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Foreword

KAREN L. BIRAIMAH

REMEMBERING THE PAST — ANTICIPATING THE FUTURE
Reflections on the BCES's Jubilee Conference

It was a beautiful, crisp fall morning when we landed in Sofia. It was my first
trip to Bulgaria, and my sister’s first trip beyond North America. We were met at the
airport by two of Professor Popov’s graduate students. The decade-long adventure
had begun; culminating in this year’s Bulgarian Comparative Education Society’s
(BCES) Jubilee Annual Conference on International Perspectives on Education.
Born out of a tradition of impeccable planning, warm hospitality, and a desire to
contribute to the global comparative education community, Professor Popov and his
colleagues at Sofia University worked tirelessly to plan a series of annual
conferences, each exceeding the achievements of its predecessor. Building upon a
small base of diverse scholars, that first BCES International Conference on
Comparative Education in Teacher Training in 2002 was a unique blend of seminar-
style collaborative learning and family-style cultural immersion events. Launched by
a splendid reception, those first attendees were introduced to a level of hospitality
simply unrivaled by other conferences.

Though I've attended a myriad of professional conferences, the BCES
conference became a unique introduction to the people and cultures of Bulgaria, and
to an academic format that modeled a truly inclusive learning community. During
those early days we were more like a family than a group of scholars who just
happened to come together for a conference. This small group of learners shared
knowledge, research and perspectives in seminars that valued the thoughts and lived
experiences of every participant, while providing opportunities for us to get to know
our colleagues as unique individuals. We also enjoyed unparalleled access to
Professor Popov (and occasionally to his family as well), an almost unheard of
practice by program organizers of “other” conferences. We explored the history and
culture of Bulgaria through shared tours, dinners, and walks about Sofia and
Plovdiv. Some of us even shared a family dinner at the Popov’s home. What a rare
treat!

During those first few conferences, attendees often boarded buses together to
explore Bulgaria from a collective perspective. These adventures, which introduced
us to a slice of Bulgaria while building camaraderie, will remain etched in my
memory. Of course there were fabulous “photo opportunities” of Roman ruins
(which continue to take the breath away from North Americans who view history in
centuries, not millennia), and the unparalleled beauty of the Bulgarian countryside.
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But perhaps more importantly, there were those small moments in time when we
enjoyed the company of our colleagues, a time when we began to view them as
fellow explorers of the human condition, rather than presenters at yet another
conference. | will always remember that moment in Plovdiv when our walking tour
was halted to enable a colleague to leap into a phone booth to check on the welfare
of his family back home; the coffee shared at sidewalk cafes when we simply
couldn’t take one more step without a caffeine infusion; or the heartwarming
moment when we all lifted our glasses to celebrate a wedding anniversary. Precious
moments shared not by colleagues, but by friends.

The overwhelming success of those initial conferences led to the inevitable. We
had to share our priceless and well-kept secret with an ever increasing community of
scholars. And with that growth came many challenges, as well as opportunities as
the BCES conference adjusted to meet a growing “economy of size”. As conference
attendance grew the program and format became more complex and formal, and it
began to reflect that overly familiar conference formula we had all experienced
elsewhere, but had secretly hoped BCES would ignore — forever! That rather selfish
desire was not fulfilled, and we began to gain an ever expanding circle of
colleagues. Lost was that intimate community of scholars who had learned as much
from their shared cultural travel and immersion activities as from their academic
sessions; and lost was that cozy intellectual environment which was gradually
replaced by one that included a much broader and robust conference setting. Not a
bad thing; yet a sad thing.

Yes, the time had clearly come to share our treasure with others, and a painful
yet necessary metamorphosis occurred — much like those bittersweet moments when
a parent realizes that their child must move on to a broader world and a more
independent life. Success often brings a moment of sadness when we acknowledge
that a fond memory is just that. Likewise, those earlier BCES conferences have, by
necessity, faded into our collective memories, being replaced by a more mature
academic endeavor, even more capable of contributing to comparative education in
the globalized world. As this occurs, my only wish is that these conferences will
continue to include aspects of that warm, intensely personal, and rewarding past as
they move forward into their next evolutionary stage.

Prof. Dr. Karen Biraimah
University of Central Florida
Orlando, Florida

USA
Karen.Biraimah@ucf.edu
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Editorial Preface

NIKOLAY POPOV, CHARL WOLHUTER, BRUNO LEUTWYLER, GILLIAN
HILTON, JAMES OGUNLEYE, PATRICIA ALBERGARIA ALMEIDA

AN ESTABLISHED CONFERENCE TRADITION

This volume contains papers submitted to the 10™ Annual Conference of the
Bulgarian Comparative Education Society, held in Kyustendil, Bulgaria, 12-15 June
2012. The overall goal of the 10" BCES conference is to facilitate discussion of
different perspectives on international education providing a forum for scientific
debate and constructive interaction in a multi cultural social environment such as
Bulgaria.

This is a jubilee conference. Ten might not mean too much for large scholarly
societies in other countries, especially in the Western world. However, for a small
society like BCES ten means a lot. It means trust, international recognition, constant
interest, well-developed academic cooperation, and the most important — it means an
established conference tradition.

The BCES Conference Development

In the past ten years, the annual BCES conference has cultivated a platform for
scholarly exchange and stimulating academic debates, discourses and ideas beyond
disciplinary boundaries.

The 1%, 2" and 3 BCES conferences were strongly focused on Comparative
Education and Teacher Training and on their pivotal issues in the light of
globalization, internationalization and regionalization. From the 4™ through to the
10" conference, as a result of the increasing interest in this forum, other fields such
as, Education Policy; Reforms and School Leadership; Higher Education, Lifelong
Learning and Social Inclusion; History of Education; Learning and Teaching Styles;
Lisbon Goals and the Bologna Process; Child Psychology and Special Education —
have permanently or sporadically been included in the conference programmes.
Thus, year by year, the conference has increasingly integrated various fields in order
to respond to participants’ interests and to explore relations and connections across
the traditionally established perimeters.

The annual BCES conference has not only succeeded in placing on the world
map of Comparative Education a part of the world (South-East Europe) so far
neglected by the global fraternity of Comparative Education scholars, located as
they are mainly far away in the three nodes of North America, Western Europe and
Hong Kong; but under the aegis of this conference, particularly Thematic Section 1
(which focuses on Comparative Education as a discipline and its place in teacher
education), groundbreaking work in Comparative Education has been done with the
publication of the volume Comparative Education at Universities Worldwide
(Wolhuter, Popov, Manzon, Leutwyler, 2008), of which the third, expanded edition
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will be launched in 2012. Furthermore, the equally momentous two volume
encyclopedia of teacher education worldwide International Handbook on Teacher
Education World Wide, Volumes | & Il (Karras & Wolhuter, 2010) was conceived
largely within this thematic section, and many of its authors were recruited from
delegates of the 7" and 8" BCES conference. Another Comparative Education
project on teacher images was hatched at the 9" conference, culminating in a book
also to be launched at the 10™ conference. Countless other projects were explored or
promoted at these conferences, such as a textbook for a Comparative Education
course at Mount Union University, Ohio, USA.

Besides the conference book, which enters its 10" volume this year and which
provides a platform for conference participants to publish their scholarly work, the
conference features additional events such as book launching, continuous
professional development workshops and an international roundtable on higher
education, lifelong learning and social inclusion.

As international dimensions have increasingly entered the national educational
systems all over the world, the specific comparative perspective, as it is explicitly
cultivated in the BCES conferences, has gained importance and relevance. The
BCES contributes with its conferences, therefore, to an increasing awareness of
international references and a better understanding of global transformations and
their implications for different local contexts. Against this background, the BCES
conferences have established a distinguished tradition of developing and elaborating
a refined understanding of the complex interrelations and interdependences between
historically and socio-culturally contextualized local situations and global
developments.

The Bulgarian Comparative Education Society

The Bulgarian Comparative Education Society (BCES) was founded in Sofia in
October 1991. Since March 1992 it has been a constituent member-society of the
World Council of Comparative Education Societies (WCCES).

BCES is registered as a non-profit, non-governmental organization. It focuses
on: organizing international conferences; doing comparative education studies;
coordinating international research projects; supporting publications on problems of
education; organizing study visits to Bulgaria for foreign students and teachers;
publishing books on comparative and international education.

BCES topics of special interest are: comparative education as a university
discipline; pre-service and in-service teacher training; education policy at
international, national, regional and local level; new practices in preschool, primary
and secondary education; reforms in higher education.

Organizing its annual conference is the BCES way of making itself an integral
part of the international comparative education community. BCES has put Bulgaria
on the global map of comparative education and this is attested to or reflected by the
range of quality papers that the conference continues to attract to its thematic
sections. As the annual conference enters its 10" year, it is hoped that participants
will continue to make BCES conference relevant to global comparative education.

In 2011, BCES celebrated its 20" anniversary. Erwin H. Epstein, WCCES Past
President, wrote in his message to BCES on that occasion (Epstein, 2011):
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Luckily, the comparative education world recognizes the work of
Bulgarian comparativists by virtue of the vigorous activity of the
Bulgarian Comparative Education Society, and especially the work
of Nikolay Popov. Since its founding, that Society has made its
presence felt by its meetings that have been open to all
comparativists and by its energetic involvement in the World
Council of Comparative Education Societies. When some other
comparative education societies failed to live up to their World
Council obligations, the BCES always conscientiously complied.

Other contributions that BCES has made to the field were attested to by Mark
Bray, WCCES Past Secretary General and President, in a letter to BCES (Bray,
2011):

Among the significant contributions that the BCES has made to the
international arena has been the publication in English of a series of
volumes on such themes as comparative education and teacher
training, and on comparative education in universities worldwide.
These stand as monuments in the field, and are evidence of the
energy and commitment of a core group of BCES scholars working
with international counterparts.

In converse, the BCES played a very significant role when it
translated into Bulgarian the 2003 book which emerged from the
11" World Congress of Comparative Education Societies held in
Korea. That book, of which | was the editor, was entitled
Comparative Education: Continuing Traditions, New Challenges,
and New Paradigms. Bulgarian was the first of eight languages into
which the book was translated.

On a similar note, | recall that your chapter was among the first to
be submitted for the book that was in due course entitled Common
Interests, Uncommon Goals: Histories of the World Council of
Comparative Education Societies and its Members.

This Year’'s Conference Theme

This year’s theme, International Perspectives on Education, could not have
been more appropriate for a forum that, to all intents and purposes, represents the
hallmark of excellence in South-Eastern Europe. With the international dimension of
this year’s theme, it is envisaged that this 10" BCES will continue the tradition of
facilitating international cooperation and information exchange for the development
and advancement of comparative education, where the sharing of ideas and
knowledge inspires, guides and promotes excellence in curricula, teaching and
research.

