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PREFACE

1ittle is known in this country abou: the nature and the de-
tails of school curricula in testern Europe, although many a word of
nraise is spoken--espzcially in polemic context--2hout the 'superi-
ority” of EBurormern schools. Regzarch and writing in the field of
comparative sduvcaiion have largely concentrated on the social dimen-
sions of the schools (eccezss to gacondary schoole, 2nrollment ratios,

of aduca®ion). But what is being taught,

J.

structural reforms, politie:
how the school nrograms are arrangad--ihesa quzstions havs been gen-
erally neglscted. Ths nrasent study is an attempt at shedding some
light on the official school nrograms in thrae European countries.

Prancza, "lest Ga2rmany, and Italy hava been szlected not only
hecause I know them w2ll and sp2ak their lanauages, but chiafly be-
cause they ars the three largest and leading 'lestern nations on the
continent. Thair cultural and aconomic achizvemants are of world-
wid2 renown and influencs. Their contacts among sach othar have bdeen,
for centurizs, intensive and not at all primarily bellicose as nistory
textbooks may lzad us to believa. All three are very proud of their
Euronean character and today collabnrate in strangthening the unity of
Europa.

The thres countries resemble sach other in many respects that
are relevant for education. Th=air cultures have cownon rcots and
comparable levels. Their industrial devslonment (though slower in
Italy) is similar as are the social and material aspirations of the

peoples. Their political systzams (multi-party, ideology-based)




resembla each othar more than each rzszmhlass that of say, England or
the U.S. Although ‘l2st fGermany is a faderal nation, the administra-

[ ] ” L] []
tive features within its Landar (= states) are similarly centralized

as those of France or Italy on th2 national level. The ministries of
education, for eramnles, are nowarful authoritiass of central control.
Among the elaven Lander I selectad four that reprasent a fair range
of urban and rurazl, Cathclic and Protestant a2lamants- Beriin, Hesse,
Morthrhine-Jestohalia, Bavaria.

The school svstems of the tiree countriss share similar intel-
lectual and social foundations as wzll as the prchlasms resulting from
this heritags. Thair nublic schools rzcesivzd their basic character
during the mid-ninet=2snth century, an era of social class divisions
which pervad2d the schools and all idesas on suitable education for
the differsnt strataof ponpulation. In racsnt ysars thasse nations
have bagun attempts of adjusting their school systams to the nzeds of
modern times. Similarly motivated by socio-economic changes, the
thr2e countries ars ncw aiming to osen secondary education to larger
numbers of tha2ir youth. After some preliminary stsps, experiments,
and statzmants of orincinles, duriag ths 1950's, the governments of
tha three countrizs almost simultaneously (in 1963-64) but independ-
ently initiated concrstz reforms in their school systems. These re-
forms are of grz2at social significance: they rapmlace ths age-old
policy of rastricted access to secondary schools--the traditional
instrument of class differsntiation--by a nolicy of broadzning thes
access to sacondary =ducation. To accomplish their objectives, how-

ever, Francz, West Germany, and Italy chos2 scmevhat differant paths.

The chandges focus on the middle l=vel (grades 5 or 6 to 8),
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i.e., the years in which the drcisions cn further school carsers are
mada. This is why this study concentrates on tha curriculum of the
middle level, exanining the davelonment of ¢hz school programs that
accomnany thz structural chanqges of thz reforms. MMainly two ques-
tions quida the analysis of the official school orograms and dirzc-
tives: 1) in what manner and to what axtent do tih2 ravised patterns
concu~ with ths avowsd goal of broadening educational opportunities,
and 2) to what extant do the revisions include modsrnization, i.e.,
attention to training in ccntemporary modes of thought, and in skills
and knowlsdge na2z2ded for ccmpatsnt living in our times?

Tha comparative analysis apnliad in this study szems useful in
demonstrating ths rangs of different approaches in coping with
analogous problams undar comparabls conditions. It also serves to
highlight tha cormmon 2lements of the reform processas-: this, in turn,
may l=ad to cautious ganeralizations about trends that seem typical
for continental (west) European school desvelopments. The extent of
comnarison has gznorally bsen limited to description, analysis, and
intarnrestation of the prograns, omitting the explanation of the
causzs of diffarznczs as functions of the complax variables in the
matrixes of national charactsristics. Causal explanation would have
raquired much mors attention to thase “background’ variables in the
three socicetieas.

I+ should furtharmore be clsarly stated that this study
assesses the normative dimensions, not the actual uses of the cur-
ricula. The picture of *reality1 in its many varieties, has quite a
differznt relevanca--one cf intarzst to sccial scizntists and, for

example, to specialists in edycational administration. This study
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ds=libarately concentratas on thas ideas and nlans that give shape to

the instructional work of th: schools. These ideas and developmants
ara assumed to bz of interast to American sducators. If the results
as shown in this revort do not amnear startling or greatly inspiring,

one should keep in mind that ws do not deal with frontiers of Euro-

pean education--which should also be investigated--but with blue-

prints for ths broad and slow-moving national school systems. The

rank ordar of importancsz calls first for pizces of groundwork (such
as this study hopes to contribute) in understanding the existing na-
tional nolicies and advocated practices, which have a mandatory
character in Europzan countriss. Any experimental fesatures and

further advances in general school reform can be much battesr assessed

f on the basis of systematic information on the pravalent general pat-

terns.

Procedurss

The purpose of the study thus delineatad explains the pro-
cedures I choss in carrying it out. First, my general knowledge of
Euronean schonl raforms, acquired through nersonal background and my
earlier ressarch in this field* was supplemented by my gensral ori-
entation on curriculum qusstions from representative literature in
1 ths U.S. The central phases of work were two reszarch tours in the
three European countries during two successive summers. The first
one was exploratory, to gain an overview of the dsvelopments, to

outline the gznaral task, and above all to find out what source

Undertaken, e.g., for my dissertation, "lest German School
g;forn in Soc1a1~P011t1ca1 Context, Columbia University Dissertation,
1964,
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materials would be available. Th2 raturn tour, aftsr extensives
scrutiny of the documents obtain=d, served to fill gaps in data, to
seek answers to spacific questions, to clarify " hunches,” and to re-
fire earlier impressions. In particular, the follow-up was useful in
letting me observs thz nature and degree of progress made.*

In France and Italy I visited the national ministries of edu-
cation; in Cermany the ministriss of the four Lander mentioned above
(the authority in Berlin is called "Senator for Education”), and in
addition the Office of the Parmanent Conferencz of the Ministers of
Education in Boan, as there is no fedsral wministry of education.
Furtharmors, I interviewad numarous orofessors of =2ducation at uni-
versities and razsearch centers, also school administrators and
teachers. I visited a number of schools, had many informal talks
with anybody interested in education, and scannad collsctions of cur-
rent periodicals (many not available in the U.S.) for relavant
articles. Interesting ranorts ware reccived at the occasion of my
visit to the Offica of Cultural Cooperation of the Council of Europe
in Strasbourcg.

The parsonal contacts providsd invaluable and reconfirmad the
necessity of on-the-spot investigations and person-to-person talks
for reszarch in comparative education. Thz contacts with officials
also made it possible for me to obtain internal reports and other un-

[ ] £ ]

published materials of significancz for tha study. In their

-

*In Jast Gzrmany, for examplz, during ths interim months,
thres new comprehasnsive programs had been issued for certain school
types in two of the Lander to conform with a general pattern that the
eloven Lander ministers of education had agread on in the Summer of
1965.

Ly i e ot
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intellectual effacts, thass dialogues provided the proper perspec-
tives for, and interprzstations of, the goals and disvositions of the
ministerial documents. Moreover, the meaning of terms and concepts,

at times misleading or veilad by official “pedagoguese,” could be

clarified. (For exampnle, how close in meaning is the French “methode

actif” to ths Italian "metodo induttivo?” Both terms are central

elements in the quideliness for teaching method.)

Awaraness of precise defianitions and connotations is par-
ticularly important in a cross-cultural compmarativa study in which
the common denominators of tzrms and concents play a great role. 1In
this case, the often cumbesrsome gocurmentary idioms of the three dif-
ferent lanqguages had to bz translated into th2 "neutral' fourth
(nglish). For this assential procass of csvaluating and juxtaposing,
throughout the study of thes extensive source materials, my own judg-
ment was graatly aided and r=2fined by the discussions with tha ex-
perts in thz ministriss. and the academic circlss abroad.

One particular simolification in terminology, used in this re-
port, is the rasult of my decision to achieve grazater readability of
the text and particularly of the charts: it is the use of "academic, "
"semi-academnic,” and 'non-academic” as categories to desnote the three
basic school tynes in thaese countries. None of the three terms is
used in any of the countries. I adopted the American "neutral”
terminology, with ample explanations of which types of school are in-
cluded in thess categoriss.

The report is visually sumnorted by a series of fourteen

charts that demonstrate the distribution of school hours for the var-

ious subja2cts taught in thz middle grades. It is th2 only

AT YO P U Y i
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guantitative featurz(but it was not included as a concession to those

who consider figures and statistics a sine-qua-non of any respectable

rasearch). The design of the charts is original and may, I hope,
serve as a model for similar curriculum research studies.*

The amount of school time allocated for each subject has, in
the Europesan "fixed® curriculum, a functional importance that is
fairly similar to that of cradits” attached to courses in American
schools (a system unknown in Europne). The charts make visible not
only the changes betwszen the past and the current curricula but alsc
such other things as the role of foreign language study or sciences
in the schools, the provortion of time left for “non-academic sub-
jects” in the three countries, the total hours per school wezk (so
differant for France and Germany, for examplz). Other charts show
the sums and the percentages (of the total time) of'the hours al-~-
located to major grouns of subjects, e.g., natural sciences, social
sciences.

The completion of this renort nearly coincides with the pub-
lication of the se2cond major international oroject of tasting the

school achiesvements of students in twelve countrizs (The Interna-

tional Study of Achievement in Mathematics) sponsoredfgy the UNESCO

Institute for Education in Hamburg. The general interest in the of-
fects of school education is assuming world-wide dimensions. May the
information offared in this repcrt contribute in small measure to an

explanation of some of the int2rnational differences in the outcomes

of nublic school educaticn.

* L] L]
The raw figuras for thaz charts were culled fronm the official
schedules, and the percentagss were calculated by an assistant.
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I. THE MIPDLE LEVEL AC FOCUS OF THE PECEWT REFORMS

“Middle level” is used in this renort to denote the
school phase following the four or five years of primary
school and preceding the stame of advancecd academic educa-
tion or of vocational training. + would correspond to the
American junicr high school lowersc by one grade level. (A
similar 4-year “intsrmediate school” beginning with grade 5,
in replacement of the junior high, has been introduced on an
axparinental basis in the Mew York City school system in @
1965.) By international convention and in official publica-
tions, e.q., of UNESCO, the school level fcllowing primary
education (without precise fixaticn of years) is called
“lower secondary stage” {or ". . . school” if organized in
a senarate institution).

The designation “middle” for this school level is

used in Italy in the name of ‘scuola media,” a school that

includes the 6th, 7th and 8th grades. The schoel type

formerly existing parallel to the scuola media, until its

recent official "merger” with the latter, was called scuola

d*avviamento, (literzlly “getting-ahead” school). 1In

Germany, several terms are used: at the Volkschule (ele-

mentary school) the 5th through 8th or 9th grades are called

"Oberstufe” (upper stage), or "Hauntschule” (main school) in

the case of the recently established centralized schools with




fully develorned prograns which receive elementary pupils

from small (mostly rural) elermentary schoels. At the

Gymnasiunn and the Realschule, the 5th through 7th grades

are calledé "Unterstufe” (lower stage), since they represent

the first three years at these schools.
France, too, has saveral designations for this school
level (here 5th throuch 9th vear)- since it represents the

first phase of secondary education it is called “Premier

(1st) Cycle": according to the latest directives, its four

years are divided into "cycle d'ohservation” (6th and 7th

year) and “cycle d'orientation” (8th and 9th year). Before

the recent reforms (1959-64) there were numerous terms de-

noting the various types of schcol course available (follow-

ing the 5th grade): "classes fin d'etudes;" “cours comple-

mentaire,” “classes nouvellas,” besides the corresponding

collége and lycée classes. All these terms have been
abolished with the unification of the middle level in France.

