on an ongoing basis; then
there are appraisal inputs from visiting consultants and
project teams such as that of UNESCO/World Bank. In
genaeral the synthesis of convnants Lo date have indicatad
resources shortfalls in time and talent--men, money and
material. Therefore the time frame of the Reform has bean
recast from 19705, then to 1578 and now finally set at 1980
for full implementation.

The Plan for Transition of the System is being revised
accordingly having been described by a top education adviser

avatilable to us ai present. " More emphasis is now being
placed on training of personnel in technical and practical
techniques of administration and reaching in lieu of the
"concientizacién" philosophical focus of some programs
a year ago.
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200 ¢ Alessandro, J. V. An Experiment to Assist the Decentralization
Process in Region VII, Trujillo, Peru. Cultural Foundationz of
Education, College of Education, Pennsylvania State Universitv,

Feburary 1976, (nimeo.) 7

i

Obsarves that the Peruvian Bducational Reform Movement has

sought a major reorientation of the entire national learning complex:

The system was to change from a highly centralized structure
of a rigid public formal educational system with individual
and uncoardinated private and non-formal schools existing
in isolation, and basically oriented to a limited part of the
traditional school uge population, to a community con-
trolled "nucleo" strusture with the capacity to coordinate
serve the needs of all individuals throughou. their life

times. These learming resources were to be orqganized to
serve three different levels; initial (overall child develop~
ment), basic, and higher education.

The most innovative aspects of this structural
transformation, according to the Reform designers, were
the following: (a) priority attention to be given initial
£ ation for both children and parents (involving close
inter-ministerial coordination on programs): (b) an
okbligation of private schools and non-formal programs to
serve the "nucleo" sysiem in an effort to meet the needs
of all members of the community; (c) the transferral of
students from non=formal to formal programs as it would
assist individuals to meet their needs; (d) the automatic
movement of students from each of the three basic levels
to the other; (e) the absorption of the upper secondary level

by higher education; (f) the elimination of age as a
qualification for learning at any particular level; (qg)
utilization of the ESEP level (Escuelas Superiores de
Educacidén Profesional) or a non-formal vocational training
course as a determining factor for access to higher
education.
Concludes that
The decentralization of the educational system into

educational Regicns, inio Zones (33) and into "Nucleos®
(135 at present with a view to 1000 in the immediate
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future) would need competent, well trained professional
educational leaders. The almost complete lack of any
well defined and integrated program for in-depth training
of Educational Adminlstrators would indicate that the
selection process of school administrators is based
more on Influence than professional commitment and
professional competency. Therefore, hopes for an
improved teacher=learmming situation and all out com=-
munity involvement seems like a far reaching goal that
has little or no chance of being achieved.

In the absence of effective leadership at the Regional
and local levels the Ministry of Education continues to
exercise control as before the Reform, therefore the decon~
tralizetion process is slow moving and non-existent in some
areas. At the same time that the Ministry is concerned with
minutia, there is no high level administrative entity free to
make continuous evaluation of prograss, to change direction
in light of new developments and to look forward to develop=-
ment plans for the future.

ThHe need for the strongest leadership is where it is
weakest., Teachers are invited to participate in the administra-
tion of the Nucleo centers and it 1s here where the selling
job of mounting community interest, cooperation and par-
ticipation is the most difficult. It is at this level that the
Reform has a long road ahead. There is a long history in
this country of looking to the Central Governnment for solu-
tions to all problems and it is difficult to change this mentality.
Effective trained leadership and nothing less will give the
Refcrm the expected widespread lmpact it is seeking.

2-3 ' 517 Ampuero, M. "“Reforma educative avanza para consftruir una nueva
sociedad [sic. . " La Crénica (Lima), (May 14, 19 ), p. 2.
TNDARZ W
The auth:ﬁ\és;-ﬁ”ﬁ that
I
Peru is developing a profound educational reform to carry out
a radical transformation of the country's socio—economlc
structures. .. and to create a new society based on justice
and liberty.
i

Ry PUCIPE
I hrgues that

the new education will make possible a "new Man" for
this new society. "

The problem, however, is that the national teacher corps "is

not participating in this political action.”
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5'(3 Bizot, J. Educaticnal Reform In Peru. Paris: UNESCO, 1975. 63p.

The author explains Feruvian attempts to-