As Alexander W. Wiseman writes in the Introduction to this volume (p. 17):

International perspectives on education have been characterized
both by tremendous growth and variety since those first travelers’
tales. This ebb and flow of growth and rejuvenation is a natural
cycle, but one that often causes uncertainty or questioning among
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educators, scholars and professionals in the field. Debates ensue in
any field about its future and what is best for it, but the future of
international perspectives on education is especially contentious
because it is fraught with disagreement about who has the power or
authority to make system-wide educational change and how they
will go about doing it globally, nationally, locally and even in
individual classrooms and communities.

The future of international perspectives on education is determined,
in part, by where international comparative education research
comes from and what it represents. Emphases in international
perspectives on education are traditionally on the phenomenon of
policy borrowing and contextual differences. This suggests that the
mechanisms for comparison and the professionalization of
international comparative education study and influence are ripe for
analysis. International comparative education research and study
will continue to play a significant role in the development and
reform of educational systems and schools worldwide.

BCES Conference Book, Volume 10, 2012

The volume consists of an introductory chapter by Alexander W. Wiseman and
65 papers written by 107 authors and grouped into five parts:

1) Comparative Education & History of Education (14 papers)

2) Pre-Service and In-Service Teacher Training (7 papers)

3) Education Policy, Reforms and School Leadership (12 papers)

4) Higher Education, Lifelong Learning and Social Inclusion (24 papers)

5) Learning and Teaching Styles (8 papers)

Special thanks to all authors of papers who contributed to Volume 10. It is
hoped that this publication will be useful and interesting to a large circle of readers —
students in education programmes, university and college staff, researchers, experts
and administrators, school principals, education policy makers.
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Introduction

ALEXANDER W. WISEMAN

A FRAMEWORK FOR UNDERSTANDING INTERNATIONAL
PERSPECTIVES ON EDUCATION

Abstract

International perspectives on education have existed since the first world
travelers brought stories back from their travels abroad, but the ways these
perspectives are presented and understood varies as much as the cultures and
communities themselves. This introduction to international perspectives on
education provides a framework, which relies on conceptual, comparative,
problematized and cultural understandings of education, both within and across
educational systems worldwide. Conceptually, international perspectives on
education are framed by the dual elements of both globalization and
contextualization. Within this broad framework, comparative perspectives of
education worldwide are characterized by assumptions about educational access,
accountability and achievement. Problematizing international perspectives on
education requires recognition that many, if not most, perspectives fall along a
sliding scale from acceptance of to resistance against the mass education model,
which has become ubiquitous worldwide. Likewise, cultural understandings of
education from international perspectives address both the culture embedded in local
and native communities, but also a culture that has become endemic to the
institution of education itself. This introduction to international perspectives on
education concludes with a discussion of the possible futures for the international
comparative study of education, and how topics and trends are both varied in their
topics, but limited in their scope.

Introduction

The role that education plays worldwide is both breathtaking and conflicted. It
is a tool for the development and emancipation of oppressed peoples and it is a tool
for their enslavement. Education is a way to individually liberate minds and create
opportunities for social, economic, and cultural development, and it is a way to
monopolize opportunity and crush independence. And, not surprisingly, education
varies between these extremes. This is the dilemma of international perspectives and
the complexity of education as a global phenomenon.

Understanding international perspectives on education requires an examination
of education both across and within systems, cultures, and communities. As a start,
consider the two quotations below. These quotes from Nelson Mandela and Paulo
Friere give us two voices both emanating from within specific contexts. Each of
these quotes comes from a revolutionary thinker and leader. Each of these thinkers
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was passionate about education and saw both its potential and its pitfalls. And, each
of these perspectives is in many ways in complete contrast to the other. One presents
the potential over the pitfalls and the other emphasizes the pitfalls over the potential.
But, the contrasting visions regarding education from Mandela and Friere also
demonstrate the struggles that exist in the study and analysis of education from
international and comparative perspectives. Consider first the promise of education
described by Mandela (1995, p.194):

Education is the great engine of personal development. It is through
education that the daughter of a peasant can become a doctor, that
the son of a mineworker can become the head of the mine, that a
child of farmworkers can become the president of a great nation. It
is what we make out of what we have, not what we are given, that
separates one person from another.

Now consider the pitfalls of education described as cultural invasion by Friere
(1986, p.150):

All domination involves invasion—at times physical and overt, at
times camouflaged, with the invader assuming the role of a helping
friend. In the last analysis, invasion is a form of economic and
cultural domination. Invasion may be practiced by a metropolitan
society upon a dependent society, or it may be implicit in the
domination of one class over another within the same society.

In some ways, Mandela’s statement suggests a recognition of the globalized
nature of education and how to appeal to the benefits of education that result from
its globally-valued status and ubiquitous presence. Friere’s statement, in contrast,
highlights the ways that contexts determine the role education plays, and his
conviction that it will always serve the dominant groups and individuals in every
society, economy, and nation. In other words, Mandela and Friere provide two ways
to understand the contribution of globalization and contextualization to international
perspectives on education.

Globalization and contextualization are the predominant conceptual frameworks
for most international perspectives on education because they represent both the
conflict and the compromise that is inherent in education worldwide. Globalization,
which is sometimes defined as the internationalization of ideas and institutions, is a
universal concern at all levels and in all functions of society (Astiz, Wiseman &
Baker, 2002). Globalization refers to a variety of political, economic, cultural, and
social changes that transform our world (Spring, 2008). Countries are increasingly
interconnected by flows of information, trade, money, immigrants, technology, and
culture. Transnational corporations and political organizations interested in
education (e.g., the United Nations, World Bank, OECD, and IEA) have grown in
size and influence, as have the organized social movements that either lobby for or
oppose them.

International perspectives on education often point toward globalization as
either an impetus or as an outcome of educational phenomena (Jones & Coleman,
2004; Kamens & McNeely, 2010). The balance between globalization and
contextualization has been debated in the field of comparative and international
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education since its beginning (Manzon, 2011). Comparativists constantly ask
whether we are and should be more interested in global trends or in the unique
situations and experiences that are influenced by global trends and factors (Arnove
& Torres, 1999). And, as a result this question has become fundamental to all or
most international perspectives on education.

However, the dual process of contextualization is equally important to
international perspectives on education (Theisen, 1997). “Education” as an
institution extends beyond and perhaps even engulfs the formal schooling
environment. It occurs in private settings, such as homes and families, and other
public settings such as playgrounds and workplaces. “Education” is also bigger than
the phenomena of teaching and learning. It includes organizational, psychological,
sociological, historical, and other phenomena as well (Cummings, 1999). From this
perspective globalization has a moderated effect on schools and communities
because there are layers of contextual or environmental influence. In other words, it
has become impossible (or at least inadvisable) to analyze phenomena at any level
of school or society without considering how these phenomena are contextualized
(Crossley & Watson, 2003).

Context is not something that is limited to only one theoretical perspective or
research method. Both macro and micro theories, research, and cases help
researchers and policymakers understand the importance and impact of context on
education (Ragin, 1989, 2008). Comparativists are particularly interested in
educational change and the ways that formal education either impacts or is impacted
by differentiation by race, class, gender, and other characteristics of individuals and
communities (Manzon, 2011). In particular, they investigate the ways that
expectations and assumptions both about education and about community are shared
or commonly experienced in remarkably similar as well as remarkably different
contexts.

International perspectives on education largely take the role of comparisons,
which provide a way to evaluate educational process and product (Baker &
Wiseman, 2005). These comparisons are of the educational systems, contextualizing
and penetrating characteristics of society, and specific situations in schools and
classrooms. International comparisons of education allow for the unique and
sometimes useful activities of benchmarking and modeling, but they also provide a
forum for unnecessary criticism as well as inadequate comparability (Epstein, 2008).
Still, comparison is the language of international perspectives on education, and
although there are ongoing debates about the “why”, “what”, and “how” of
international perspectives on education, the importance of comparison remains
valuable to these perspectives whatever the point of view.

This introduction to international perspectives on education begins with a
grounding in the importance of comparison for both international as well as
specifically-situated analyses of and expositions about education worldwide. This is
followed by several sections that discuss the contrasting perspectives of
globalization and contextualization of education worldwide, the discipline-base of
international comparative education research and study, the emergence of education
as a global cultural phenomenon, and the future trends and topics that international
perspectives on education point towards.
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The Importance of International Comparison

It is natural to compare (Epstein, 1994). Comparisons are how progress is
measured, accomplishments are tracked, and conditions are described. Comparison
is the basic building block of information gathering, decision-making, and
assessment. Comparison has always been a ubiquitous component of both formal
and non-formal education (Wiseman, 2010). Comparative methods have been
famously used by some of the greatest classical thinkers in the world from Socrates
to today. International comparisons have a long tradition among scholars,
professionals, and laymen throughout history as well, but the formal science of
international comparisons of education has a more recent history. Structured and
systematized educational comparisons began to be institutionalized as part of
university study and educational policymaking at the beginning of the 20" century
(Wiseman & Matherly, 2009). About 100 years later, international comparisons of
education have become ubiquitous as well. Yet, even with the familiarity and
constancy of international and comparative education research, data, and
discussions, there is still significant discussion about what international perspectives
on education are, what they should be, and where they are going.

Like much of educational research and study, international perspectives on
education rely upon the theoretical and methodological base that the social science
disciplines provide. As a result, many of the formal or systematically-applied
international perspectives on education tend to have a particular theoretical and
methodological approach to educational phenomena. Like much of educational
science and research, international comparative education is founded upon core
social science disciplines’ theories and methods (Ross, Post & Farrell, 1995).
Economics, sociology, and political science are some of the most frequently applied
disciplines to the study of international education phenomena.

The comparative method is something that has been discussed, but not decided
upon since the advent of formal and institutionalized international comparisons of
education. Ragin’s (1989) comparative method for the social sciences template for
international comparative education, and is worthwhile to consider as one of the few
attempts to bring comparative research under one methodological umbrella, so to
speak. Yet, there have been many earlier attempts to systematize international
perspectives on education. These earlier attempts addressed the importance of
context where travelers’ tales were told as accounts of the social and educational
experience in “foreign” lands (Noah & Eckstein, 1969). Consequently, the defining
characteristics of international perspectives on education are not the disciplinary
bases for the theoretical and methodological frameworks that are used to study
education worldwide. Instead, these frameworks provide a base for larger
discussions of identity, culture, and value as both represented and disseminated by
education around the world.

In order to understand what international comparative education is, the value
and importance of different international perspectives on education needs to be
identified. North American and European perspectives on international comparative
education dominate the research and policy discussion, with African, Asian and
Latin American approaches either aligning with or complementing the traditionally
Western cultural and economically developed countries’ agendas (Benveniste,
2002). Out of these predominately Western perspectives, which are modeled and
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borrowed worldwide, comes an increasingly overt emphasis on comparison.
Specifically, the most valued international perspectives on education are the result of
comparison. Educational researchers, policymakers, and even the general public
have placed increased importance on international comparisons of education for
understanding, making decisions about and assessing the quality of educational
systems, schools, teachers and students.