The variety of terms for the "middle level” is an

indication, if not a symbol, for the uncertain nature as
well as the potential significance of these school years.
The course of primary edncation, in comparison, does not
arouse as much arcumentation nor plans for revision (not-
withstanding the disputes over reading instruction and the
"new math®). The first 4 or 5 vears of school everywhere
are devoted to the three R's and rudiments of knowledge
about the natural and social environment. Rarely is the

beginning of a foreign language included at this stage.




And while there are scue differences, from country to country
and often between rural and urban areas, in the program and
nractices of ‘teaching, the functicns of the prinmary years are
designed in resoonse to basic needs of all children. 1t has,
therefore, become generally accented practice in_Europe
(since the 1920's and '30's) to maintain common primary
schools.

For the secondarv stage of schooling in Furope, the
19th century practice of semarate provisions has continued
in all but the communist countries (where the common school,
as in the U.S., is the tynical vpattern). It was and remains
a question of sionificance after how many years of school
the division is to occur. It is 4 years in Germany (with
some exceptions of 5 or 6): it is 5 years in France, Italy,
and Great Britain: it is 6 years in the Low Countries. An-
other question is what tyne of program should be offered at
the early seconfary stage, when and where in addition to
the classical academic schools "modern" types of academic
schools emerqged. The classical type schools everywhere
plunge into Latin immediately with an intensity that makes
any later transition of nupils to or from these schools ex-
tremely difficult.

The greatest nroblem of all is that of deciding which
children should geo to what ty»e of school (the upper ele-
mentary schobl, the somi--academic school, or the modern or
classical hiah school). In racent decades the awareness of

the inadeguacy and irreversibility of these decisions has

L it s




led to ubiquitous attempts to revise the procedures of selec-
tion and to revise the curriculum in these crucial school
years. The school reform plans in France, Italy ané Germany
(as in other European countries) have focused the greatest
atterition on this phase of the education systems, which is
undergoing innovations that are more imaginative and far-
reaching than any other features of the school systems.

The heightened interest in the function of the post-
primary y2ars of schooling has arisen not merely from peda-

gogical insight and the humanitarian impulse to upgrade the

instruction of hitherto inadequately educated segments of
the population. These motives had been articulated for many
years by reform-minded educators in the three countries. And
there was no lack of reform designs nor of experimentation

with new patterns.l

What finally moved the ministries of
education and the legislatures tc decide on significant re-

visions in the school programs for these middle grades was

1Well-known recent examples are the French "classes
nouvelles” of the 1940's and the “classes pilotes" of the
1950's, as well as the Decree of 6 January 1959 issued by
President de Gaulle, which called for an extension of com-
pglsory schooling and other changes. In Germany, several
Lander (states) have experimented with a "differentiated mid-
die Tevel” since the early 1950's: the “German Committee on
Education"” published a series of reform proposals bhetween 1954
and 1963, foremost the comprzhensive "Rahmenplan” in 1959. 1In
Italy, experiments with reforms in the scuola media have been
conducted since the early 1950's: reports on these are, how-
ever, not available in English. For details of the French and
the German post-war reforms, American readers are referred to
George Male, Education in France (1963), Ursula Kirkpatrick,
“The Rahmenplan for West-Cerman School Reform,” Comparative
Education Rewview, IV/1, June, 1960 and Ursula K. Springer (same
author), "West Germany Turns to Bildungspolitik in Educational
Planning," Comparative Education Review, V/1, June, 1965.




primarily a national socio-economic concern. The scientifié
and industrial developments today call for growing numbers of
highly educated people, and the customary small proportion of
university graduates in European countries proves quite in-
adequate to meet the needs. OECD projections2 made evident
that the manpower situation will grow even worse in the future.
An enormous teacher shortage in West Germany since the
1940’'s led, in the early 1960's, to an all—gggggg,survey and

3 Several statistical studies4 of

forecast of staff needs.
school enrollment patterns of the L;nder, of future demands

for teachers, etc.--which demonstrated ever-growing gaps be-
tween supply and demand--were so alarming as to call for
drastic measures. The intensity of public indignation over
the conditions of the schools is reflected in the common use
of terms such as "school chaos,"” “educational catastrophe,”
"the misery of the German Gymnasium,” 2tc. in the public media,
in bock titles, in conversations. Ir France and Italy there

was and is less of a teacher shortage and there is less overt

public discontent with the conditions of the school systems.

2Organization of Economic Cooperation and Development,
Office for Scientific and Technical Personnel, Targets for
Education in Europe, Paris, 1962, and several more studies
published by this organization.

3Germany, Rultusminister-Konferenz, "Bedarfsfeststellung
1961-1970," Bonn, 1963.

4Practically all of these were inspired by the leading
economist of education, Friedrich Edding, now a director at the
Max-Planck Institute of Educational Research in Berlin.
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But both countries are concerned ahout the development of
educated manpower and have thoroughly assessed their resources
and future needs in this resnect as part of their comprehensive
econonic development plans.

In France, these projections are contained in the
regular four-year development plans which were initiated after
World War II. The most elaborate assessment of the existing
productivity of the school system and forecasts of future
trends and needs are found in the "Fourth Plan," the “Quatriéme
Plan de Dé&eloppement Economique et Sccial (1962-65),% as

Rapport Général de la Commission de 1'Equinement Scolaire,

Universitaire et Sportif.5 In Italy, a 10-year plan for the

development of manpower was issued in 1955: "Schema di sviluppo
dell'occupazione e del reddito nel decennioc dal 1955 al 1964."
This plan led to a l0-year school development plan, "Piano
decennale di sviluppo della scuola," inspired by President
Fanfani in 1958: the latter, however, was not accorded suf-
ficient sumport and financing by the parliament.6

These national plans, as alsoc the German "Bedarfsfest-

stellung"” (= "Assessment of Needs"), clearly demonstrated that

5Publlshed by the Commlssarlat Genéral du Plan 4°'
Equipement et de 1la Productivitd, Paris, Imprimerie Natlonale,
1961. The school developments are mainly discussed in Chapters
II, I1I, and 1IV.

6For a discussion of this plan see Lamberto Borghi and
Anthony Scarangello, "Italy's Ten-Year Education Plan,”
Comnarative Education Review, IV/1, June, 1960.
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a broad-scale solution to the vroblems could only be sought

in an increase of students in the academic schools as prospects
for future university and teacher training graduates. These
additional students must be found among the “talent reserves,"
the able children of lower-class families who normally would
not send their children to academic schools. The motives of
lower class parents for not doing so were economic (the longer
postponed carning capacity of their children) as well as social
(thev feared their children would not adjust to the “upper
class” character of the school). In addition, their children
even if generally able would have.difficulty in coping with

the exacting programs of learning. Among the beginners of the
academic courses customarily 10 to 15 per cent were dropping
out. As demonstrated by surveys, most of the children who
failed toppled over the linguistic hurdles. Latia and also

modern foreign language--as taught in the lycée, Gymnasium,

etc.--nroved especially hard for children of verbally less
cultured families. These children were usually not helped
along but "screened out" for their "own benefit.” (The
academnic schools had always been openly selective and geared
to an "intellectual elite.”) Often such pupils were otherwise
able, or they would not have been recommended by their primary
teachers.,

In order to bring about the necessary changes in school
enrollment patterns, comnrehensive reform plans were adopted
in the three countries. In France, a decree issued by President

de Gaulle on 6 January, 1959, extended compulsory schooling by
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2 years (in gradual steps) and established new procedures of

access to secondary education. A sequel decree of 3 August,

1963, instituted important innovations on the nmiddle level:

the abolition of all vocational training during those ycars

and enhanced opportunities for admission to academic schooling

by means of a unified curriculum program ané by careful pupil %

observation. This unification is carried even further: a

AP

common school (with slightly different sections) on this level

has been prcmulgated for gradual implementation, the so-called

ety

"Colleége d'Enseignement Secondaire.“7 In Italy, a reduvuced

version of the Fanfani-Plan (of 1958) was passed in 1962, the
3-year nlan “Provvedimenti per lo sviluopo della scuola nel
triennio 1962-1965" (= "Provisions for School Development

e « +"). One effect of this parliamentary provision was an
elahborate 380-page report (including cdetailed statistics),
presented by Minister Gui in 1963, on the state of the educa-
tion systemo8 The other major effect was the national law,
passed on 31 December, 1962, on the institution and implementa-

tion of the “scuola media statale,” the unified middle school.

The law includes, as in PFrance, the abolition of vocational

7These decrees, as all other documents on the reforms
on the lower secondary school level, are formed in Le Premier
Cycle, publ. Ministdre de 1'Efucation Nationale, Paris:
S.E.V.P.E.N., 1964.

(3 2 i A b o e

8Relazione sullo stato della pubblica istruzione in

Italia, publ. by Ministero della Pubblica Istruzione, Ronma, a

n.d. (1964).




training on this level and the introduction of a modernized
curriculum that should provide greater facilities for transi-
tion to advanced secondary education.

In Germany, the afore-mentioned ‘'Bedarfsfeststellung”

did not lead to a comprehensive national plan, but it did
alert the gégggg'governments to the need of improving their
school facilities and revising their school programs. For

the sake of coordination, the heads of government established
an agreement on basic cormon needs (published in October, 19G4)
concerning a lengthening of compulsory schooling, the up-
grading of non-acadenic school education, etc. In December,
1964, the education ministers followed up with an agreement

on 'Fmergency Measures in the Field of ‘::,"ducat:i.on"’9 for general
implementation in the L;nder.

The objectives of the reform decrees, plans, and
agreements, which were subsequently translated into directives
and guidelines by ministries of education, are remarkably
similar in the three countries. In broad outlines, these
measures were recommendecd as essential:

1. T» identify the abilities and inclinations of the

students:

9"Vbrdr1ngllwh erforderliche Massnahmen auf dem Gebiet
des Bildungswesens.” Both agrecements are publlshed in the
collection of documents, Sammlung der Beschlusse der Standigen
Kultusministerkonferenz, ed. Paul Seipp and A. Fuetterer,
Neuwied and Berlin: Hermann Luchterhand, 1963 and continued.




2. To win the able students and especially their
parents for the decision of longer school education
in academic programs:;

3. To modify the academic school programs, especially
at the early secondary level, toward a more modern,
realistic character, and to give sufficient assist-
ance to students whose families cannot furnish the
educational background and help:

4, To arrange for easier transfer possibilities at
later stages than the normal starting point of
acadernic and semi-academic schools in order to give
chances to "late bloomers’' ancd ‘“late deciders”;

5. To upgrade the non-academic programs for children
of average abilities in order to provide sufficient
background for future technical and other semi-
academic training:

6. To establish many more secondary schools easily
accessible to children from rural and working-class
areas (the sparsity of such schools was proven to
be a significant factor in enrollment practices).

These reforms were presented and defended not merely

as natters of national economic interest, but as means toward
a “democratization® of the educational systems, which in fact
they are. It is an interesting reflection on the political

situations in France, Germany and Italy that under the motto
of "democratization" alone the same or similar antecedent re-

form proposals had not found enough official support. The
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road of schonl reform in the three countries had been paved
with disappointments. Only when factual surveys and statis-
tical nrojections demonstratecd the present and future needs
for more trainad manpower, were the legislators and admin-
istrators persuaded to accept the costly and partly radical
steps toward a more democratic distribution of educational
opportunities and the general upgrading of compulsory school-
ing. The reform-minded politicians, i.e., mostly those of
social~democratic leanings, and the "progressive"” educators
finally had their Aday.

The spirit of "democratization®” is an overt feature in
the ministerial directives thét wvere issued to implement the

10 The terxrm itself is used in references and exhorta-

reforms.
tions dispersed throughout the official directives, more so in
France and especially in Italy than in Germany, where nowadays
official language tends to be keot free of terms that may hint
at political ideology.