International comparison has become the main tool and avenue for
understanding how mass education has expanded worldwide and what it does to
change both individuals and societies. Formal mass education is increasingly and
fundamentally how individuals, communities, and nations know who they are.
International perspectives on education and the comparisons that result are also
increasingly responsible for defining which knowledge has value and how
knowledge economies develop. Even though knowledge production and
dissemination has played an important role in societies and economies throughout
history, the spread of mass education systems worldwide developed alongside the
ability for knowledge itself to be the commaodity rather than the tool. As a result, a
framework for understanding international perspectives on education needs to
recognize and address the role that education plays in the creation of or resistance to
the development of certain knowledge economies. But, international perspectives on
education are not limited to knowledge and economic production. The permeable
nature of education and its importance not only to individuals but also whole
societies has led to its elevation as a key tool for social development.

Education has been called a “social vaccine” (Baker, Collins & Leon, 2008),
which can prevent or cure everything from national economic problems to the
spread of HIV/AIDS. These extreme expectations often overreach the impact that
formal schooling can reasonably have, but the impact of school is surprisingly
strong given the odds against it in some contexts. In fact, the social impact of
education is in large part determined by context. For example, identifying which
educational “crisis” factors are shared with other nations around the world, and
which are unique by context and community is just as important as knowing what
teachers do and how students learn. Education’s relationship to society determines
what a “crisis” looks like and how the role of education and educational quality is
both assessed and communicated to policymakers and public stakeholders.
Therefore, international perspectives on education increasingly and comparatively
address the social importance and impact of education worldwide as well as its role
in knowledge production and economic development.

As the role and importance of education has spread worldwide, so has a set of
customs, traditions, rituals and expectations specific to formal schooling. These
educational expectations and associated activities have been frequently copied,
coercively assigned and passively evolved to the point where formal mass education
— what is typically called “school” — has become an institutionalized characteristic of
almost every community and system worldwide. For better or for worse, institutions
like mass education have a “taken-for-granted” quality. In other words, they
typically have stable rules, roles (e.g., student or teacher) or behaviors (e.g., whole
class instructions) that are universally accepted as “normal” even when they deviate
from traditional social and cultural norms. The normed expectations that result from
educational institutionalization and their impact on both the educational process and
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product is subject to many different interpretations, depending on one’s particular
ideology and perspective. This taken-for-grantedness also makes education as an
institution difficult to analyze. But, international perspectives on education must
identify the effect of core institutions like schooling across systems, cultures and
communities as well as within those same systems, cultures and communities.

Globally Shared Expectations

Why do educational policymakers and the general public in countries around the
world seem to remain constantly disappointed by their educational systems, but
eternally hopeful in the promise that education holds? And, how does this
knowledge transform international perspectives on education? Three key phenomena
of international perspectives on education are relevant. One is “achievement envy.”
A second is the “accountability expectation.” And, the third is “access entitlement”
(Wiseman, 2005).

Achievement envy is a result of competition, whether it is economic, political,
or otherwise. The dominant Western educational model includes the expectation that
individual students, schools and systems compete, and alongside the competition
expectation is the belief that progress is the result of change. In other words,
international perspectives on education often address (either directly or indirectly)
the normative expectation that progress happens when positive change occurs —
whatever “the positive” is expected to be. In education, progress or positive change
is measured (for better or for worse) by high levels of academic performance, which
usually means high grades or high test scores. Students and schools who have high
levels of performance are believed to have done it because they worked harder for it,
or they somehow deserve it. In some countries’ educational systems and cultures
these expectations are based on a fundamental belief in meritocracy, and in others
competition is a result of collective associations. The 19" century American
education reformer, Horace Mann, is an example of the former. Mann called
education “the great equalizer” because he argued for the potential of each
individual to prove themselves through a common model of education available to
all school-aged children.

The second phenomenon, which is characteristic of international perspectives on
education, is the accountability expectation, and is an increasingly key part of the
educational landscape in countries worldwide. In the United States, visible examples
of the accountability expectation are each president’s educational agenda since
Reagan’s A Nation at Risk (Commission on Excellence in Education, 1982). Other
countries’ educational systems have also incorporated formal accountability agendas
as national or regional policy. Some examples of this include, Germany’s move
towards common standards and assessments following the release of the PISA 2000
results and the ensuring “PISA shock” in Germany as well as the technique of
pairing high and low performing schools into mutually-responsible consortia, which
in part propelled Shanghai students to the top of the PISA 2009 results (OECD,
2011). Increasingly, teachers are the focus of systemic educational reform
worldwide. Much of the push to reform teacher preparation and hold teachers
accountable for student learning is a result of international educational comparisons.
Many educational policymakers, and increasingly the public at large in many
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countries, strongly believe that accountability for students, teachers, schools and the
whole education system is a key to progress.

The accountability expectation is the result of some key assumptions about
education, and schools specifically. Beginning about a hundred years ago,
educational reformers started to think about schools as organizations much like
businesses are organizations. As a result, many educational systems have developed
into systems where academic achievement scores are reconciled against
international averages or benchmarks to see if the students and teachers made
progress or not. And, as the product of the dominant Western model, mass education
worldwide is embedded with an abiding belief in the individual — both in terms of
educational rights and freedoms, but also in terms of individual responsibilities and
consequences (United Nations, 1948).

The first two phenomena, which are expectations for high achievement and
strict accountability, are bedrock ideals that many strong and productive institutions
are built on. But, they both are compromised by the third phenomenon
characterizing international perspectives on education, which is access entitlement.
In educators’ zeal to make progress and beat the competition, the model for mass
education worldwide also is embedded with many seemingly democratic
assumptions. For example, the idea that everybody deserves a chance to be
“educated” is at the heart of Horace Mann’s idea that education is “the great
equalizer”. And, most educational systems worldwide reflect these ideals, whether
purposefully or not. For example, mass education systems in every country are
characterized to varying degrees by universal enrollment, compulsory attendance
laws, public funding for education, and a fundamental belief that schools create both
national and global citizens.

This third phenomenon about access for all complicates the prior expectations
about achievement and accountability. How can educational systems keep
individuals accountable for high performance if each individual in the educational
system does not have the same preparation or chances as someone else? What if
students are physically or mentally challenged? What if they are educated in vastly
different situations? What if students speak a different language at home than the
formal language of instruction at school? What if they have no desire to attend
school, but are forced to do so? In other words, the balance between what is often
called “excellence” (achievement and accountability) and “equity” (access
entitlement) complicates notions of what an educational system, schools and
teachers can, should and will do.

Many nations and multinational organizations invest massive resources into
educational testing every year, and what usually results are some rankings with
relatively little analysis of the data, given the extent of data available for analysis.
This is a key component to understanding international perspectives on education,
and forwarding the comparative agenda reflected by these international perspectives.
And, much of the comparative data available for analysis from and by international
perspectives relates to the context in which education, especially formal schooling,
occurs. In short, many educational systems have been set up as examples and
models for other systems to follow, but international perspectives on education
cannot forget the first rule about international comparative education: education is
always deeply embedded in society and community.
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In other words, the problems that exist in the world outside of a school’s walls
come right into the classroom everyday because teachers and students live in the
world — they do not exist in an educational vacuum at school. So, if there is school
violence, then chances are there are triggers that exist in the wider community. If
teachers are teaching out of field or are less than experts in their fields, then maybe
they teach in an educational system and broader society that undervalues teacher
professionalism. In other words, there are many ways that the community and
context outside of the formal education system, and of schools specifically, is both
represented by the educational system as well as permeates individual schools.
Every educational system around the world is a product of its unique social, political
and economic context — and the individual schools that comprise each system
respond to that context as much as or more than they shape it. The Finnish system
provides a relevant example.

Finnish educators have said repeatedly that two of the keys to their success are
equity and expertise. Opportunities and expectations in Finnish schools revolve
around the ideas that all individuals are provided the chance to learn in a community
that values their ideas and abilities at the same level as others. Educators in Finland
are highly professionalized and selectively trained (Sahlberg, 2011). The system for
educating teachers is centralized and standardized — and taken seriously by all both
inside and outside of the formal education system (Finland Ministry of Education,
2003). It is also important, however, to remember that Finnish society is unique
itself in terms of its demographics, resources availability, and educational emphases.
This provides an example of how international perspectives on education need to
rely not only on the internationally comparable data that is readily available from
national education systems and multilateral organizations, but also on the unique
contextual elements that define communities where schools are located and
populated.

Another example of the importance of context to international perspectives on
education is China. The Chinese students who participated for the first time in the
Programme for International Student Assessment (PISA) outperformed the rest of
the world — including Finland (OECD, 2011). But, PISA only tested a sample from
Shanghai, which is a particularly well-prepared educational community. In addition,
Chinese educators and students have endured a political and social system that is
historically built upon test-taking and test-passing in order to be socially,
economically, and politically mobile — just ask the Chinese men and women who
took civil service or college entrance examinations to escape the rural farms they
inhabited during the Cultural Revolution. Some approaches to international
perspectives on education assume that all comparison leads to policy borrowing, but
this is an unrealistic assumption (Steiner-Khamsi, 2004). Few educational systems
are geared towards serving a society where advancement and privilege are all based
on an individual’s ability to memorize and recite information that conforms with the
government agenda, even when that is the reality.

Another example of how the social and political context outside of school
shapes how great or how small an educational system becomes is the Kingdom of
Saudi Arabia. Saudi Arabia’s educational system is one of the few in the world that
is completely single sex (Wiseman, 2008). Saudi boys and girls go to separate
schools, have separate teachers (who are only male in boys’ schools or female in
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girls’ schools), and are culturally and often physically separated from non-family
members of the opposite sex in their lives outside of school as well. For this reason,
many in the international education community have been concerned about the
access, opportunity and achievement of girls versus boys in Saudi Arabia. But, the
evidence suggests that schools may be where Saudi girls have the most advantage.

Saudi girls enroll in school at equal rates to boys and have teachers and school
resources that are roughly equal to boys or better (Wiseman, 2008). This is a
remarkable development given that in the 1970s only a fraction of girls enrolled in
school compared to boys, and most of the adult population of the country was still
illiterate. Now literacy rates in Saudi Arabia have skyrocketed compared to the
1970s. And, even though Saudi Arabian students still perform very poorly compared
to their regional and international peers on math and science tests, they lead most
countries in girls’ performance advantages over boys. In other words, girls in Saudi
Arabia outperform boys a significant amount of the time. Girls also persist longer in
school than boys, and attend college or university at higher rates than boys.

By all of the standard measures girls and boys are equal, and girls have even
managed to take the lead in educational achievement and attainment. But, there is a
problem. The schools and society at large are still completely gender-segregated
with all of the attendant difficulties for working, transportation, socialization, and
both political and economic power (Wiseman, 2007). Some have questioned
whether or not all of the advances girls have made relative to boys in the Saudi
educational system are significant, if these advances do not translate well outside of
schools and into the labor market, the government, or society. This, too, is a
dilemma for international perspectives on education because the Saudi culture and
context in many ways seems to conflict with the individual, competition-driven and
democracy laced charter of mass education systems worldwide.

These examples show us that there is much more behind the international
comparison of education than just the numbers. For example, going by achievement
rankings alone, it could be construed that many educational systems are failing
school-age children and, as a result, failing the nation (Martens & Niemann, 2010).
But, achievement rankings alone do not paint an accurate picture of what is
happening in schools internationally or in specific educational systems. In short,
international perspectives that focus on only one approach to educational
comparisons across and within systems are misguided. This does not mean that
internationally comparative education data should be ignored or that less complex
methods of comparison are unhelpful. It means that international perspectives on
education require triangulation of data and resources at a minimum in order to
validly and reliable represent the reality in educational systems worldwide.

Part of the problem with educational systems worldwide is that there is too
much variability within many systems. Too many differences in curriculum
standards, too much variation in teacher training programs, too much variability in
school conditions and classroom resources where children learn everyday. There is a
lot of really useful internationally comparative education data available, which can
help educational policymakers, educators and reformers try to “fix” what is wrong
with education in particular systems. There are three areas where the data can help
individuals and systems “fix” what can be fixed and “improve” upon what is
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perhaps already working. These three areas are: infrastructure, capacity, and
sustainability.

Educational variation often mimics what goes on outside of schools in the wider
society, but educational policymakers, reformers and educators can still use the
information from comparative assessments to inform decision-making. In short, the
infrastructure for education needs to be much more established and stable if
policymakers and the public are going to hold students and teachers to the highest
standards of accountability. Next, is the area of capacity. International perspectives
on education can address the capacity of students for learning, teachers for teaching,
and how educational capacity can be built and stabilized beyond what currently
exists.

Finally, whatever changes are made, whatever solutions are implemented, have
to be sustained beyond the introductory phase. This means that local communities of
parents, teachers, and students must “own” their education, and must invest in its
development and improvement to the point where they take-for-granted the new and
improved infrastructure and capacity for teaching and learning.

Problematizing International Perspectives on Education

Although there are many strengths and positive outcomes of mass education,
sometimes the best way to learn about something is to look at its weaknesses. At the
same time that an increasingly homogenous and institutionalized life course
dominated by the school strengthens individuals by increasing their potential and
providing them with skills, it also disrupts traditional transmission of culture within
families. Both families and whole cultures have come to ideologically reject mass
education, while simultaneously aligning the schooling with the expectations of
mass education, for a variety of reasons.

Individual schools as organizations must be understood within their institutional
environment: the social, cultural and legal expectations that govern what schools can
and cannot do (Coburn, 2004; Scott & Meyer, 1994). Individual schools have their
own organizational form and culture, but they still closely follow the expectations
set by the institution of schooling. The institution defines the legitimate role of
teachers and students, and provides the criteria used to judge whether teachers and
students (or principals, counselors and others) have acted according to the
established norms.

Cultural conflict is also institutionalized through schooling and education as
much as it is ameliorated by it. Global models of mass education are culturally
“adapted” in some degree in each nation they are found (Anderson-Levitt, 2003).
This leads to internal inconsistencies in many systems. On the one hand, in many
countries the public wants their schools to be free and open to all; so much so that
schooling is compulsory until individuals are teenagers in many systems. On the
other hand, countries’ leaders and public representatives often express a (perhaps
political) desire to have the best education system in the world, or at least feel that
schools are both pushing and preparing students to perform at the highest levels
possible in academic, labor market, and civic responsibility arenas. Yet,
participation (i.e., equity) and performance (i.e., excellence) are instead at odds
many times — as has already been discussed.
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Another conflict arises in many educational systems’ approaches to the
professional-staffing of schools. In many countries like Japan, teachers are looked to
as education professionals and experts in their field. Local school boards and parents
would not consider themselves capable of evaluating teacher credentials, just as
local city councils do not decide whether or not a doctor is qualified to practice
medicine. However, even though there are special schools and colleges dedicated to
specialized knowledge about curriculum and teaching, as well as a host of state
requirements for certification, many parents and community members feel that they
can judge what a quality teacher is. Hence, some systems have adopted alternative
routes that give local districts considerable leeway in whom they hire as educators.

There are many other facets of schooling that encode conflict about educational
ideals that have accrued over time. The institution of schooling, from its start, has
been affected by the dominant cultural debates of the day. To understand
international perspectives on education requires looking back at what ideas and
conflicts were institutionalized early on in the system. Early leaders in many
countries’ politics and education proposed radical changes in the way society was
structured and the way individuals were politically incorporated as citizens. Yet,
these changes are rarely quick because another hallmark of institutional change is
isomorphism (i.e., gradual or incremental change). In fact, it took nearly 200 years
(until the 1960s) for mass education to become fully institutionalized around the
world. For example, after reaching a critical mass sometime in the 1830s, it took
over one hundred years (1950) for U.S. enrollment rates alone to reach the
“universal” level (at or above 90%) (Snyder, 1993).

Mass education was originally introduced to control, not empower. For
example, the early European systems of mass education were organized and enacted
by Kings, Emperors or other autocratic rulers who wanted a more loyal, productive
and well-trained citizenry. It was not until much later that the notion of citizens’
rights (what is now called human rights) came to be so strongly emphasized. For
example, Boli-Bennett and Meyer (1978) found that after 1870, national
constitutions tended to contain explicit reference to the “child.” Later national
constitutions also tended to spell out the state’s role in providing education to
children. For example, does every child have the right to an education? Does every
child have the responsibility to attend school? Or, put another way, does the state
have the right to make children go to school? Nations that adopted their
constitutions after putting a system of mass education in place tend to explicitly
protect the rights of the child. This sequence of events can have important
implications.

A national constitution can create a system of compulsory education by making
it the duty of students to attend school, or the duty of the state to provide free
education to all students. For example, when Japanese society emerged from self-
imposed isolation in 1869, the nation of Japan started out with a constitution that
explicitly gave the state the right to compel citizens to be educated and made it the
duty of all citizens to go to school in order to become better citizens. Over time, the
Japanese Imperial Rescript on Education came to be venerated as religious dogma.
Students were required to bow their heads before a picture of the emperor at school
each morning while the principal read the rescript (Rohlen & LeTendre, 1996).
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After defeating Japan in World War II, the American Occupying Forces
oversaw the re-writing of the Japanese Constitution, where education was defined as
a right of the individual instead of a requirement of the state (Beauchamp, 1985).
But, there are still societies and nations where mass education is still used as an
overt tool for political dominance. For example, the North Korean school system
continues to function in this way — subjugating the individual to the state (Hoare,
2003).

In the long run, mass education has generally proven to be a tool for democracy.
The danger in creating a mass system of education designed specifically to
indoctrinate is that in order to accomplish its ends, the system must empower
individual students to some degree, which is the very thing an oppressive system
does not want to do. By achieving universal literacy, the state creates a population
that can read its propaganda, but also a population that can read the smuggled-in
books and texts that speak of revolutionary ideas like “freedom.” Oppressive state
education systems like those of North Korea or Pre-war Japan are precarious
(Carnoy & Levin, 1985). For a time, perhaps many decades, they can suppress
individual freedoms. But these same systems create tremendous forces that shift
over time to become strong forces for system-wide change—slowly but surely.

Mass education is also linked with increased awareness of individual rights and
is often the institution that contributes to expanding those human rights. In 1948 the
United Nations adopted and proclaimed the Universal Declaration of Human Rights.
Article 26 of this declaration outlines a general plan for national education systems
around the world. In brief, it says that education should be available to everyone
because it is a basic human right. Article 26 also emphasizes the importance of
primary education, in particular, noting that it should be free and compulsory. It
asserts that higher education (historically a bastion of elite, white, Western, male
privilege) should be accessible to all based on merit. Article 26 finally says,
“Education shall be directed to the full development of the human personality and to
the strengthening of respect for human rights and fundamental freedoms” (United
Nations, 1948). While not specifically binding to nations around the world, this
declaration of education as a human right has served as a fundamental model and
has shaped the development of national education systems in a profound way since
its inception.

In more recent years, the United Nations (1989) adopted a Convention on the
Rights of the Child. Article 28 of this convention specifically calls on nations to
provide for the education of all children, to increase access to school and to help
prevent dropouts. This document is further evidence that at a world level, both the
rights of the child and the idea of mass education have become deeply
institutionalized. International perspectives on education must recognize that mass
education has become firmly established in Western developed nations like the U.S.,
Canada and those in Europe, and has expanded rapidly even in the poorest, least
developed nations. While significant exceptions can still be found, global culture
now recognizes the essential necessity of education for the well-being of citizens
everywhere. In other words, the worldwide expansion of mass education has led to a
global culture of education, where schooling is both a normative expectation and
key identity and life course component for individuals and societies worldwide.
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However, there are those -- philosophers like Ivan Illich (1983) or Paulo Freire
(1986) -- who have gained notoriety in part for their attack of mass education
systems. In fact, there are many different groups and individuals who are highly
critical of mass education, in general. While much good is done under the aegis of
mass education, Illich and Friere point out that there are negative consequences of
the institutionalization of education—Ilargely because of its taken-for-grantedness.
As a result, they argue that mass education is unjustified state control of individuals.
They say that when it is compulsory, mass education is optimistically defined as the
right of the state to create better citizens, but is instead likely to be used by rulers to
indoctrinate children and control society.

Around the world, mass education has spread powerful values about the
inherent worth of children, learning, and education. Over time, formal education has
gone from being the preserve of the rich and pampered to the birthright of every
citizen. Perhaps because many people at the beginning of the 21% century still
remember racially segregated schools, many see progress towards equality of
education as slow and halting. Yet, within the last one hundred years there has been
a global change in which almost every formal barrier to education based on race,
religion or ethnicity has been removed or attacked.

For example, a racist system of “Bantu” education designed specifically to
suppress black South Africans prevailed until nearly the end of the 20th century, but
has now been replaced with the right of all children to attend any school they wish,
even though this is not often practically feasible, yet. Many gender disparities in
education are rapidly disappearing, too, and in some nations girls outperform boys
in educational achievement, even when boys are culturally and historically
advantaged (Wiseman, 2007). Yet, we do not live in a contented world. One major
reason for this is that educational progress is clearly linked with economic
prosperity. In the poorest nations in the world, the attainment of universal education
is still just a goal, and those denied or unable to participate are usually poor, racial
and ethnic minority, girls and women (Lewis & Lockheed, 2007).