The major focus of the broad reform policies, and
correspondincly of the ministerial directives for implementa-
tion centers on the middle level, i.e., those years that are
decisive for the subsequent school carezr of a child. The
planned innovations have a potentislly far-reaching effect,

not only for a more democratic distribution of ecducational

opportunities, but also for an eventual modernization of the

10

For details on these see Chapters IV and V.
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upper levels of academic education. The socio-political im-
nulse has mobilized new thoughts on curriculum, on student
observation and cuidance, on improved teaching methods, and
on better cooperation with the varents. "hile all these
facets were observed in the research for this project, the

emphasis has bean placed on the new developments in the cur-

riculum itself.
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II. STRUCTUPW AND CIHARACTERISTICS

OF THE SCHOOL SYSTEMS

Basic Structure

The nublic education systems in Europe were designed
in a pattern that provided schools along parallel or over-
lapping tracks rather than uniting all children (of equal age
groups) under one school roof. The historical stratification
of European society explains the system of different provisions

for the children of the "educated" classes and the children of

the masses. Originally, the children were separated from the
first arade on, but since the end of the First World War most
European nations introduced common school attendance through ]
the first 4 or 5 elementary grades.11 From that level on, the f
paths divided: a small minority of privileged children entered
the first stage of their long academic training. The mass of

children completed their 7 or 8 years of compulsory education
in general or vocational elementary schools. (In Italy, the

majority used to terminate their schooling, in fact, after the

“quinta elementare.” the 5th grade, even though the law pre-

scribed school attendance till age 14 since 1923. Even now- j

adays, the school attendance laws are not fully enforced,

1lln Cermany this innovation was incorporatec in the
Weimar Constitution of 1919, reflecting the progressive
ideology of the Social Democratic Party then in power.




especially not in the south.12

This traditional structure of
parallel school tynes, subseguent to the cormon elementary
years, has been maintained in Germany, while it has been
modified in France and Italy by the recent reforms. The imple-
mentation of the reforms, however, is barely beginning. The
following descripntion includes the traditional system and,
wherever applicable, the planned changes.

In the three countries, primary (elementary) school

begins at age 6:; Germany and Italy provide no public kinder-

garten classes, France offers “doole maternelle’ classes for

ages 3-6 in many places, but less than one half of all children

& A

attend those classes. The names of the elementary school are:

(] - 3 r'd ] (] 13 []
in Italy "scuola elerentare,” in France "école primaire,” in

Germany "Volksschule® which in turn is divided into “Grumndschulé

(first 4 years) and “llauptschule” (a new term for the upper

4 or 5 years). This school combines all childéren for primary
education through 5 years in France and Italy, through 4 years
in Germany (exceot for the City of Berlin where, after World E
War II, it was extended to 6 years).

In Italy, most of the elementary schools ended with
grade 5, except for some that continued for 2 or 3 years of

terminal elementary education. But the majority of non-academic

12For statistical details on Eurcpean school enrollment ;
trends and quantitative comparisons of provisions for general g
and professional education, sez the excellent study by Raymond ]
Poignant, L'Enseignement dans les Pays du March€ Commun, Paris: '
Institut Pédagogique National, 1965.




pupils (of those who did not quit. school at this point)
transferred to vocational post-elementary 3-year schools

called "scuola d’avviamento” (continuation school). In France

and in Germany the elementary schools normally continued up to
grade 8, offering a terminal elementary education (after which
the children began their aprrenticeships). France, however,

had at this level also a number of trade schools that combined

general and vocational training (similar to the Italian scuola

d'avviamento). These were called "centres d'apprentissage”

from the 1230's to 1961, when they were absorbed as "technical

sections” in the “colleges d'enseignement geéndral.” Germany

never included vocational training during the first 8 years of
school, but it has provided--since 191913--compulsory part-
time vocational education (8 to 12 hours weekly along with
apprenticeship or practical work) up to age 18 for all adoles-
cents not attending a full-time school. (This school is

called "Berufsschule.”) Compulsory full-time education, in

all three countries, ended after 8 years of school, not at a
certain pupil age (as in the U.S.). In all three countries
there were and still are a small number of free full-time trade
and commercial schools (one or two-year courses), usually run
by the communities. There are also many private commercial

{(and similar) schools.

13This provision, too, dates back to the Weimar
Constitution and appears again in the present one.
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The structural changes of the French and Italian re- ;
forms have now abolished all vocational training throughout

the period of compulsory education, and have introduced--on

the post-primary level--a common school type combining all
students: academic, semi-academic, and non-academic alike.

What used to be the terminal elementary type of education is
now becoming a secondary type of general education with op-
portunities of transfer to more academic courses and of con-
tinued education, after graduation, at schools of higher levels.

Thus in Italy in 1963-64 the scuola d'avviamento has

been merged with the (academic) scuola media intc a common

"scuola media unificata." 1In France, first, in 1961, the two

types of non-academic post-primary schocls (cours compléL |

mentaires, centres d'apnrentissage) and also the semi-academic

schools, imparting “short® general education (through the 9th

or 10th grade, called “enseignement général court®”) were all

merged into a new common school: the "collége d'enseignement

: genéral." Later, in 1964, the reform was extended to include

also the lower 4 grades of the academic schools (the lycéés).

This entirely unified lower seconcdary schocl has been termed

§ rcolleéqe d'enseignement secondaire."” But different from the
§ Italian eguivalent, it maintains different branches (usually
4 or 5) that correspond to the old-type separate schools at
this level. Another difference from the Italian reform con-
cerns the process of implementation: rather than completing

| the change all at one time, the transition in France is gradual. ;

There exist as yet very few of the entirely unified colléggs in




the big cities, wvhers the »restigious lycéés, the strongholds
of traditionalism, ara vernitted to continue receiving »upils
directly from the 5th grade of elementary schools. But the

(] ] ] L) \ [
fFirst: step, that of introducinag thz comwon college dfenseigne-

mant _general (the school tvpe without the academic classes) .

has been irmvlementesd evervwhcre in France.

The lencth of coronlscry schooling has been extended
fror 8 to © years in Cermany and France. There are plans to
extend it one more year some time in the future. Italy has
not changed the traditional & vears of comnulsory education.

For the acaderic tYne of ecucation thz old structure
has been largely preserved, excant that in Italy and France
the first phase of the acacemic school has been opened also
to non-acacermically geared numils. Traditionally, the children
of the nrivileged classes--after the 5th arade in France and
Italy, after the 4th ara”s in Ceriany--transfer to acadaric

schrnols; in Ttaly first “or threze vears to the ‘scuola mcdia,’

’

then two years tc a "ginnasio sunericre," frem there to the

"licec” for final 3 vears. finnasio and licec are usuvally

combine? in one schocl. In Trance and Germany there are no
] ° I , ot
differzat stages- the children enter th2 "lvcee (in France}

at ace 11, and the "Cymnasiun” (in Cermany) at ace 10} ahout

half of them rermain for the full course of 7 years (in France)
or 9 yvears (in CGernany). The other half droms out carlier,
usually aftsr the completion of ten years of (total) schoeling
at about agz 16. This corresponds tc the completion of the

Italian cinnasio, a »noint at which also in Italy many students

g Lt D i
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break off their schooling. A wicde variety of training programs
in business and semi-professional fields are available to those
who leave the academic secondary schools at this stage. Those
who remain and pass the aqrueling exams for graduation--callecd

"gggpalauréat“ in France, "Maturitd" in Italy, and “Abitur" in

CGermany--are entitled to enter any'university of their choice
for any course of study. (There are some restrictions in
choice of study fiel@ for graduates of technical, economic, or
other special forms of acadenic secondary schools.)

In Germany, a third school tyne has developed parallel

to the Gymnasium and the uprer part of the elementary school

("Volkschule”). This school tyne is the "Realschule," formerly

called Mittelschule, which receives nunils after 4 or 6 ele-

mentary schocl years and imparts 6 or 4 years of general semi-
academic education designed for "practical-minded” young people

who aim at medium-level careers in business, industries,

‘hospitals, etc. Although the Realschule originated in the

1850's, it never grew to any significance before World War 1I,

partly because many of the older Realschulen were stocked up

with 3 grades and thereby absorbed in the Gymnasium category,14

and partly because this school type lacked rrestige and ideo-

logical backing. But since the 1950's the Realschule--which

roughly compares to the (complete) collégg:d'enseignement

145s “Oberrealschule” or "Real-gymnasium® in response
to demands, during the late 19th century, for academic schools
with modern rather than classical curricula.

o TS
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géhéral-in Prance~-attracts a fast-growving percentage of

children in Germany.

Traditional Characteristics

The traditional characteristics of the different
school types play a vital role in the current (and past)
struggles over school reform in the three countries. Struc-
tural changes are only a part of any educational revision;
they must be complemented by internal chénges in program and
practices to fulfill the spirit of the desired reform, But
these internal changes involving character and conceots of
long-established school types are hard and slow to accomplish.
It is therefore correct to describe the traditional character-
jstics as still existing, in order to place the new aspira-
tions in prover prospective.

The characteristics are rooted in religious, philosoph-
jcal, socio-economic, political, and vedagogical traditions,
which are too complex to discuss in this context. A brief
descriotion of the overt characteristics (and their effects)
must suffice. For our purposes it is best to distinguish be-
tween 1) the officially assigned objectives and character-
istics; 2) the actual characteristics in their sociological
and practical effects; 3} the nroblems related to the char-
acteristics.

1. fThe three countries, as traditionally all of Europe,
have maintained different tyoes of schools because this system

is believed to serve best the different needs of social strata.

Yistorically, the sharp division of classes with different
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life styles made it unthinkable to have all children receive
. the sane kind of schooling. WNowadays, it -is still largely the- -
§ pattern of occuvmational categories that is used, e.g. in
Germany, as basis for the ifferent scoves of the schools, al-
though the Aivisien of children in the different schocl types
is officially based on their ability, not social class.

Since the establishment of public schocls, the mass of %
children were assumed to be incapable of advanced learning and |
to be destined for rural and laboring life careers. Their |
schools therefore were designed to make them into God-fearing,
hard-working, law-abiding citizens, equipped with basic knowl-

edge in reading, writing, armithmetic, religion, and a bit of

history and geography. Too much knowledge was considered
damaging to their contentment and therefore éangerous.15
Religion was highly stressed. The teachers of these schools

usually came from the lower and lower middle classes, had i
limited, if any, secondarv schooling and had usuwally finished
their trainina for teaching by the age of 18. During the past L
half-century, both curriculum and teacher-training were some- ;

what strengthened, and the official directives have mitigated i

the overt assumptions of "dead-alley” life chances and limited

R R Mt gy

15This viewpoint on the nart of the governments in the

19th century is clearly documented in official decrees of that
era, as for examole in the Cerman school regulations by
Minister Stiehl for Prussia, issued after the revolutionary
events of 1848.




16 Instead, new emphases were placed on

needs for knowledge.
" adequate preparation for life in "practical cccupations” and
household (for girls), thus slightly shifting the basis of
reference from social class characteristics and needs to oc-
cunational goals and needs, which in turn Adepend--presunably--
on perscnal abilities ana inclinations.l7

The academic seconeagzrschools of the three countries

are direct heirs of the Latin Schools of past centuries. The
spirit of learned humanism, until this day, is the essential ;
root of objectives and curricula of these schools as evident é
in their chief emnhasis on linguistic and literary studies.
Knowledge of the ancient languages anid the literature of the g
great masters, in past centuries the preserve of merely the
small number of schelars (not the upper classes of European
societvy in general), became the mark of distinction of the
reducated” or “cultured” strata of society after the intel-
lectual and social changes of the 18th century. "hen the
monarchical governments, in the early 1%th century, established

schools for the sons of the nrivileged classes, the natural

sciences and other studies of the "realities” of the world

16Yet as late as 1947. the directives in effect till
1962 for the Italian scuola d'avviamento for mechanical train-
ing stated that the cultural learnings (general education) in
this school is kept “at a level defined by the modest needs of
the laborer." Italy, “"Scuola di Avviamento Industriale, Ovarie
Progra..-ui* (October 1959), p. 3.

17For example, German directives for instruction in the 1
Volkschule always stress the importance cf teaching through ]
concrete experiences: manipulation of objects, audio-visual
aids, trips into the environrent, etc., and all kinds of
“Anschauung,” because these features are thought to be the

learning means most natural to the "practical minds.“ In addi-
tion, of course, drill is stressed, while abstract thought
processes are mininized.