Debating World Education Culture

How ideas about education and schooling itself spread worldwide (even in the
most remote and culturally unique communities) is often the subject of heated
debate among policymakers and researchers in the field of comparative and
international education. There are accusations of cultural imperialism as well as
assumptions that local cultures and communities are being systematically corrupted
by dominant social, political and economic agendas. However, the growing
availability and importance of information and communication technology
worldwide have brought shared ideas, knowledge and expectations about education
to areas of the world that were once distant (either geographically, politically or
culturally) from the rest of the world. International perspectives on education come
from different vantage points such as the disciplinary bases or cultural contexts
discussed above, but they will often be characterized by a shared set of assumptions
about what formal mass education is, and ideally should be.

Common models of education exist around the world in spite of the remarkable
differences in culture and community. Many explanations are possible, but this
phenomenon has become one of the core topics in international comparative
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education research and study. Some have made a persuasive case that individuals
“imagine” themselves as part of a community, even though they may not have
personally met or directly communicated with any of the other members of that
community (Anderson, 1996). Education and schooling potentially play a significant
role in the development of imagined communities. Yet, there is still much to debate
regarding world education culture. While many contexts and environments seem
especially receptive to imagined communities, others may resist shared expectations
about schooling and education. Yet, even in resistance, there is still a tacit
acknowledgment that the shared expectations about education exist.

To this end, much discussion exists about why national educational systems
adopt or “borrow” policies and methods from other — often remarkably different —
educational systems. Policy borrowing even takes place when institutionalized
educational models are otherwise resisted. Models and uses of schools worldwide
are in all instances shaped by political agendas, economic conditions and the ability
of local communities to both adopt and resist external forces and internal pressures.
Dominant political and economic organizations and influences impact less dominant
communities or educational groups. The emphasis is on the ways that power
(political and economic, in particular) contextualizes educational change. However,
there is other evidence suggesting that shifts in educational systems are more
complex than mere power differentials. While normative shifts are difficult to
investigate, they provide an interesting foil for the arguments that power and
dominance are the only or main influences affecting the way that education develops
and changes worldwide.

Of the three institutions (schools, family and the nation), only the family is an
ancient one. Schools and nations have histories that are only a few hundred years
old. For example, Italy and China as countries and cultures have histories that span
thousands of years, but they have only been nations since 1861 and 1949
respectively. With the sole exception of the family (Kingston, Hubbard, Lapp,
Schroeder & Wilson, 2003), schools are the major socializing institution in societies
around the world. This means, that more than the church, clan, or other group,
schools govern the lives of children and adolescents, and mold their behavior and
outlook.

Although many empires (like Tang China or Tokugawa Japan) had systems of
education long before the modern nation came into existence, these educational
systems were restricted to social elites or served only portions of the population
(Shibata, 2004). The roots of national mass education systems go back to Europe in
the late 1700s, and lie in the desire to socialize people as citizens of a particular
nation. The Danish king tried to set up a system of schools as early as 1721, but the
Prussian emperor was even more successful in establishing mass education when he
issued a universal compulsory education law in 1774.

As the Prussian empire conquered and spread across Europe, the Prussians
found that one of the best ways to incorporate people into the Prussian state was
through education. Many countries became part of this larger, international trend in
which nations — primarily in Northern Europe and North America — began to
develop universal, compulsory education or mass education (Ramirez & Boli, 1987).
In fact, Horace Mann established the common school movement in the U.S. partly
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as a result of his visit to Prussia and the ideas about schooling that he brought back
to the U.S. with him.

During his visit to Prussia, Mann saw an educational system that was state-
financed (i.e., “free”), state-centered universal compulsory education, which had at
its aim instilling loyalty and obedience through a military model of school (think
about the model of desks in rows, facing forward, and the leader standing in front
giving orders). But Mann had more progressive ideas for the implementation of this
model of schooling. He saw education as the “great equalizer” that would level the
economic playing field, instill moral order, and provide a new future for his state
and nation. Of course, to do this every school age individual has to attend school.
Thus was born the concept of universal, compulsory education.

Not only did mass education make nations possible, it also made our modern
economy a global reality. Parents can no longer transfer their craft or guild or status
to children as they could in the past. Without success in school, only the rare
individual can achieve wealth and status in most countries’ economic and social
systems. Except for the ultra-wealthy, few parents can secure lifetime employment
for their children. Even wealthy families often spend enormous amounts of money
buying extra tutoring and private education (Baker, Akiba, LeTendre & Wiseman,
2001; Stevenson & Baker, 1992). Among professional and middle class parents,
pumping time and effort into their child’s education is synonymous with good
parenting (Baker & Stevenson, 1986; Oswald, Baker & Stevenson, 1988).

As a result, over the course of time, schooling has expanded to take up more and
more of the early life course — a term used to describe the standard phases of life
(Pallas, 1993). For example, kindergarten is now the legitimate start of schooling,
and pre-school has rapidly expanded for a variety of reasons to enroll a majority of
children, especially in developed, Western countries (Dickens, Sawhill & Tebbs,
2006). If indeed schooling is such an integral part of each individual’s life course,
then to a great extent individuals’ futures, and senses of self, are determined by the
educational system.

Within the modern global system, countries have the right to organize schools to
socialize children (Evertson & Wdeinstein, 2006; Meyer, 1970), and the
responsibility for the socialization of children has been increasingly shifted to
schools more than families in countries and societies around the world (Pallas,
1993). Schools exert tremendous power, so much so that even in infancy, many
families actively prepare their children for “going to school” and look toward school
as the place for socialization rather than the family itself (Parlakian, 2003).

This shift in power, from the family to the school, has had enormous
repercussions for the way society is organized and functions (Coleman, 1987).
Overall, it has allowed the development of more egalitarian and meritocratic
societies (though obviously ones which still have inequality) where individuals are
often formally judged and become socially and economically mobile as a result of
demonstrated academic achievement more than by family connections, gender, race,
and socioeconomic status (Rubinson, 1986; Shu, 2004). It has created universal
expectations for social norms and beliefs, which provides children with a window
into a much larger set of ideas than most families can provide (Boli & Ramirez,
1986).



16 A Framework for Understanding International Perspectives on Education

At the same time, this shift has meant that it is harder for families to remain
together as a unit. Driven by employment that is largely dependent on educational
success, Americans in particular are mobile. Strong family bonds have weakened,
and family or kin rituals are replaced with grade promotions and graduations
(Kamens, 1977). And, more seriously, children and adolescents are frequently
“infantilized.” This means they are considered too immature to take on the social
roles that their counterparts in traditional cultures may. These roles range from
independently caring for siblings and themselves to working outside of the home
(Arnett, 2000; Erikson, 1968).

In spite of the complaints, the institutionalization of mass education has
benefitted individuals worldwide. The stark portrait of children raised in countries
where mass education has not been institutionalized stands as powerful correctives
to the idealistic philosophers of “deschooling” (Lewis & Lockheed, 2007).
However, the real negative effects of schooling in totalitarian dictatorships or under
racist regimes cannot be denied. Mass education is an exceptionally powerful
institution, and such power provides the opportunity for a variety of social uses, both
negative and positive.

Some critics are eager to point out that our highly regulated, extended period of
age-based education has many negative consequences. In earlier times, teachers
often organized classrooms or learning groups based on the student’s ability, friends
and kin. For example, a little girl who could read very well might be placed in a
group of older students where she had an older sister or cousin. In this way, the child
could maximize her potential, while having a “safe” person to moderate the age
disparity. This kind of grouping and arrangements came in myriad forms, and are
still practiced in alternative schools. But, in the highly institutionalized (i.e., legally
and culturally determined) school, there is no room for such arrangements.

It is also common to criticize schooling for transmitting a culturally-dominant,
Western, “middle class” sense of self. This sense of self is important in providing
the continuity necessary in a rapidly changing and ever more fast-paced global
society (Pallas, 1993). The sense of self is a crucial element of modern (or post-
modern) societies. But, what about students who have a different sense of self? This
might be a child who is a “late bloomer” — developmentally on the left side of the
bell curve — a black South African student in a predominantly white South African
school, or a French Muslim child in a class of largely secular, non-religious peers.
Mass education provides a base for students’ identity and a foundation for their
future social, political and economic participation, regardless of how they and their
families see the issues (Ramirez & Meyer, 1980). Here, the school can come into
immediate and direct conflict with family (and even community) efforts to preserve
a way of life.

While it is true that in some ways, schools transmit social norms based on racial
and ethnic majority, middle class values, they also transmit tremendous skill and
opportunities for individuals to shape their own life course. The standardization and
mass provision of schooling transformed society and led to vibrant democracies
peopled with literate citizens. Old social orders — nobles and peasants — have largely
faded away. The rise and expansion of universal education has not made a global
utopia, but it has profoundly transformed global culture by making the individual
(not the race, clan, religion, country or sect) the unit by which we measure
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humanity. The very concepts of “human rights,” “human capital development,”
“citizenry,” and so forth arise from an understanding that each human being has an
untapped potential — a potential that can only be accessed by education. These
beliefs have swept around the world at a speed that is remarkable in the history of
human cultural change.

Future of International Perspectives on Education

International perspectives on education have been characterized both by
tremendous growth and variety since those first travelers’ tales. This ebb and flow of
growth and rejuvenation is a natural cycle, but one that often causes uncertainty or
questioning among educators, scholars and professionals in the field. Debates ensue
in any field about its future and what is best for it, but the future of international
perspectives on education is especially contentious because it is fraught with
disagreement about who has the power or authority to make system-wide
educational change and how they will go about doing it globally, nationally, locally
and even in individual classrooms and communities.

The future of international perspectives on education is determined, in part, by
where international comparative education research comes from and what it
represents. Emphases in international perspectives on education are traditionally on
the phenomenon of policy borrowing and contextual differences. This suggests that
the mechanisms for comparison and the professionalization of international
comparative education study and influence are ripe for analysis. International
comparative education research and study will continue to play a significant role in
the development and reform of educational systems and schools worldwide.

Given the spread of mass education and the enormous technological advances it
has made possible, the possibility exists to offer highly individualized education via
the Internet and other forms of technology to most students. Yet, in public schools
children typically all sit down in front of a teacher in a way that would not be out of
place in schools of the late 1800s. In other words, individualized instruction is not
often implemented in mass education systems, even when the means for
implementing it are available. Take the average second grade as an example.
Chances are at that at least one student in the class can read at a fifth grade level,
and at least one student is still reading at a kindergarten level. If the range of topics
is expanded, even more variation will occur. Why is there such wide variety in the
same classroom? Despite considerable advancements in the field of developmental
psychology, K-12 school systems are still organized on the basis of biological age —
a strategy designed nearly 100 years ago — not by ability or learning style. Why has
change been so difficult to bring about in this case?

The answer lies in the institution of mass education itself. It seems that the
institution that changed the world (schooling) is very hard itself to change.
Institutions, once established, are change-resistance (Jepperson, 1991; Meyer &
Jepperson, 2000). The process of de-institutionalization takes decades and requires
large scale social mobilization and change in fundamental belief patterns among
huge segments of society. Education, as an institution, now permeates so much of
life that expectant parents in much of North America, Europe and East Asia plan
developmentally appropriate activities for their infants from the moment of birth
(Parlakian, 2003). These patterns illustrate that the family itself has incorporated the
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basic routines of schooling: explicit curriculum, strict attention to age-based
developmental norms, active instruction and the core idea that every human child
can learn. From the moment of birth, most people inhabit a social world where the
institutional norms of mass education prevail.

The future of mass education is not clear, but despite deschooling movements or
the rapid advance of technology, there is no sign that the physical place called
“school” will disappear. Rather, in nations without educational systems, systems
will eventually be organized. In the developed world, schooling will continue to be
organized up and down the life course.

For instance, preschool attendance has skyrocketed and more than 50% of high
school students attend some form of tertiary education (Rosenthal, Rathbun & West,
2005). While school itself may become more varied (gifted programs, distance
learning, homeschooling) the most basic patterns are unlikely to change. There may
be more diversity and innovation, but not the kind of heterogeneity common in the
late 1700s. Schools, for the foreseeable future, are here to stay. And, while they are
often resistant to change, people can and have changed them. At the heart of every
society is a school system, and global society is no exception.
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ALSO A DOOR TO THE INSIDE OF A NEW HOUSE —
YET ANOTHER USE FOR COMPARATIVE EDUCATION

Abstract

The author has been involved in cross-national research regarding the
motivations of students for studying Comparative Education. A wide variety of
motivations were identified, depending on national context. This paper begins by
summarizing those findings. On a recent bout as guest professor teaching
Comparative Education at a Canadian university, yet another interesting
employment of Comparative Education was discovered, namely that of introducing
international students (from an extra-Western context) to Western education and its
philosophical superstructure and the exigencies of studying at a Western university;
thus preparing these students for studying at a North American university. This
paper reports on that experience.

Research on the use of Comparative Education

Comparative Education has been typified as an “eclectic/diverse field with
adjustable borders and contours which are difficult to demarcate” (Epstein & Caroll,
2005: 62), and as a constantly broadening field (Wolhuter, 2008: 340) — crossing
new borders, entering new frontiers and opening new vistas. One of the question
with which theoreticians of the field occupies themselves is with the significance or
utility of the field (cf. King, 1965; Larsen, ed., 2010; Manzon, 2011: 174-177,
Wolhuter, 2011: 36-48). To be meaningful as taught to students, this question needs
to be constantly addressed, especially from the view or experience of students.
Therefore, under the aegis of the thematic session of the teaching of Comparative
Education (later superseded by the thematic session of Comparative Education as
university discipline, as this thematic session is currently known) in the International
Conference of Comparative Education and Teacher Training, the comparative study
of the meaning and relevance of Comparative Education for students in various
national settings developed as a central research project.

A comparative project involving nine countries on five continents, culminating
in an article published in the journal Educational Research (Wolhuter et al., 2011)
identified a host of diverse reasons as to why students in various national contexts
would want to study Comparative Education, depicting a picture of a dynamic,
pliable, ever-rejuvenating field.
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In the case of the United States of America, the dominant motive for enrolling
in Comparative Education courses are related to international understanding within
the context of education as part of international aid. The hierarchy of expectations of
the American students might be understood against the background of these
students’ experience and career plans in international aid. American student
expectations may also result from the amount of foreign aid (and education as part
thereof) that the United States of America has been engaged in the past half century,
ever since the advent of independence of large parts of the Third World, The Cold
War, and the Truman Doctrine. In the case of Ireland the most important motivation
was to help students to find a job to teach abroad. The Irish student teachers were
mainly in there early twenties and intended to teach abroad at some stage of their
career. They also indicated that they hoped it would develop their capacities to teach
in the newly developing multi-cultural classrooms in Ireland and to also develop
their general teaching strategies. The Greek and South African students looked to
Comparative Education to illuminate and to guide the domestic education reform
project. Both Greece and South Africa has recently become the scene of
fundamental societal reconstruction, of which education is not only an integral part,
but in which education had been assigned a pivotal instrumental role to bring about.
Bulgarian students’ expectations, on the other hand, seem to resolve around gaining
of fuller knowledge and insight of their own education system. While undergoing
societal and educational transformation as South Africa, Bulgaria as a fully fledged
member of the erstwhile Eastern Block, never suffered from academic isolation as
South Africa did during the years of the international academic boycott. But the
existence of an intransparent government and political-bureaucratic machinery up to
1990 might have created a yearning to know and to understand their education
system better. In contrast to South Africa, Tanzania has long since passed through
the post-independence educational and societal reconstruction of the 1960s — a
project that bore limited success, and whatever educational reform is currently
taking place, takes place within the prescribed fixed parameters of the World Bank
Structural Adjustment Programme (which Tanzania had little option but to sign) and
the neo-liberal global economic revolution. Tanzanian students therefore have a
somewhat more detached (from everyday practice), purely intellectual expectation
from Comparative Education courses. Oman has recently commenced to develop a
mass education system, therefore Omani students, as their South African and Greek
counterparts are interested in the value of Comparative Education to illuminate and
to guide domestic educational reform. A unique expectation which transpired among
the responses of the Omani students, is that, in a country with one public university,
and 5097 students studying abroad (total tertiary enrolment 68154), Comparative
Education will be seen a means to obtain knowledge of foreign education systems,
which will facilitate students to proceed to further (post-graduate) studies abroad.
Similarly, among the Thai post-graduate cohort, an interesting expectation was what
would assist them in finding an appropriate research design for their theses. Cuban
students viewed Comparative Education as a way to gain a fuller understanding of
various countries’ societies and cultures. Cuban students’ expectations could have
been shaped by their country’s history of using education to create a new society and
culture since 1961 (cf. Arnove, 1982). They view Comparative Education as
revealing how their own as well as other societies and cultures were shaped by
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education, and how education contributes to the accomplishment of societal goals,
such as societal justice.

The author, who coordinated the above research project, thought that the range
of motivations and uses of Comparative Education which emanated from the
research exhausted all the possibilities of the uses of the field. Being visiting
professor at Brock University, Canada, for the winter semester (January-April)
2012, however, brought yet another relevance of Comparative Education to the fore.
The author lectured the course: EDUC 5P21: Comparative Education and
International Education. This course is limited to international students. Students
mainly from Mainland China, but also some from elsewhere in Eastern Asia, South
Asia, the Middle East and Africa study this course as a compulsory part of their
Masters in Education in Educational Leadership Programme. The entire course
EDUC IP521 is built around Western and Chinese ways of thought, of knowledge
acquisition and the Western and Chinese views on knowledge. In this regard the
course is reminiscent of a precedent in Comparative Education, namely Joseph
Lauwerys’ plea for a philosophical approach to Comparative Education, set out in
his article of 1959 (Lauwerys, 1959). The two textbooks of the EDUC 5P21 course
are:

1. R.E.Nisbett. 2003. The Geography of Thought: How Asians and

Westerners think differently...and why. New York: The Free Press.
2. S.B. Merriam. 2007. Non-Western Perspectives on Learning and Knowing.
Malabar, Fl.: Krieger Publishing Company.

Other courses in the students’ programme are: Foundations of Education,
Organisation Theory, Research Methodology, School Observation (practicum) and
Change Theory. It is obvious that this course in Comparative and International
Education serves as an induction for students into Western education, learning styles
and epistemology valued in the West, and the exigencies and the philosophical
underpinning of Western education. It is clear that the cultural and educational
background of these students (Confucian and Maoist, albeit a somewhat
modernized/modified form thereof) ill-prepare these students for study at a North
American university, and Comparative Education serves as the bridging course.
Nisbett (2003) makes a well substantiated case that Western and East Asian cultures
differ in their metaphysics, or fundamental beliefs in the nature of the world.
Whereas Westerns tend to see change in a linear way, Asians, influenced by the Tao,
tend to have an eternal cyclic view of change. Aristotle and Confucius presented
two different systems of thought, which laid the basis for respectively the Western
and the East Asian conceptualization of the world. For example, whereas Westerners
views of the world and their thought processes are heavily influenced by the search
for individual identity (essentialism) of objects in the world and approach the world
in an analytical mode of thought, East Asians tend to view the world more
holistically, placing emphasis on relationships rather than individual identity.
Second, their characteristic thought patterns differ, influenced by their respective
metaphysical beliefs. Then people use the cognitive tolls to make sense, to attach
meaning in the world in which they live in. All these are interrelated with people’s
attitudes and beliefs, values and preferences. Some of the many other differences
between Western and Eastern ways of perceiving the world, as highlighted by
Nisbett (2003) include:
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- Patterns of attention and perception, with Westerners attending more to objects
and Easterners attending more likely to detect relationships among events than
Westerners.

- Beliefs about the controllability of the environment, with Westerners believing
in controllability more than Easterners.

- Preferred patterns of explanation for events, with Westerners focusing on
objects and Easterners more likely to emphasise relationships.

- Habits of organizing the world, with Westerners preferring categories and
Easterners being more likely to emphasise relationships.

- Application of dialectical approaches, with Easterners being more inclined to
seek the Middle Way when confronted with apparent contradictions and Westerners
— under the influence of Aristotlean logic — being more inclined to insist on the
correctness of one belief vs. another.

- Debate is almost unknown in Eastern Asia. Negotiation and conflict resolution
have different characters in the harmony striving East than in Western Europe.

- For East Asians the world is an interdependent world in which the self is part
of a larger whole; Westerners live in a world in which the self is a unitary free agent.

All these have implications with the way people learn (Merriam, 2007: 183) and
how they approach an education situation. The Confucian and Mao (or then
modernized Mao) cultural background taught East Asians the message that
education is teacher centred (cf. Merriam, 2007: 185), in vivid contrast to the
contemporary Western idea of education as student centred. The Confucian and
Maoist idea of education being knowledge handed down by the teacher to be
absorbed by the student, the latter not suppose to critically question such sanctified
handed down knowledge, is the opposite of the value placed by contemporary
Western education upon independent and critical thinking. Merely regurgitating
what appears in the literature is condemned in the West as plagiarism. Memorisation
plays a much larger and more valued role in Eastern Asian education than in the
West (although a number of scholars, such as Biggs, 1996, has cautioned against the
distortedly naive representation of this phenomenon, ie this aspect of East Asian
learning, in Western scholarly literature). Nisbett (2003: 74-75) writes: “It is not
uncommon for American professors to be impressed by their hard-working, highly
selected Asian students and then be disappointed by their first major paper — because
of their lack of mastery of the rhetoric common in the professor’s field.”