" were still too undeveloped to comnete for positions of
importance in the learned schools. Some room, though, was
made for mathematics and history. Since the late 19th
century in Germany, and the early 20th century in France and
Italy, there were instituted new versions of the academic
schools that stressed the sciences and mathematics in the
upper grades. Yet the preponderance of time and effort was--
and still largely is--devoted to language and literature
studies in all the academic schools. As an illustration, the
provortion of weekly school hours devoted to literary and
language studies throuchout the academic school vears may be
examined: in the classical secondary schools in Germany these
studies absorb almost 50 per cent of all school time, in
France and Italy, a little more than 590 per cent. Even in
the "modern® and the scientific tvpe of academic schools the
proportion is abcut 30 pner cent for France and CGermany, and
nearly 50 per cent in Italy.18
Several factors contributed to the tenacious survival
of the humanistic character of the academic schools. One was
the time of their formal establishment on a national basis
during the era of neo-humanism and idealism, when, e.g., in

Germany eminent intellectuals provided philoscphic rationales

18Calculatlons from figures presented in Ravmond
Poignant, L‘’'Enseignement dans les Pays du Marché Commun,

op. cit., Annex no. X1, pp. 318-19.
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. for the formative walue of classical studies .to the mental,
moral and esthetic development of the person. Another factor
was the growing nationalism, which in France and particularly
in Italy until this day considers the study of Latin cultural
heritage as well as the national literary classics a source

of patriotic pride and strength. German nationalism (in con-

TIERT T

junction with the "Kulturphilosophie" of the early 20th

century) mocdified the emphasis on the classics and wholly or

partially replaced it by modern languages and stress on

German linguistics and literature.

An additional explanation for the persistence of the
emphasis on literary studies is the fact that the admin-
istrators and educators responsible for the organization and
progress of the school systems (foremost the ministerial of- ]
ficials) in the three countries have all been products (and :
defenders) of classical ané literary studies: rarely did a
scientist or mathematician hold a responsible position at a
ministry of education. Last but not least, the Church inter-
ests in Italy and in the German Eégggg_with strong Catholic
influence have alwvays been in supvort of classical languages 1
as major school subjects.

To conclude: the academic schools were originally de-

signed to form "la persona colta," "den gebildeten Menschen®

by studies of the languages and literary classics of the
cultural past. Present attempts to revise this tradition

are underway, as illustrated by this statement found in a




" French ministerial directive of 1960 -(dealing-with the guid-
ance of pupils) . . . "it would be truly unacceptable, in our
epoch, to reserve only to the classical humanities the privi-
lege of high culture."19 RBut the statement implies that this
conception is still widely held.

2. The major practical and sociological effects of
the official functions assigned to the academic schools have
come under heavy criticism in recent years. They can be

% summarized as follows: The students are overloaded by heavy

demands on memory woxk and linguistic studies. The orienta-

tion of study programs is concentrated on the past. The

natural and social sciences, while assuming ever-growing

importance in modern life, are sorely underrepresented in

these schools.

The students' minds are mainly trained in book-learning

which emphasizes established authority rather than intel-
lectual curiositv, and develooment of rational approaches to
problems of reality.

These schools with their esoteric programs and their
stress on linguistic skills discriminate against children %
from lower classes who.lack the background conducive to 1
language studies. Morcover, they tend to reinforce class

differences by perpetuating a distinct superiority of the

( 9prance, Ministére de 1'Education Nationale, Le
Premier Cvcle, op. cit., p. 17.
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educated elite with its prestige and snob appeal.
3. The problems resulting from the characteristics of

the schools are the basis for the present efforts in three

countries to modernize the education system. One problem is
the situation--incongruent to mcdern society--that the masses
of population obtain a few years of "terminal"” schooling in
the rudiments of applicable skills and are condemned, with a
few exceptions, never to rise to positions of learning and
prestige. The children of the small privileged strata, on

the other hand, are given an education that differs not only

in quantity and cuality, but that supposedly "forms" them in
the ideal image of a "cultured person." The selection for
such conferment of privilege should in theory follow the
ability and inclination of the children; in reality, however,
it is made by the parents' wishes, as has been amply demon-
stra’zed by statistics in the three countries.

The early division of the children (at age 10 or 11)

and the differences in curricula and teaching styles have

made it nearly impossible to change decisions on school
careers, thus fixing a child's life chances at a very young
age with little hope for revision.

A major nroblem on the national level today--as men- ;

tioned in the preceding chapter--is the small number of i

I
.

university graduates in mathematics and the sciences, a number
totally insufficient for the modern economic and industrial

structure of the nations. In Germany, there is great dearth
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of academically trained personnel in nearly all fields,
especially teaching and the sciences. The only way to in-

crease the number of graduates is to expand the number of

secondary school students. There are reserves of able chil-

dren, especially reserves of girls, in families of the rural

and working classes. To such families, however, the esoteric

character and non-practical curricula of the academic schools

hold little appeal for their children: or these children, if

transferred to these schools, cannot cope with the linguistic

demands which, especially during the early grades, function

as main selective criteria.

Among other problems related to the characteristics of

the schools onlv one nore should be mentioned. Neither of

the school types, elementary or secondary, has been assigned

the function of fostering the spirit of inquiry, creativity, g
and scientific method, or the democratic skills of coovera-
tion, citizenship, etc. Official awareness of these short-
conings is made evident in the French, German and Italian
detailed directives explaining the new instructional emphases
of the recent reforms. The professional literature of all
three countries abounds in suggestions of modernizing the ]
style and focus of instruction. ]
These critical observations on the different charac- }
teristics of the school types are not meant to belittle the i

strong sides and past achievements of the education systems.

i L oo

In France, Germany, and Italy the elementary and vocational



'schools have produced generations of people whose basic edu-
cation, well-trained skills, diligence, and sense of duty
have richly contributed to the flourishing strength of their
nations. 'The graduates of the French lycée, the Italian

liceo and the German Gymnasium tend to be truly "literate"

persons, well-skilled in oral and written expression, trained
in the habits of work discipline, knowledgeable in the conven-
tional canon of literary classics both of their own and the
classical culture. Thev know European history and world
geography as well as the fundamental scientific theories.
Above all they are imbued with a respect for intellect,
"culture,” and the artful usc of language.

WWhether the educated elite of the three countries has
ever reflected the lofty ideals of a truly humanistic spirit,

or the "Bildungsideal," is another question, which may elicit

a skeptical answer in view of the countries'’ history. Perhaps
these ideals cannot be attained by the study of languages and
the classics on the school level. A certain degree of disil-
lusionment with the traditional ideals is noticeable in
Germany, less so in France and Italy. Nevertheless, the
satisfaction with the inherited style of academic schools is
still strong enough to prevent any significant changes in
academic education toward either the American or the East
European patterns. Instead, other ways were chosen to ac-

commodate the (now welcome) influx of students from wider

social strata: parallel to the existing types of academic
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schools, additional types have been instituted where the
emphases are either cn scientific-technical studies or on
the social sciences, including economicsi. This diversifica-
tion, which anpears not on the middle but on the upper level
of academic schools, has been developed especially in France

and Germany, less so in Italy.




III. NATURE AND PLANNING OF THE CURRICULUM

Nature

Description. The structure of the curriculum plavs a

much greater role in Europe than in the United States, where

? (on the high school level) a variety of courses is offered to
a student so that he may design, with guidance, "his own"
curriculum. In the European systems, the schools have fixed
curricula for all students to follow. Yet there are two sorts

of choices for the students (after the decision on secondary

school type has been made): 1) which of the two or several
branches within the school is the best suited to the student,
and 2) whether to take one or more supplementary electives.
For each school type (and if there are different

branches, for each of these) thra subjects to be taught are é
carefully planned from the first to the last grade. The

planning extends both to the content covered and to the

school hours spent on the subject. As to the latter, the f
time is counted in weekly hours per grade (for example, the

5~-year liceo classico in Italy teaches 2 weekly hours of

history per year, that is 10 total hours: or the upprer part

of the Volkschule in Bavaria, Germany, offers 2 hours of

music in grade 5 and 6, then 1 hour of music in grades 7, 8, 9:

the total is 7 hours of nusic for the total five grades) .

Most of the subjects are taken by the students




throughout all the years of their school. Annual or bi-
ennial seif-éontained courses are not customary in European
schecols, except for some electives and a few subjects that
are taught only to the limited extent of 1 or 2 years (e.g.
philosophy in the top grade of a French lycée). Evidently,
this system places greater value on continuous contact with
the school subjects throughout the students' different age
levels than on a concentrated treatment of subjects for one
or two years (as in the U.S.). One of the consequences is,
in the European system, a greater amount of repetition of
learnings, but at levels of jncreasing depth and difficulty,
somewhat like the "spiral curriculum" proposed by Prof. Bruner
of Harvard.

A weekly schedule for a student usually contains 7 to
10 (or even more) subjects, the number increasing in the
higher grades whexe new languages or sciences are added. The
combined subject-hours per week average from 28 to 33 with no
study periods but plenty of homework (often 2 to 3, even 4
hours a day). School time is distributed over 6 days a week,
with the exception of France with its traditional "free
Thursday,” which, however, in a number of lgcéés is not kept
pbecause of shift schedules due to building shortages.

Explanation. Europeans maintain the prescribed

programs of study in their schools because of their belief
in the formative value of a structured integration of sub-

jects. The different patterns of combinations, especially
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for the academic schools, have a central core and a guiding
idea that are considered essential for achieving true educa-
tion. (This is comparable, e.g., to the liberal arts ideal
of many American colleges, while the American high school
type of curriculum is looked at by Eurcpe as a "smorgasbord"
of learnings.)

For the classical schools the ancient languages repre-

Y . 20
sent the core, for the modern lvcees and modern Gymnéasien,

the core is modern languages or mathematics and science. The
original guiding ideal was the image of "humanistic man,"” to
which were later added the inspirational values from (theo-
retical) studies of science and from the great literature of
modern times. These prototypes were not conceived as one-
sided but roundly educating in the sense of the French "cul-
ture gensrale" or the German "Allgemeinbildung." Therefore
the supplementary subjects are required (though in less
quantity), and they are--ideally--designed and taught with
integrative references to the core subject.

The various school subjects are ascribed different
degrees of formative values. €£till following humanistic tradi-
tion, the subjects dealing with language and written thought-
(religion/philosophy, mother tongue/literature, all foreign

languages) are believed to have greater educatiocnal value

20For foreign languace words, the foreign form of
plurals is consistently applied. For "Gymuasium® it is
“Gymnasien."




than, for examnle, science or geography, because the latter
supposedly teach mainly facts. Mathematics is held in great
esteem as training logical thought. Traditicnally history
was ranked as a "minor" subject, music and art even lower, but
in recent vears, the German systems have given greater impor-
tance to these three. The rank order of subjects is evident
not only in the nunter of class hours but also in the amount
of homework assigned and the recuired number of compositions
(or tests) written in class per vear. Failure in one major
subject, if coupled with other low grades, usually requires
a repetition of the entire school year: for minor subjects,
the breaking-point is two failures (with other low grades).
To the less-academic or non-academic schools, the
above-mentioned ideals do not apply. Traditionally their

spiritual core was religion (and public Volksschulen in some

Catholic regions of Germany continue to prescribe 4 hours of
religion each week). But the role of religion is diminishing
today. (In France, religion is altogether abolished as a
school subjeci: instead, the French schools for the masses
maintain the free Thursday for religious instruction to be
given by the churches.) The curriculum of these schools is
designed to prepare the students for practical life and Wprk,
but the "realistic"” subjects and the "non-abstract" ways in
which the teaching should be conducted are not considered as
having Yformative" value in the sense of academic tradition.

An instructional core, an intellectual ideal is missing; and
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this fact is reflected in the present curriculum reforms,
which for the non-academic schools are based on criteria more
oragmatic and psychological than are used in the designs for
the academic schools.