The course EDUC5P21 at Brock University culminates in

1. the following mid-term assignment:

Students will work in groups of two and have an informal interview
/conversation with one male, and one female student at Brock University who
has been educated in Canada. The purpose of this assignment is for students to
synthesis the theoretical concepts they are learning in class through an
experiential learning exercise. This assignment should be 5 pages long.

2. the following final assignment
For this assignment students will write an 8 page paper on the following topic:

Both author of one of your textbooks (Nisbett in the final chapter of his book)
and editor of the other textbook (Merriam in her first chapter) express the wish
that in future there will be a synthesis of mentalities, of ways of knowing;
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enriching for both individual and for society. Imagine you have been appointed
principal of a school, steeped in the Western rational tradition, but with an
increasingly global student corps. You wish to imbue the school with other
perspectives of learning and knowing. How would you go about doing that, i.e.
how would you motivate your desire to parents, teachers and school governing
bodies; and how would you change the ethos, institutional culture and curricula
of the school?

It has been stated that one of the aims of Comparative Education is to serve the
purposes of multicultural education, or intercultural education. Recommendably so,
although usually what is meant is that Comparative Education will sensitize teachers
to the needs, experience and culture of children from cultural descent other than that
of the teacher (e.g, Planel, 2008). However the meteroric rise of the international
student body, in times of globalization, of the European Union (and ERASMUS and
ERASMUS Mundus) places this exercise of Brock University and the relevance of
Comparative Education in an entirely new light. The number of international
students worldwide has increased from two million in 2000 to 3.3 million in 2009
(UNESCO, 2011), while one projection places the number on 7.2 million by 2025
(Altbach et al., 2009: 25). Furthermore with the increasingly mobile world
population (in 2000 175 million people in the world, or one out of every 35, were
international migrants — up from 7.9 million in 1960), the potential for
Comparative Education with respect to international primary and secondary school
students is ever-increasing. Here a new vista is opening for Comparative Education
and its value in teacher education and graduate Education programmes.
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NIKOLAY POPOV

STRUCTURES OF SCHOOL SYSTEMS WORLDWIDE:
A COMPARATIVE STUDY

Abstract

In the past 20 years | have been examining the structures of school systems
worldwide. This ongoing research has been enriched by the findings obtained from
the lecture course on Comparative Education | have been delivering to students in
the Bachelor and Master’s Education Programs at Sofia University, Bulgaria.

This paper presents some results of my comparative study on the structures of
national school systems. The paper starts with an introduction to the reasons for
concentrating on the structures of school systems, and then describes the study
details, shows the main structural models and concrete structures and countries
where each structure is used, and finally proposes to develop a world comparative
structural research approach.

Introduction

The study focuses on the structures of school systems because of the following
four reasons:

Firstly, the structure is the central aspect of each national school system. It is the
foundation on which the school system is built. The structure defines some of the
most important school characteristics, like school entrance age, compulsory
education, duration of different school levels, system subordination and internal
correlations. Curricula, syllabi, and even textbook contents depend on the structure.

Secondly, the structure is the most conservative aspect. Structural reforms are
rarely done, and when they do happen, policy makers usually act after long debates,
considerations and experiments have been undertaken. The structure depends much
more on national traditions than on other circumstances. After all, the school
structures remain much more traditional than other school aspects as education
goals, finance mechanisms, curricula, textbooks, standards, teaching innovations,
etc. This notwithstanding, it can be said that the past 20 years have seen reforms of
school structures in many countries, mostly in East and Central Europe, and Eurasia,
but also in some countries in West Europe, Latin America and sub-Saharan Africa.

Thirdly, the structure is visible, easy to understand by students, and, this is a
very important moment from both a comparativist’s and teaching point of view: the
structures are fruitful for comparative analyses and generalizations, and for
developing students’ comparative thinking as well.

Fourthly, there have been very active discussions on the need for structural
reforms in the Bulgarian school system in the past six years or so. In 2006, a
strategy program entitled National Program for Development of School and
Preschool Education (2006—-2015) was adopted by Parliament of Bulgaria. In 2011,
the Ministry of Education, Youth and Science of Bulgaria launched a project of a
new National Education Act. Reforming the structure of the school system is one of
the main points of both documents. No structural reform has been done so far, but it
is obvious that such a reform will start soon. Everything is best understood in
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comparative perspective and, in this light, a comparative study on the structures of
school systems worldwide would be of benefit to policy makers, student teachers,
practitioners, researchers, and to everybody who is interested in schooling in other
countries.

Description of the Study

Research Aims

The general aim of the study is to permanently examine the components of the
current structures of national school systems worldwide.

The specific aims, through which the general aim is actualized, are to:

- describe the structures of school systems worldwide;

- analyze the national structural characteristics;

- explain the factors that determine the structures;

- compare the structures;

- show the common features, similarities, and differences;

- group the structures into main structural models; and

- predict the future structural development in national, regional and global

perspective.

Teaching Utilization

The study results are incorporated into the training process (lecture course,
group seminars, exam preparation) of Comparative Education. The study aims at
assisting students to:

- widen their knowledge on school structures worldwide;

- develop their comparative structural thinking;

- improve their possibilities to compare comparisons;

- better understand the essence of the school structure; and

- learn how to make qualitative analyses using quantitative data.

Methods

The following research methods are used: data collection, description, national
education policy analysis, comparative structural analysis, factor analysis,
generalization, future development prognosis.

Data Sources

The CD-ROM editions of World Data on Education published by the
International Bureau of Education (UNESCO - IBE, 1996, 1998, 1999, 2001, 2003,
2006/2007) and the latest on-line version (UNESCO - IBE, 2010/2011) are the
sources of the study.

Geography
The study comprises nearly 100 countries of all continents. They are selected

taking into consideration their country profiles: geographical location, country size,
population, economy, religion, and specific details of school system.
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Clarifications

The ‘structural model’ is formed by the ratio between primary (or basic)
education and secondary education. Each model includes a couple of structures.

Generally viewed, the structure may consist of two or three levels:

- a 3-level structure, consisting of primary education + secondary education
lower level + secondary education upper level; an expression of such a
structure for instance is 6 + 3 + 3 / 4 that means 6 years primary education
+ 3 years secondary education lower level + 3 or 4 years secondary
education upper level;

- a 2-level structure, consisting of basic education (primary education and
secondary education lower level) + secondary education upper level; a
sample expression of such a structure can be 8 + 4 / 5 that means 8 years
basic education + 4 or 5 years secondary education upper level;

- a 2-level structure, consisting of primary education + combined secondary
education (lower and upper level); a sample of this structure is 6 + 6 that
means 6 years primary education + 6 years combined secondary education.

Using the International Standard Classification of Education (ISCED revised
2011)" the above mentioned structures can be defined with the following formulas:

- a 3-level structure, comprising ISCED levels 1 + 2 + 3;

- a2-level structure, comprising ISCED levels (1 + 2) + 3;

- a2-level structure, comprising ISCED levels 1 + (2 + 3).

Most countries have one structure of their school systems. It is certainly well
known that at the secondary education upper level the duration of general education
and vocational education very often differs by a year or so but this fact does not
mean that different parallel structures exist.

In some countries, mostly in Eastern and Central Europe, there are specialized
schools of fine arts, music, dancing, and sports that have their own specific
structures different from the structures of general and vocational education. Due to
the very insufficient percentage these specialized schools have in the national school
systems, their structures are not included in the study.

Some countries apply two, three or more parallel structures in their school
systems. This case is mostly seen in countries that consist of decentralized
administrative  units  (states, provinces, territories, prefectures, cantons,
communities). Such countries are USA, Canada, Australia, the United Kingdom,
Germany, Switzerland, Belgium, etc. However, there are some countries like
Hungary and the Czech Republic that are not federations, but implement a couple of
structures in their school systems.

The number of structures used in a country may vary from one to five at the
most.

L ISCED levels, revised 2011, are:
0 — Early childhood education; 1 — Primary; 2 — Lower secondary; 3 — Upper secondary;
4 — Post-secondary non-tertiary; 5 — Short-cycle tertiary; 6 — Bachelor or equivalent;
7 — Master or equivalent; 8 — Doctoral or equivalent.
(UNESCO - Institute for Statistics, 2011)
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Permanency

It is an ongoing study. Data on school structures are checked and updated every
year. Corresponding comparisons and generalizations are continuously done.

Printed Product

A teaching application containing research results by forms of tables, graphs
and figures, was published in 2010 (Popov, 2010). An updated edition is planned to
appear in 2013.

Results

The study covers a wide range of details of the school structures, such as:
availability of compulsory preschool education; school entrance age; definition by
low and practical implementation of compulsory education; structural models;
transition between the school levels; school level leaving and entrance examinations;
recent structural reforms. Here, only the results of the main structural models will be
presented.

Structural Models

After examining, comparing and grouping the structures of school systems in
100 countries, it can be said that the following six main structural models are used
worldwide.

Model 1
6 years primary education + 5, 6 or 7 years secondary education

It may be called the British-American model. The structures belonging to this
model and countries, where they are applied, are:

6 + 3 + 3/ 4: Belgium, Ireland, Luxembourg, Poland, Switzerland (in 20
cantons), Cyprus, Georgia, Greece, Canada (in Newfoundland, Prince Edward
Island, Nova Scotia, New Brunswick, Alberta, Northwest Territories, Yukon), Cuba,
Mexico, Nicaragua, USA, Ecuador, Uruguay, Cambodia, China (this structure is
predominant in most areas), Japan, Korea, Iraq, Israel (6 + 3 + 3 is the main
structure, in some very rare cases, the structure is 8 + 4), Saudi Arabia, Syria, United
Arab Emirates, Nigeria.

6 + 6: Netherlands (the structure is 8 + 6 beginning at the age of 4, if we
consider the structure from the age of 6, it is 6 + 6), Hungary, USA, Australia (in
New South Wales, Victoria, Tasmania, Australian Capital Territory).

9 + 3/ 4:? Denmark, Finland, Portugal, Sweden, Czech Republic, Estonia,
Latvia, Slovakia, Slovenia, Bosnia & Herzegovina, Macedonia, Argentina,
Paraguay, Venezuela, China, Libya, Yemen.

6 + 2 +4/5: Belgium.

2 It seems like that the 9 + 3 / 4 structure is a different one from Model 1. However, it is
included in Model 1 because it has originated from the 6 + 3 + 3 structure by connecting the
6-year primary education and the 3-year secondary education — lower level into a 9-year
basic education.
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6 + 4 + 2/ 3: Germany (in Berlin and Brandenburg), Spain, the Philippines,
Singapore, Chad, Congo.

6 + 5: Canada (in Quebec), Peru.

6+2+5(or6+7): New Zealand.

6 + 5 + 2: England, Wales, Malta, Jamaica.

Model 2
5 years primary education + 6, 7 or 8 years secondary education

It may be called “the French model”. The following structures and countries are
grouped to this model:

5+ 3+ 3/4/5: Italy, Turkey, Pakistan, Iran.

5+ 7: Canada (in Saskatchewan).

5+ 4 + 3/ 4: France, Switzerland (in 4 cantons), Colombia, China, Viet Nam,
Madagascar.

5 + 8: Czech Republic.

Model 3
4 years primary education + 8 or 9 years secondary education

It may be called “the German model”. It has the following structures:
4+ 6+ 2/3: Germany (in 14 of the 16 provinces), Belarus, Lithuania.
4 +5+2/3/4: Switzerland (in 2 cantons), Russia, Ukraine.

4 + 4 + 4 ]5: Austria, Lithuania, USA, Kuwait.

4 + 8: Hungary.

Model 4
7 years primary/basic education + 5 or 6 years secondary education

It may be called “the 7 plus model”. It includes the following structures:

7 + 5: Bulgaria (according to the school reform plan, 7 + 5 will replace the
current 8 + 4 structure)®, Canada (in British Columbia), Australia (in South
Australia, Northern Territory, Queensland, Western Australia), Mozambique.

7 + 6: Czech Republic.

7 + 3 + 2: Namibia.

7 + 2 + 3: Zambia.

7 + 4 + 2: Scotland, Zimbabwe.

Model 5
8 years basic education + 2, 3, 4 or 5 years secondary education

It may be called “the 8 plus model”. The structures and countries belonging to
this model are:

8 + 4/ 5: Albania, Bulgaria (8 + 4 is the current structure), Croatia, Hungary,
Serbia, Monte Negro, Romania, Canada (in Ontario and Manitoba), USA, Brazil,
Chile, India, New Zealand, Angola, Ethiopia, Kenya, Sudan.

8 + 3: Albania, Egypt, Angola.

% The new school structure in Bulgaria will consist of 7 years basic education (divided into a
4-year primary phase and a 3-year so called pro-gymnasium phase) + 5 years secondary
education (divided into a 3-year lower phase and a 2-year upper phase).
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8 + 2: Armenia, Mongolia.

Model 6
10 years basic education + 2, 3 or 4 years secondary education

It may be called “the 10 plus model”. The structures are:

10 + 2: Jordan.

10 + 3: Norway.

10 + 4: Iceland.

Here it should be mentioned that during the Socialist era, two former socialist
countries — East Germany (German Democratic Republic) and Bulgaria used the 10
plus model in their school systems. The 10 + 2 structure was implemented in East
Germany in the 1970s and 1980s, while Bulgaria applied it from 1979 to 1991.

Distribution of the Structural Models

Model 1 is the most popular. It is used in 51% of countries studied. Model 5 is
at the second place — 21% of countries apply it. Model 2 is used in 11% of countries
while Model 4 can be seen in 9% of countries. Model 3 (6%) and model 6 (2%) are
the most seldom used.

Regarding the specific structures, it can be definitely said that 6 + 3 + 3/ 4 is the
most popular structure. It is used in 26% of countries. Two other structures are very
popular too: 8 + 4 /5 (18%) and 9 + 3 / 4 (16%). Other structures, each of them
implemented in 6% of countries, are;: 5+4+3/4;6+4+2/3;and 7 +5.

It should be underlined that this statistics is open. As it has already been
mentioned the study is ongoing and country data and generalizations are regularly
updated.

Other Results

It should be highlighted that the study shows the following main trends in the

structural reforms that have been performed worldwide in the past 15 to 20 years:

- decreasing school entrance age;

- increasing the total duration of school education;

- increasing compulsory preschool education;

- increasing compulsory education;

- increasing the duration of primary education and at the same time
neglecting primary education as a separate school level and putting it as
part of basic education;

- forming cycles that consist of two or more school years; and

- establishing a large variety of school structures.

The latter trend breaks the myth of any tendency towards harmonization of

school structures. All these main trends will be discussed in a further publication.

Conclusion

In the comparative study, some results of which are presented in this paper, the
structures of school systems are examined in their functional dynamics, in their
relations with other aspects of school systems, in their external rigidity and internal
flexibility. The study has the idea of developing and using in practice a
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methodological instrumentation that can be titled ‘“World comparative structural
research approach’.

Comparative Education (no matter how it is considered — a field, university
discipline, policy decision making tool, or whatever else) is what comparativists do.
Such a methodological approach can be used for better mapping of national
education systems worldwide, which is one of the main activities in Comparative
Education, for the enrichment of research technology, and for helping students to
create their own global comparative structural view of education phenomena.
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THE ROLE OF COMPARATIVE PEDAGOGY IN THE TRAINING OF
PEDAGOGUES IN SERBIA AND SLOVENIA

Abstract

This paper considers three issues arising from the study of the development and
the current state of Comparative Pedagogy in Serbia and Slovenia. First, the
development of Comparative Pedagogy as a distinctive discipline in Serbia and
Slovenia is discussed. Second, the role and the content of Comparative Pedagogy
courses in university programmes covering the training of pedagogues in Serbia and
Slovenia are presented. Third, special attention is given to the discussion on the role
of Comparative Pedagogy in the university education of pedagogues. Comparative
Pedagogy has a more enduring development and stronger position in Slovenia than
in Serbia. The favourable effects of Comparative Pedagogy on the professional
engagement of pedagogues, especially in the process of the modernisation and
improvement of education, are discussed as well.

Keywords: comparative pedagogy, comparative education, pedagogy, university
education of pedagogues

Introduction

The development of comparative education/pedagogy in both Serbia and
Slovenia went through two main phases. Initially, there was a need for comparative
pedagogy to be recognised and accepted as a new and separate research area by the
scientific community. Only then it obtained its place at the university level, giving it
the possibility for more intense development.

In Serbia, comparative pedagogy’ was recognised as a field of inquiry at the
beginning of the XX century. However, it had to wait until the beginning of the XXI
century to be accepted as an independent academic discipline (Spasenovi¢ &
Vujisi¢-Zivkovié, in press). In Slovenia, comparative pedagogy was introduced
earlier. It was taught as part of the subject of Comparative Pedagogy and the History
of Education in the mid-1980s. In 1992, it became a separate academic discipline
(Skubic Ermenc, in press). At least two reasons account for the differences in
comparative pedagogy in these two periods. In the 1980s, the academic communities
of both countries held different views, whereas in the 1990s, different socio-political
conditions existed in these two countries. Until the early 1990s, Slovenia and Serbia
were two of the six federal units within the socialist Yugoslavia. In 1991, they
became separate countries, giving rise to their discrepancies. Slovenia became a
member of the European Union and continued its social and economic development.

! We use the term comparative pedagogy insted of comparative education because it is
suitable to the meaning of the concept. That is, it is in accordance with the notion of
pedagogy as a fundamental science that deals with issues of upbringing and education.
Consequently, Comparative Pedagogy is one of the educational disciplines.
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Serbia, on the contrary, faced a major social, economic and political crisis. It
became involved in a war, struggled with the lack of democratic political
atmosphere, suffered external sanctions and became overwhelmed by inner political
and economic deterioration. Caused by these socio-political differences, scientific
development in Slovenia and Serbia in the 1990s completely diverged, including the
field of education. As small country, Slovenia has always designed its pedagogical
ideas and school system in accordance with the different European ideas and
practices. After their separation, both countries felt the increased need for wider
communication as well as for a critical response to global trends in education. Serbia
faced stagnation, both in educational practice and pedagogy as a scientific
discipline. Comparative pedagogy gained more importance in Slovenia, whereas in
Serbia, educationalists concentrated on solving internal and existential problems.

At the beginning of the XXI century, Serbia found a way to solve some of its
problems. A new government was elected, democratic institutions were established,
and major economic, political and social reforms were initiated, creating the
necessary conditions for the re-inclusion of Serbian scientists to the international
research community. New trends in society, as well as in education, finally led to the
acknowledgment of comparative education as a separate course in Serbian
universities.

Pedagogy as a discipline and profession: a historical and contemporary
view

The development of pedagogy as a scientific discipline in Slovenia and Serbia
has apparent similarities. The most obvious one is that the founders of Slovenian
and Serbian pedagogy were educated in Germany and Austria. German pedagogy
was the most influential in the XIX century, and it had great influence on the
development of pedagogy in the Balkan countries in the first half of the XX century.
After the First World War, Slovenia and Serbia became part of a unique country,
that is, the Kingdom of Serbs, Croats and Slovenes, later renamed as the Kingdom
of Yugoslavia. This integration strengthened the cooperation between academic
circles. Moreover, the predominance of the term 'pedagogy' during the interwar
period (1918-1941) in the Serbian and the Slovenian language was one of the
consequences of the influence of German pedagogy, with the theory of education as
the core concern (Vujisié-Zivkovi¢ & Spasenovi¢, 2010).

The Second World War caused the division of the Kingdom of Yugoslavia and
the great devastation of schools. After the war, Yugoslavia was re-united as a
federation, and it witnessed a new economic, political and ideological order, which
was largely imported from the Soviet Union. Consequently, the influence of Russian
pedagogy became very powerful. The established use of the term ‘pedagogy’
remained, as it was common in the Russian language. Russian pedagogy was less
influential in Slovenia, as one of the most influential after-war pedagogues, Vlado
Schmidt, distanced himself from it because of its statist traits. He defended the
importance of pedagogy based on the principles of a self-managing society
(Schmidt, 1982). Pedagogy is considered a fundamental science, both reflexive and
applied, which develops generally valid theories and explains general laws in the
area of education (Skubic Ermenc, in press).
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Throughout the XX century, professional profile of pedagogues emerged and
developed in both countries. The education of Serbian pedagogues started in 1900 at
the Faculty of Philosophy of the University of Belgrade. Before that time, pedagogy
as an academic subject was taught only for the training of secondary school teachers.
The first professor with a Ph.D. in pedagogy, Vojislav Baki¢, was appointed in
1892. The first Serbian pedagogues, those educated in the period of 1900-1941,
worked either as school supervisors appointed by the Ministry of Education, with
the task of monitoring and evaluating teachers and giving expert advice on teaching,
or professors of pedagogy in teachers' colleges (Tesi¢, 1992).

Pedagogy has been an academic subject in the Faculty of Arts of the University
of Ljubljana since its establishment in 1919. The Faculty of Arts educated the
gymnasium teachers (lower and higher gymnasium). Each teacher had to take a
pedagogy course (which then included Philosophy of Education? and History of
Schooling and Pedag