There are some excentions to this situation. 1In
Germany, the primary school years (after the first two grades)

center on "Heimatkunde” (social studies of the local and

regional environment) as the integrative core subject,21 in
the tradition of Pestaloz=zian princinles, which are still a
major influential force in German elementary education. More-

over, in France and Germany, where compulsory schooling is ex-

tended to 9 years (with the future prospect cf 10), attempts
are now made to introduce the central core of "preparation
for the modern world of work"” in the 8th and 9th grade. But
there exist as yet no exveriences to guide the planners, nor
are there instructors trained to teach these features (the
schools are staffed by elementary school teachers), and there
is no agreement on the desirable proportion of “general® vs.
"utilitarian” education in these grades.

One major criterion for the programing of subject con-
tent and the methods of teaching is the psychological develop-

ment of the children. This criterion plays a much greater role

21This is reiterated, e.g., in the directives concern-

ing instructional content in the ministerial guidelines for
the Bavarian Volksschule of July, 1966. ("Amtsblatt . . .°"
of July 5, 1966, p. 102.
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in the non-academic than in the academic schools (whose
teachers in France and Italy are not at all, and in Germany
only scantily, trained in educational psychology).

Implications. Several implications for the curriculum

on the middle level can be gathered from this survey of gen-
eral characteristics:

Traditionally, there have always been two parallel
patterns of curriculum (or three where semi-academic school-

types exist) for the grade levels € (or 5 in Germany) to 8

(and now 9 in France and Germanv) while on the grade levels

below that (the primary grades) the school systems have only

one curriculum for the one common school, and on the grade
levels beyond the Sth or 9th year (i.e. beyond the terminal
points of non-academic schools) a clearly defined academic
curriculum exists that shows only differences in emphasis
(classics, modern languaqges, science).

These two (or three) main patterns of curriculum on
the niddle level have always been significantly different,
analogous to the different nature and purposes of the school
types. Contrary to the lower and upper levels, on the middle
level, a central core, a major emphasis, has not been
develoved. In the non-academic schools. these years are
leading to terminal education; in the academic schools, they
are serving as preparation for the subsequent clearly articu-

lated courses of study.

For purposes of reforms or innovations, the "unfixed”
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character of the middle grades is a boon and a bane at the
same time: a bocon since fewer ideological traditions have to

be overcome: a bane since, in want of guiding ideals, the

curriculum planners tend to adopt the guiding ideals of the
academic schools now also for the designs of the common pro-
grams of the middle level.

The attempts to mitigate ‘the pronounced curriculum
differences on the middle grades level, or even to unify the
curriculum for all children in these grades, face the dif-
ficulty of obtaining agreement (and cooperation) between

teachers and administrators of two distinctly different out-

looks and training.

Planning

Procedures. Different from the American practices,

the questions of the curriculum are not left to the discre-
tion of the teachers or the schools, but are centrally
determined by the ministries of education, i.e., on the
national level in France and Italy, on the Lander level in
Federal Germany.

Curriculum matters are taken very seriously in all
three countries, and it is not unusnal for controversial
issues in this realm to be discussed and decided by the na-
tional (or Lander) narliaments. (There are no school boards.)
Sometimes public and political involvement in curriculum
changes becomes intense, especially when the latter have a

socio-political impact, as in the changes of Latin instruction

-
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in the newly established unified form of the scuola media in

Italy.22

The planning of the curricula is a task of the min-
isterial denaritments in charge of the different school types
(elemontary schools, middle schools, scademic high schools,
etc.). For the designing and the revising of the plans, com-
mittees consisting of officizls, regional supervisors (in-
spectnrs) , exverienced principals, and teachers from peda-
gogical institutes are formed to Jdo the work. Neither class-
room teachers ncr specialists from rxelated fields participate
in these committees, but they are couisulted to varying
degreez. It is not easy to gather information about the
"making” of curriculum designs, since nothing is published
about the procedures in any of the countries. The account
here presented draws on 1) information from personal inter-
views with officials in the ministries: 2) introductory
statements in documents dealing with curriculum design; and
3) inferences from analysis of the finished curricula.

In the Italian and French documents presenting the

new curricula, there are no references to the genesis of the

new directives. The latter are issued as government decrees

22Two illustrations: 'hen the Bavarian Ministry of
Education, in 1961, planned to reduce from 13 to 11 the
number of subjects taught during the last (13th) school year,
the guestion of which subjects to drop was heatedly debated
in Parliament aund caused front-page headlines in the news-
papers. In Italy, the question of the starting-point and
extent of Latin instruction in the middle grades provoked
bitter disputes among the party factions in the national
parliament in 1962.
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or ordinances, in Italy by the minister of education, in
France too, while some decrees originate directly from the
head of state.

In the German L;nder, the equivalent documents are
termed "communications”: they are not "decrees" but "direc-
tives" or "guidelines," and are submitted not as definitive
but for a try-out period (of a few years). The communications
usually include a broad request for criticism that may arise
during the early phases of implementation. One Bavarian doc-
ument on the new curriculum for the Gymnasium (of 26 August,
1964) referred in the introduction to those who assisted in
working out the plans: for each school subject there was a
special committee composed of "renowned professionals,”
mostly experienced teachers of the pedagogical seminars, who
are responsible for the training of teachers in didactics and
methods of the subjects under revision. Other participants
were representatives of the professional teacher associations.
University scholars were consulted on all academic subjects
at the final stage of the task; numerous classroom teachers
were shown the draft with the request for criticism.

The curriculum committees for the different schools do
not usually collaborate, yet they do consider the designs of
the other school typres, particularly with respect to the
provisions in grades that precede or follow their own school
type, in order to dovetail the designs. Serious attention is

given to entrance regquirements--to exnectations that higher




schools have for transfers or graduates from lower schools
(the universities for gracduates of the academic high schools,
the latter for pupils from niddle level and the <lementary
schools) .

In general there is no true integration of the cur-

ricula of the different school levels, since the character-
istics and purvoses of the schools are viewed to be different.
Exceptions (among the school systems here examined) are the
approaches taken by Derlin and Hesse which have planned the
curricula with a total view on the various school types. Also
in the other systems there are some efforts of enhancing the
integration at least on the middle level. This trend, in fact,

is part of the oresent reform moverent.

Forcss iInfluencing planning. What are the forces and

motives that influence the planning of the curricula, espe-~

cially the present ubiquitous revisions? A major impulse,

obviously, comes fron structural reforms, which in turn are

determined hy the national or Lancder parliaments. In addition,

policy decisions of the legislature and of the ministerial

executives reguire adjustments in the curriculum. Occasion- g
ally there are special demands concerning the introduction or
_strengthening of particular subjects, such as civic education,

which in Germany (in 1959) and Italy (in 1958) was an object

of national governmental concern and directives to the educa- <4 f

23

tion ministries. In Federal Germany, with its system of

23

For details see Chapter VI., i
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'Lﬁnder "autonomy" in cultural affairs, the chiefs of the
Lander governments have made, during the last twelve years,
several inter-Lander agreements concerning curriculum revi-
sions. These agreements, which are official state contracts,24
aim at achieving a closer coordination in three areas: the

foreign language sequence in the Gymnasium: the curriculum of

the last two years before the Abjitur exams; and the beginning
-=-in spring or fall--of the school year.

Organized forces that stimulate curriculum revisions,
by general criticism or pressures, are the political parties,
business and industry, labor, the professions, the universities
and, of course, the teachers' associations. Some of these
interest groups present detailed provnosals of desired chanages
and/or publish articles and brochures intended to gain public
support for their ideas. To what extend such pressures are
individually effective is difficult to cauge, since the ac-
complished innovations are usually the product of an interplay
of forces. Opposition to many reform plans, especially on the
lower and upper seconcdary school levels, tends to be strong
among the academic teachers and university professors, who
fear a watering-down of standards whenever requirements and
instructional content of the academic schools are subjected to
revisions. In contrast to the recent American trend of re-

nowned scholars /such as the Professors Zacharias of MIT and

24Notably the one of 1955 called "Dusseldorf Agreement”
and its sequel of 1964, tne “Hamburg Agreenent, "
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Bruner of Harvard) offering their pronosals for the up-dating of
school curricula, there secems to be no such initiative as yet in
the three countries under study.

There is, however, amcng thos2 responsible for curriculum

design, a general "groundswell" of awareness that modarnization of

instructional content and practices is necessary. A comparison of
designs and directives of earlier vears (the 40's and 1950's) with
those issued in recent years (the mid-~1960's) bears witness to that
fact. The changes, to be sure, are rarely drastic. But experi-
mentation with more radical changes in instructional patterns is

encouraged by the ministries of education, provided the latter's

permission for the experiment has been cbtained. Some of the

N
German Lander ministries actively and financially support certain
experiments, such as new comprehensive schools with integrated cur-

ricula in Berlin and Hesse. In Italy, most of the scucla media's

experiments were sponsored by the ministry.

Generally, it seems that the original stimuius for most of the
novel features has come from progressive-minded aducators them-
selves. Many of the present ideas have their origins in the peda-
gogically fertile years of the 1920's and have been nromulgated by
groups like the MNew Fducation Fellowship or similar professional
associations. Training or study centers, such as the Pedagogical
Institute at Sevres (France) under the inspiring direction of iime.
Hatanguais, have been important pioneers in the movement. After
World War II, the Italian Ministry of Education organized ten

study centers (individually called "Centro Dicdattico"), each devoted

to a particular aspect of public educaticn (e.g., the elementary

school, the scuola media, the relations between school and family,
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etc.). In West Germany, the united nation-wide teachers federations

(the Allgemeine Deutsche Lehrer-Verbgnde, comprising largely ele-

mentary school teachers) have advocatzd and designed reforms for
many years (since the 1920°'s). Varied expcrimentation has been car- %
ried out in private schools, which--in contrast to those in the U.S. w
-=-tend to be more progrzssive than the public schools. Important

rescarch was and is provided by the German Institute for Interna- v
tional Pedagogical Research in Frankfurt, and since recent years,
the Max-Planck Institutec for Educational Research in Berlin. 1In

all three countrizss, professional congrcsses and journals arc the

o sizada sy

chief arenas for the dcbate and publication of reform ideas promul-
gatced by teachers.

In the Europcan countries, the teacher's functions with rsgard
to curriculum are somcwhat differcnt from those in the United
States. The Europecan teacher docs not establish the general cbjcc-
tives nor the general cutlines ncr the areas of emphasis of his an-
nual ccurse, but he does choosc the means, the materials and methods
by which he wishes to attain the determined goals. In planning his
work, the tecacher knows from the ovzrall curriculum plan what his
particular class has covercd in pravious ycars and is learning in
othar subjects parallel to his ccursc. Thisawarceness providss more
certainty for his planning than scme American teachers enjoy. On
the cther hand, the Europ2an teacher must observe his obligation to
"cover" the prescribed cbjcctives and portions cf the subject as
outlined in the cverall plan; othzrwisc his colleagucss have reascn -

to complain when they take over frcm an incomplgted course coverage. ] (

242 oA

06119660 e mcmera;ly:r=~ rded a @onn$er>1@ce t@ the Lerman<99m~
mittae'é:"Rammamylhnﬂ of 7 1959, — and the Wiesbademmlah'iof:l 19622,
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25 are givcn, ccmparable to

And in situaticns where cextzrnal cxams
New Y2ork State's Regents cxams, the students--and the tcachers--
would fare badly if the materials were not covorcd., With regard to
examinations and the przssurcs thcy <xert cn tzaching and learning,
therz ig a2 general trand ameng the educaters in the three countrics
of aiming toward reducing the cxtent and the saverity of the ex-
ternal examinaticns, which have traditicnally been a scourge cf
European academic schccols. The public generally favors the trend,
but conscrvative intellzctuals oppose it at times, This is illus-
tratcd in the reccznt casz in Italy, where the dispute over the final

exams at the end cof the first completed three-yecar ccurse cof the

scuola media drew wid:s newspaper ccverage. (The Corricre della

Sera, the leading Milan daily, under big headlines--e.g., "Esaminati

dai lore professori gli alunni dzlla terza mzdia?"-~-printed articl%g

deploring the ncn-indicative naturs of the planned internal exams:

their legal validity was dcubted, since the Constitution of 1925
prascribed State examinations for all diploma-issuing public
schools+ and there werc othecr cbjzcticns.)

Generzlly, two circumstances cof the present decvelepments act
in support cf changes in thc nld examination system: cns is the
tentative character of the reviscd curricula with the accompanying
uncertainty cver justifiz=ad expectations of attainments. The other
is the grzat influx cf purils from heterogenecus backgrounds into

academic types of school, which nscessitates an émphasis on

25External exams are nowadays only used at the terminal point

: of a school f:r graduation or transition to the subsequent school
E type, but not at the e¢nd of each year (as in New Ycrk State), and
not at all at the elementary schocl level including the post-
primary terminal sequence.

26p3itions of 31 October, 1965, 28 May, 1966, 9 July, 1966 and
others.
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"orientation" rather than the selective "pass-flunk"” practices.

(This is the motivation of the new scuola-media exam procedure,
27

; which is explained in a ministerial Jdecree: the exams cannot be

| based on a rigidly fixed study procram, but must assess the pupil's
individual ability, developmeznt and intcre.ts, his educational and
social background, etc. Not "selective purposes," but "orientative

evaluation" is the scope of the new scuola media exam. The decree

is a beautiful example of modern pedagogical thought in the spirit
of "progressive education."”

The amount of freedom in the choice of subject matter content
that is left to the classroom teachers varies according to the
degree of details prescrihed by the ministries and also by the de-
mands of school administrators or supervisors. The latter demands
cannot be adequately assessed, since they vary from school to
school. Yet the ministerial directives furnish clues that permit
valid estimates of the teachers' realms of choice regarding content.
For all three countries, these recalms are broader in the non-
academic schools and narrower for all subjects in the academic

schools (espacially from the 9th year level on). A feature illus-

trating a certain extent of choice is that of reading materials in
the mother tongue and in the foreign languages. These materials
(pieces of literature) may be selected from lists that the direc-
tives present for czach grade level. In France an additional note
specifies that each year the teachers of French and of the foreign

languages decide as a group which pieces of literature are to be

27Italy, Ministro della Pubblica Istruzione, Scuola Media
Statale, Decree of the !Minister of 15 October, 1965, 63 pp.
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read that year in each grade in order to avoid repetitions. 1In
Italy and Germany the individual teacher péesumably himself chooses
from the selection prescribed. The German hander directives (but
not those of France and Italy) stress the importance of letting
pupils select books for individual reading and some poems for
memorizing, beyond the basic common requirements.

For the non-academic (and semi-academic) schools (grades 5 or
6 through 9) the teacher has more freedom. For examplé, the read-
ing materials are only indicatecd by general categories of topic,
type and historical period. One may infer from this difference in
approach that the small number of graduates from academic schools
is assumed to be able and oblicated to master a basic canon of
literature, the large number of non-academic graduates, however,
not.

The Italian scuola media deserves a special comment with re-

gard to freedom in curriculum matter. This~-~-for Western Europe--
radically new school type has been assigned an official curriculum
plan of such broad design that theoretically the teacher has a
similar degree of freedom as American teachers usually have. On
the other hand, the official directives are supplemented by an
abundance of informative and guiding materials on objectives and
didactics in the different subjects. (The materials, published by

the Centro Didattico for the scuola media, are fruits of several

years' experimentation preceding the promulgation of the reform in
1962.)
The selection of general textbooks is usually an indicator of

freedom in teaching. In the three countries alike, textbooks re-

quire approval by the ministries. From ample lists of such




approved texts, and teachers (and sometimes the subject denartments)
may choose. There exists bv now a growing supnly of modernized
texts that look similar to their American counterparts.

A vast if not complete freedom is left to the teacher in
choosing his methods of instruction. The curriculum directives of
the three countries stress the importance of initiative and imagi-=
nation, that the teacher should apply in adapting his instruction
to his students' characteristics. That refers not meraly to teach-
ing techniques (e.g., discovery method, group discussion, spelling
exercises), but also to "didactics," i.e., the handlingy of the con-
tent in the way that it beconmes “Jearning” (e.g., analyzing a prob-
lem, pointing to relationships, selecting one case as mocdel for a
generalization, etc.).

Any comments that the directives contain on the question of
methods are merely intended as suggestive, not prescriptive. The
extensiveness of such comments varies greatly in the official di-
rectives, from none at all, for traditional subjects in French and
Italian qcademic schools, to elaborate discussions of several pages
for "new subjects,” such as civic education in Italy .and France, or
for new approaches to "old" subjects, such as in mathematics (in
France and Germany): The most systematic and elaborate forms of
curriculum directives are thosa of the German Lander. For each
subject they contain statements of a) chjectives, b) required con-
tent, ¢) guidelines (sugagesticns) for instructional practices,
sometimes, e.qg., including examples of topics for compesition.
Several circumstances may explain the consistently more elaborate
guidelines in the German curriculum nlans: Secondary school teach-

ing in Germany rests more firmly on nrincinles of didactics,
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methods of teaching and general pedagogy, in which all teachers
receive at least a year's training. The Italian and French
academic school teaching has paid little if any attention to the
professional basis of teaching, and their certified teachers need
no training in it. In addition, the proportion of inexperienced
teachers is greater in Germany (cdue to the teacher shortage) than
in the other two countries. And last but not least, the German

school systems have advanced more in the area of internal reforms,

while the Italian and French systems have concentrated on struc-

tural reforms, but move with growing emphasis now also to revisions

in school nractices.

In the current professional literature of France and Italy,
however, the prokhlems of more up-to-date and more efficient methods
of instruction (in a broad sense) are accorded much space. Leading
in this initiative are the ministries of education in these two
countries, who are sponsoring (but do not themselves edit or con-
trol) veriodicals on the problems of seccndary school teaching,
obviously in view of the recent reforms on the middle level. 1In

Italy, the two main journals of this kind are: Ricerche Didattiche,

a monthly in its sixteenth year, edited by Professor Gesualdo

Nosengo (Rome), and La Scuola liedia e i Suoi Problemi, a monthly

in its eleventh year, edited by Professor Camillo Tamborlini

(Rome), director of the Centro Didattico for the scuola media and

one of the most active pioneers for this new school type.

In France, there is Cahiers Pedagogiques (with 7 to 9 annual

issues) edited by rrangois Goblot (Lycn), which is devoted to “a
free exchange of opinions and experiences among the teachers on the

sacondary school level," as stated in the masthead. The journal
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has supplements called "Textes et Documents,” each offering ma-
terials and suggestions on a particular teaching topic. The weekly

L'Education Nationale, in addition, contains chiefly general in-

formative news and articles, hut also contributions on teaching
practices. Both journals are irsued by S.E.V.P.E.N., the publish-

ing service of the ministry of education in Paris.



IV. CPANGES I.J GENERAL CURRICULU!M POLICIES

The Extent of Revisionary Activities

Since the Second Vorld Jar the educaticn ministries of the
three countries have issued numerous decrees and circulars concern-
ing changes in official programs of study. For exampole, the French
manual "Horaires et Programmcs de 1'Enseignement du Second Degré:. "
("Programs and Schedules of Secondary School Instruction®) went
through fifteen different editions during the past twenty years.
While some of its revisions were only minor, others were signifi-
cant. Another example: betwesen 1955 and 1966, Bavaria (Germany)

issued three different varsions of programs and schedules for the

upper part of its Volksschule (grades 5-8, later 9). In Italy, too,

the "aggiornamento® activities were lively during the last few

years.
This broad activity mainly resulted from pragmatic needs, as
indicated in the preceding chapter, e.g., structural refeorms in the
school system, changes in the socio-economic conditions. But basic
concepts of the functions of school education are also changing;
the ultimate, though still distant, goal is the mobilization of all
human minds to full capacity. To be sure, even the most advanced
curriculum plans are still far from adequate even if measured by
the designers' own stated objectives. But the movement is under
way: old ideological assumptions are crumbling, the shadows of the
19th century are disappearing, though mcre steadily north of the
Alps than south. The most important breakthrough in Germany,
France, and also Italy came in the early 60's, when the education

ministries themselves--century-cld bastions of conservatism--took
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up leadership for reforms on the crucial level of the middle grades.

In Germany the eleven ministers of education reached several
agraements aiming at coordination of the Lander school systems, and
at modernization of the teaching practices in the academic schools.
‘The latest agreement is a nine-vage document of “Guidelines and
Recommendations on the Organization of Instruction in Grades 5-11

28 It discusses the

of the Gymnasien,” issued in June of 1966.
sequence of subjects per grade, the special character of grades 5
and 6, and questions of didactics ‘and methods in relaticn to the

psychological devel »pment of the students. As in this instance‘
curriculum reforms in the three countries typically extend to the

secondary, not the primary school level.

Main Objectives of Recent Curriculum Plans

The major documents presenting the revised comprehensive cur-
ricula for the various types of school explain--in their introduc-
tions as well as in the various sections dealing with particular
subjects--the general objectives of the revisions. (In France and
Italy, the explanations are brief: in the German Lander, they are
more explicit.) The objectives fall into two broad categories:

social and intellectual.

Social cbjecties. In all three countries the emphasis is on

the need to replace the former post-primary type‘of schooling
(serving the majority of children) with a more thorough, up-dated,

general secondary education. Children should be prepared to par-

ticipate "ad una cultura e ad una societa realmente moderqg,"zglly.

28Germany, Kultusminister-Konferenz, "Richt inien und
Empfehlungen zur Ordnung des Unterrichts in den Klassen 5-11 der
Gymnasien," reprinted in Bildung und Erziehung, 19/4, Juli-August
1966.

29

Italy, Scuola Media Statale, Orari-Programmi, op. cit., p. 1Q
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which is characterized by "le ddveloppement considérable des tech-

niques, la transformation de l'organisation du travail (work), mais
30

aussi 1'évolution des esnrits et des moeurs (customs)." Furthey-

more, "modern society demands that the Volksschlule today give more

consideration to the scientific, technical, ané mathematical as well

wol

as to the social and political realms. Both the Italian and

French curriculum documents refer explicitly to the national school

32 These laws incorporate elaborate explanations of the

~reform laws,
social bases of the reforms. The French documents reiterate in
brief the essence of the twofold sccpe of the reform: the prolonga-
tion of compulsory schooling and the improved orientation (guidance)
of the pupils.

The orientation or "observation® of the pupils is emphasized as
a major task for the middle level (lower secondary) in all three
countries. (This will be discussed in detail in the next section.)
It relates to the general curriculum objectives in that “the studies
should as much as possible bz adapted to the tastes and aptitudes of
33

each child, as well as to the vocational needs of the nation.’

Intellectual objectives. In part, thes2 are an integral fea-

ture of the social objectives (as some of the references ahove

indicate). In a concise statement (of the Italian document), they

30France, Le Premier Cycle, op. cit., p. 1.

31Germany, Bavaria, Introduction of the "Richtlinien fur die
bayerische Volksschule," in "Amtsblatt des Bayer. Staatsministeriume
fur Unterricht und Rultus® of 5 July, 1966.

321n Italy, the law of 31 December, 1962, in France, the decree
of 6 January, 1959 with the supplementary decree of 3 August, 1963.

33France, Le Premier Cycle, op. cit., p. 1.
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concern the "democratic principle of raising ‘he level of a2ducation
and instruction indivicdually for each citizen and generally for all
the Italian nation, thus increasing the capacity for rarticipation
and the contribution to the.cultural and civic values."34

In another dimension, the intellectual objectives refer to the
curriculum content by stressing the nead for a careful selection of
the materials taught in each subject. French and German documents
dealing with academic schools explicitly reject past tendencies to
strive for "encyclopecdic™ knowledge: the equivalent Italian document

warns not to weigh down the pupil's mind with "unassimilated infor-

mation,” with “raw material '("materiale bruto”) that does not become

formative (“che non diviene cultura”) but provokes aversion to learn

ing. . . ."35 Similarly the statement in the Bavarian directives

for the Volksschule: “The instructional content must carry forma-

tive substance ("Bildungsgehalt"”) which can be personally compre-

hended, which will generate valid insights, and will influence at-

titudes."36

Statements such as these hint at the twofold problem that the
revisions try to cope with: the overburdening of students (mainly
those in academic school programs) with unmanageable amounts of
work. Parents, nhysicians, psychologists and the teachers then-
selves have, for vears, protested against the overload, and the
newspapers in the three countries abound with articles on this

topic. The main cause of thes overload (well known also to American

34Italy, Scuola Media Statale, op. cit., p. 9.

351ta1y, Orari and Procorammi--Ginnasio e Liceo Classico, p. 3.

36Germany, Bavaria, "Richtlinien fur cdie Volksschule,*
Amtsblatt of July 92, 1966.
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educators) is the enoimous increase of knowledge in most fields,
not to mention the ever broader realms of life that the schools are 3
expected to include in their instructional programs (e.g., civics,
hygiene, sex education, safecty education). It is obvious.in the
European systems: the streamlining of content requirements has not
kept pace with these additions.

The revised curriculum directives take account of the problen

in their introductory comments which stress the importance of apply-

e e R e
‘ ry

ing sound criteria for the selection (limitation) of subject matter, |

s

and urge the distinction between relevant and less relevant facts to
be taught. This rather vague advice is, in a few instances (e.g.,
the plans of Berlin and Hesse) supported by indication of basic ;
facts or insights to be mastered and by examples of learning ma-
terials helpful in the teaching process.

Special mention should here be made of an instructional method ;
that Q%s gained wide attention among German ecducators during the |

past few years. It is called “"Exemplarisches Lehren® and compares

with the American "teaching through models."” Renowned supporters

of this approach are, e.g., Josef Derbolav (Das Exemplarische im

Bildungsraum des Gvmnasiums, 1957), Martin Yagenschein (Das

Exemplarische Lehren, 1954), and Hans Scheuerl (Die Fxemplarische

Lehre, 1958). 1In brief, the method means to impart--if possible,

through concrete experiences--“categorical, kasic notions and key

37

insights” on which further learning can be structured. It at-

tempts to cope with the overwhelming mass of content matter, by

37Ernst Meyer, Praxis des Exemplarischen, Stuttgart, Klett,

1962, p. 150.
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selecting essentials, by illuminating the structure, the typical,

38

and the generalities. As can be exmected, there are controversies

over the "“Exemplarische Lehren.," which lends itself better to some

subjects (the sciences) than others (history, literature). The of-
ficial directives rarely mention it in their recormendations. But
all teacher training institutes include it, to a greater or lesser

degree, in their didactics courses.

New Procedural Approaches

Aside from the quantitative problem of instructional content

(and the related considerations of method), the gualitative char-

acteristics of the school curricula have been given attention. With
respect to the entire school system, the discussion is cursory in
France and Italy: here the school types of the systems are treated

39 Therefore the French and Italian views on aims and

separately.
characteristics of the new curricula will be analyzed in the section
dealing with the middle level. Amonc the four German Lander in-
cluded in this study, the practice varies- Bavaria and Northrhine-
Westphalia follow patterns similar to the Italian and French (i.e.,
separate treatment of characteristics), while Hesse and esn:icially
Berlin » have taken a total-view. In the following, the guiding
ideas of thesz twd designs will be discussed. Their direction ap-

pears to point the way for other German (if not European) school

systems.

385ee definition in Josef Dolch, Grundbegriffe der Padagogischen
Fachsprache, 3rd ed., Munchen, Ehrenwirth, 1953, p. 59.

39The ministerial departments for the different school types
still work rather independently from each other; in Italy they are
housed in different buildings: the department of the scuola media is
located miles away from the main building of the ministry of educa-
tion.
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The Hessian ministry of education issued its comprehensive

40
curriculum plan in 1956-57, two years before the Federal German

"Rahmenplan" (of 1959) was published, and several years before the

other Lander arrived at their present modernized versions of cur-
riculum plans. The commission premaring the plan included educatcrs
from all school types, and before the plan was published it was sub-
mitted for criticism to 1) teachers of all categories, 2) various
interest groups and professional orcganizations, and 3) parents
(i.e., representatives of parents' organizations). In Hesse, the
parents are accorded--by post-wur constitutional provisions--a
greater influence on school policy and practice than in any other
German Land. This develooment may be traced to AmericAan inspiration
during the Occupnation years.

The Hessian plan ~7as desicned for the existing pattern of
school structure, namely four years of common elementary school
followed by one of three devices: either four years (and since 1962

five years) of Hauptschule, or six years of Realschule or nine years

of Gymnasium. Thus a structural 'commonness" of schools has not

been attained, but Hesse has established several entirely common
public schools running from lst through 13th grade, which have be-
come showpieces for visiting educators from all over. Many more
such schools are projected for the future, at the rate that the
communities desire tham and the Land government is able to give

financial support?oa <

4oGermany, Hesse, “Bildungsplgne fur die allgemeinbildenden
Schulen im Lande Hessen," in Amtsblatt of March, 1256 and January,
1957.

40a5ee Schule unssreyx Zszit: Tildungsuegs in ilsssen, publ.
Der Hessische Kultusminister, '/iesbaden, n.d. (1966), p. 44; and
Landes.Verband HessFN der GerWesrkschaft Erziehung und Wissenschaft,
"Auf dem Wege zur Gesaltschule," Frankfurt, n.d. (1965).
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The traditional tri-partite educational structure, while still

maintained in Hesse, is not, as in the cther Ger:inan Léndgg plans,

justified on the grounds of a conceptual division of (adult;, occu-
pations into three categories (practical, clerical-technical, ex-
ecutive-professional), with their concomitant three different sets
of purposes and practices. In fact, the typology of three occupa-
tional qroups is rejected hecause the job requirements--especially
today~-~are too comnlex for anv direct correlation with the three
different school types. Moreover, in our rapidly changing economy
it cannot he projected for ten-year old children what the require-
mants will be for the occupations they will take up as adults. The
Hessian plan stresses the unity of basic educational concepts that
govern the objectives of curriculum plans. Central to these objec-
tives is the view of a common society whose merbers, while pursuing
different occupations, share comrion needs of preparation for modern
living. Consequently, a set of guidelines is presented for the
pclicies and onrograms of studiss in all schools alikea:

1. There must be a unified amproach in planning the program

ip the various subjects, e.g., the program for arithmetic/mathe-
matics is planned by a committee of educators from all levels for
the entire course of grades 1l-13. General points of emphasis in
content and method are determinecd, especially for the parallel
tracks (grades 6-9) of the different school types. Such coordina-
tion has not only the nragmatic advantage of facilitating the ad-
justment of students transfering from one school-type to another,
but also that of better orientation about the attainments-to-bhe-
expected.

2. The subject committees are to strive for limitation.; of
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content details (principle of concentration) and for means to

raise the efficiency of teaching (inclvding use of audio-visual
aids, the public media, ctc.).

3. Subjects are to be re-structured--the traditional analogy

to university disciplines is to be renlaced ky an orientation of

subjects toward the realms of life which the subjects are to serve.
Thus subjects should ke combined and planned together, and, as far
as vossible, taught in a coordinated, if not altogether integrated,

manner. (This is callad "Gesamtunterricht”--"total instruction,”

a misleading term, since it recalls the one-room schoolhouse style
or the “"Jack-of-all-trades” type teacher, both of which are cer-
tainly not meant in this case.)

4. The revisions in the progran of instruction must be re-

alistically based on changes in society. Diminishing family educa-

tion should be compensated for by school instruction that combines
such traditional courses as neadlework, cooking, and (parts of)
biology into one course that centers on “family living”: this
course should be offered to becys, too. The schools should also
teach hygiene as well as typing, and traffic education. Such
courses call for nethods that aim not merely at intellectual learn-
ing but also at learning of behavior and accquisition of skills.
The same applies, e.g., to civic education, which is to be subple-
mented by activities, group work, and the practicing of skilis re-
quired of a mocern citizen.

5. The traditional notions of child nsychology must be re-~
examined in view of the fact that modern mass media expose children
to a wide range of stimuli. maaching should connect with, rather

than ignore, what children learn through T.V., radio, advertising,




etc. Sex education is one case in point in this context.

6. A foreign language (English) must become a regular sub-

ject for all Volkschule students to broaden their horizons and

facilitate transition to academic schools.

These overall principles have been translated into the
specific curricula for the three schoel typas. They were suffi-
ciently advanced to anticipate the needs of the coming years, needs
which moved the other Lgnder, during the last dacade, to issue cur-
ricula revisions that brought them closer to the programs and guide-
lines of the Hessian school system.

The Most Advanced Approach
to Curriculum Design

In all the official publications of the three countries
under study, the most modern ideas on curriculum design are found
in a statement of policies for the planning of curriculum guidelines
for the education system in Berlin. This policy statement, issued
in March of 1965 as working paper for internal use, represents the
pedagogical application of a gensral reform program which the
Senator for School Affairs, Dr. Karl-Heinz Evers, presented to the
public in 1964.%3

Several featuras of the Berlin policies closely rssemble
those of Hesse. The curriculum plans are worked out by committees
comprising educators from all school types and levels, so that a
vertical coordination for the subjects throughout all grades and a

horizontal coordination for the various school types (that follow

after grade 6) will be accomplished. Coordinated planning for the

41Berlin, Senator fur das Schulwesen, Denkschrift zur
inneren Schulreform, 1964.+*
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different subjects and limitation of content are governing princi-

ples as they are in Hesse. To facilitate limitation of content, the %

curriculum guidelines are to set certain basic objectives in knowl-

edge, skills, and behaviours to be attained at various levels in the
different subjects. For additional learnings a "didactical rank 4

order"” is suggested é%at leaves the teacher broad realms of free

initiative. Furthermore, teachers should try to distinguish between

T AT R TR

Yexemplary" (model) and "orientative" (informational) types of learn-
ing in their instructional planning. ?

In other important aspects the new Berlin policies reach be- |
yond those of Hesse. They reflect a commitment to modernity not
only in theory but in concrete attempts to infuse the curriculum
with realistic elements that will prepare today's children for the
changing demands of urban life. The following brief summary renders
the main points of the Barlin policies.

Since we know so little about the future external conditions
of living, educators must foster more than ever the inner human
capacities and the abilities of self-education and initiative. They
must strive, through genuine personal encounter with their students,
to help ‘hem develop self;awareness and self-realization.

In contrast with the traditional ideology of "Bildung" with
its dualistic concept of higher education for an elite and popular
educstion for the masses, the modern schocl must be congruent with a ]
pluralistic and highly mobile society. This includes the recogni- ;
tion ¢f interpersonal responsibilities and of the fact "that no one
alone possesses the truth." Also in contrast with traditional
ideology, the school must train young people for the realities of

the world, not against them. (Many Cerman apostles of culture still
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look disdainfuvlly at the "materialistic” realms of practical 1life
and technology.) Educators should develop in the students an under-
standing and respect for the complex world of industry and commerce
as an achievement of human minds and actions. They must prepare the
young to find their place in the competitive occupational structure
which 1s largely characterized by corpcrate organization, team work,
and the impersonal discipline imposed by the composite patterns of
specialized functions. Preparation for future work can no longer be
practical training in one particular permanent occupation, but (in
view of constant change) it must include more theoretical founda-
tions and general abilities that will facilitate adaptation to new
functions as well as advancement within a field of work.

The recognition of modern realities--in science and tech-
nology, and in the economic and political spheres~--must include the
awareness of contrasts and contradictions. The school must help
prepare young people to cope rationally with conflict, as opposed to
the tradition of ignoring or abhorring genuine conflict while
idealizing harmony, albeit an illusion of harmony. (This seems a
significant objective, in view of the much-needed maturing of German
social and political attitudes.) Ample attention is given to the
political education of the young citizens, with emphasis--bheyond the
learning of facts and insights--on political behaviour. The active
participation as well as the passive yet critical rolz of citizens
is considered in this training. The school is urged to counteract
the tendencies toward apathy and resignation by teaching not only an
understanding of the process of power formation in a democracy but

also by providing the climate f-~r practice in cooperative work, in

teams, committees, panels, etc., including the routines of democratic

procadures.

o o oc g
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Because of the general incrzase in leisure time, the Berlin
plans call for the development of knowledge, tastes, and skills in
activities that help enrich the personal life. Proper use of tele-
vision, radio, and newspapers are related to this phase of educa-
tion. Finally the schools should actively ccoperate with the other
education forces: the home, the churches, youth groups, community
organizations, and institutions for adult education.

These general principles are finding application in a number
of novel features, some of which seen of particular interest to
American educators (only these will here be mentioned):

l. The teaching during the first primary years (1-4) should
capitalize on the manifold "secondary experiences" which children
gain through the public media; radio and television must have a
place in primary education.

2. A program for basic technical education must be planned
for grades 1-10; on the secondary level it will be integrated with
manual work, mathematics, and the sciences. Definite attainment
goals in technical concept formation will be set for the end of the
6th, 8th, and 10th grades.

3. The subject "household wecrk" (home economics) for boys
and girls in common must be oriented toward modern social condi~
tions as well as toward the purposes of basic technical education.

4. Attainment goals for the end of the 6th grade will in-
clude understandings in the use of radio, television, and movies.

5. An instructional program in the use of newspapers and
magazines is proposed for grades 7 and 8. For the end of grade 8,
attairment goals are to be set for the learning of proper use of
newspapers, films, radio, and television; similarly for grades 9

and 10.
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6. Grades 9 and 10 (the final years for the majority of
students) should consider the aspects of increased leisure time in
co-curricular programs (electives or workshops) devoted to photog-
raphy, movies, T.V., theatre, school newspaper, literature (espe-
cially juvenile contemporary publications), play-acting, astronomy,
politics, art, music, dance.

7. Grades 9 and 10 will also include realistic orientation
programs about the world of work, including practicums in industrial
and business firms and social agencies.

8. Programs for sex education will be developed. The same
also for traffic education.

9. The adequacy of the curriculum in the scienccs and in
political education will be examined. For science on the highest
grade levels (11-13), a program for an interdisciplinary approach
will be designed. (The same approach is already operative in these
grades in political education.)

10. In physical education, a systematic cooperation with
(non-school) sports clubs is recommended, especially in the area of
co-curricular activities (interest groups, teams, etc.).

The details of these planned innovations and revisions are
being vorked out by committees and subcommittees. For special prob-
lems experis ouhside the school system are being consulted. Dead-
lines weres set for the different steps of the work that extend from
the Snring of 1965 to the end of 1966. It will be most interesting
to oksarve the final outcome of this truly mocdern curriculum design

for tiv2 schools of Berlin.




V. INNOVATIONS ON THE IMIDDLE LEVEL

The focus of the recent reforms center on the first years of
secondary schooling, when the educational careers of children and
thereby their future life chances are decided. The importance now
accorded to this school phase is made evident in the multitude of
laws and administrative provisions aimed at a fundamental recon-
struction of the middls grades. In Italy, the collection of all

the laws and provisions concerning only the new scuola media com-
42

prise a volume of 550 pages. In France the corresponding collec-

tion (up to 1964) concerning "Le Premier Cycle” is a book of 256
pages.43 In Germany, the situation is different, since the middle
school years continus to be separately merged with the existing
three school types. While extensive revisions w:re undertaken on
this level in all the German Lander, no special collection of the
respective documents has been made. The latter must be culled from
the various Lgnder plans and programs of study and from several

44
documants of the Standlge Kultusminister-.Xonferenz (the Permanent

Conference of Education Ministers of the Lander), located in Bonn.

“G. di Stefano, ed., Raccolta delle dlSDOSlZlOHl legislative
e amn*nlstzat1Vﬁ  sulla Scusla Media, lMovimento Circoll delia
Didattica, Roma, 1966.

‘3France, Ministére de 1'Education NatlonaLu Le Premier Cycle,

'bo

—-o-.‘

A
44 ~The latter documents are collected in Samm!ugg»der Beschlusse
der J:andlqen Rultusminister-Konferenz, op. cit.

B
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The foilowing analysis of reform provisions for the middle

level will concentrate on° A) organizational structure, R) enroll-
ment of students, and C) curriculum revisions for non-academic edu-
cation. Special features in methods, individual assistance, evalu-

ation of students, will be included in the last chapter.

Organizational Structure

The structural revisions of the schools have already been
mentioned in Chuapter II. They differ in the three countries.
Italy undertook the most radical change by introducing the scuola

media unificata in 1962. This school renlaces the former three

parallel school types: scuola media inferiore (academic), scuola

d'avviamento (general and vocational training combined), and the

terminal elementary school classes. France chose a niddle way (and
2 very gradual system of implementation): the four-year "premier
cycle"” of seconcdary education now receives all children alike. It

consists of two "classes d'observation” and two “classes d'orienta-

tion." During the two years of "observation classes" there is a
common curriculum for all, but the children are divided into paral-
lel classes of different academic standards, corresponding to the
old-type different schools: classical and modern I (for the "long"
academic course), mocern II (for the ¥short" academic course), and
“transitional classes" for the group of lowest achievers (still
comprising about 50 per cent of the age group). These differen-
tiated "observation classes" provide for all children procedures
for individual evaluation and orientation (try-out opportunities).
Those who prove to be able students pass on to the two-year

"classes d'orientation”--again following identical curriculum

programs--while the less akle students (i.e., most of the
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“transition classes"” complete their schooling in two years of

. . +45a
classes pratiques.’

The West German Lander introduced the least organizational
changes. The majority of children continue to attend the upper

part of Volksschulen, now called "Hauotschulen® (often centralized

schools for pupils from several feeder elementary schools), for
which now upgraded, diversified proarams are being developed, while
12 to 15 per cent of the children transfer to the semi-~academic

Realschulen and 12 to 17 per cent transfer to Gymnasien. There

are, however, beginnings of cormon first two classes on the secon-

dary level (grades 5 and 6) in several German Lander. They are

“
called "Forderklassen® ("supportive® or ‘promotive classes"”) or

"Beobachtungsklassen" (observation classes) and may be organized at

either a Volkssch..ule or a Gymnasium (also sumetimes at a Realschulel.

Originally designed for the purpocse of providing try-out opportuni-

ties and better orientation before the final decision of further

school careers, the Forderstufe was the main feature of the compre-
45

hensive "Rahmenplan” (of 1959) for West German School Reform.

The plan proposed that all children, including future Gymnasium

students, would go through the common middle level, where some sub-

L e P Y S

jects are taught in heterogencous grcunings and some subjects
(English, mathematics, German) are taught in homogeneous sections
that are adapted to different abilitizs. But the scheme aroused so

much resistance at the time that the whole Rahmenplan never got off

4 ;
AgSee Chapter I; ». 4, footnots 1. i
@ The transitional classes seem slow in building up. Recent

statistics obtained from the French Education M1nlstrb show

for 1965/66 that among the roughly 300,000 non-academically
oriented sixth-graders (comprising half of the age-group\ only
6.6% attended transitional classes The vast majority remained
in the final primary school classes ("Fin d'Etudes Primaires".)
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the ground. A few years later, in 1963, the ministers of education
themselves recommended this feature as one approach for improved
identification and fostering of latent talent reserves. Finally,
the chiefs of government of the eleven Lander, in their Hamburg
Agreement of October, 1964, gave their official sanction to a

"Porder-oder Beobachtunjétufe" (observation cycle) on the 5th and

6th year level. It is gradually being tried out in a number of
schools.

Where these "Porderklassen" have been instituted by now,

usually just a few clearly academic-oriented children attend them;
they largely take in children from less educationally advanced
families, providing them with "try-out opportunities" and heightened
chances of adjustment to subseguent academic schools. In this re-

gard these classes closely resemble the French "classes de transi-~

tion."

Despite their lopsided academic balance, the Forderklassen ex-

periments produced significant numbers of students who after the

two years transferred to a Gymnasium and performed there relatively

well. This has been demonstrated by "follow-up” studies in Hessia

and Lower Saxony, the two Lander with the largest number (several

46

dozen) of schools with Forderklassen. The success of these

classes rests largely on a system of differentiation of instruction

(édapted to ability groups), modern methods such as group work of

46Among the sizeable literature on this tonic, two accounts
contain the essential description and evaluation of the experiments:
Der differenzierte Mittelbau, ed. Gewerkschaft Erziehung und
flissenschaft, Neue Deutsche Schule Verlag, Essen, 1957. Fritz
Uplegger and Hans Goetz, Die‘Fdrderstufen-ahnlichen Schulversuche
in Hessen, Hannover-Berlin, Schroedel-Verlag, 1963.
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the students, individuval attention by the teachers, and a minimiz-

ing of anxiety (over marks, promotion, etc.). Comparisons of these 5
features with similar French and Italian experiments are found in %
Chapter VIII.

The question of a common school (or common classes of instruc-
tion) at the middle level arouses strong ccintroversy in all three

countries. Italy introduced the new scuols media against violent

resistance. (among others, one of the most renowned professors of

education, who is ordinaric of the Istituto Magistrale at the

University of Rome, explained his opposition in a booklet, Contro

47

la Scuola Unica. And in the opinion of some influential person-

alities, it is not even certain that the scuola media unificata will

survive. The reasons for the opposition include overt motives: the

fear of dilution of standards because of the highly heterogeneous
conposition of classes, and the "loss of time" for the covering of

the academic programs in their traditional form and extent. The

representatives of the classical type of education, in particular,
claim that Latin must be started in the 6th--and in Germany even
the Sth--school year, or the entire full program (including Greek, %
a mocern language, and all the literary classics deemed necessary

for this humanistic type of education) would suffer. The Italian
opposition, such as the one expressed by Professor Volpicelli, rests
its case strongly on theoretical views which conceive the different
school types as oriented on particular ideals which would be lost
in a mixing of the types. (See Chapter II.) The German and French

counterparts, in turn, rest their stand on the functional benefits

47Luigi Volpicelli, op. cit., Armando, Roma, 1960.
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to the students, who--categorized in three broad ability groups--
are presumed to profit best from different styles and content of
teaching.

The less overt motives for the opposition to common lower
secondary grades rest on sociological factors, such as vested
interests in tradition and the different prestige attached to
school types and their teachers. There is very little cooperation
or professional contact between the different categories of teach-
ers. (The academic teachers are called “professors" in France and
Italy and carry similar academic titles in Germany, while all the

other teachers are “instituteurs," "inseqnanti," or "Lehrer,"--

plain teachers.) The chasm between the types of school extends from

the local levels to the ministries. These facts explain the dif-
ficulties that had to be overcome even where small advances have

been attained in the direction of common middle level classes for

the sake of better decisions on school careers and a general up-

grading of popular education.

Enrollment of Students

The selection of students for secondary school types has
changed greatly in the three countrizs. The basic policies for
admission undérwent an almost coinplete reversal in recent years:
once decidedly selective, the academic schools permitted access
only through the narrow gates of admission examinations. These
exams, imposed on 10 and 11 year-old children as criteria for
decisions that would affect their future life careers, have been

recognized as cruel, unfair and inadequate in most European coun-

tries during the 1950's. France and Gerrany first replaced the
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examinations by more moderate forms of observed performance in
"normal® classroom teaching situations (including tests) during a
trial period lasting usually two weeks. The emphasis was still on
"selection" and "rejection of the unfit."

Then came the reversal of policies during 1962 and 1963, with
the recognition of the need to channel many more children than be-
fore through academic schools. Consequently, not only were the
barriers let down, but deliberate efforts were started to get all
children of above-average ability enrolled in the academic or semi-
academic schools. For this purpose of more adequate assessment of

the children's potential, France and Italy began taking in all

children alike into the first stage of secondary school. The socio-

political spirit of this innovation is illustrated, e.g., in a
French ministerial directive on "recruitment" for the observation

classes which begins: "La démocratisation du cycle d'observation

pose deux probldmes distincts . . .” (author's underlining). As
the second of these problems is stated the need "to convince
eventually the families of the students of the true interests of
their children.“48 To have parents of rural and working-class
background embrace higher educational aspirations for their chil-
dren has now become the crux of the school enrollment problem. One
way to cope with the indifference of lower-class parents and chil-
dren is the French innovation (in 1963) that no pupils can remain
in the elementary school beyond twelve years of age. This rule
eliminates the usually large number of repeaters in this school

who have a negative influence on scholastic standards ‘and social

48France, Le Premier Cycle, op. cit., p. 18l.
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behavior. Such retarded students will be included in the transfer
to classes of lower secondary cycle (the afore-mentioned “classes

de transition")Y. Here, along with other non-academically oriented

children, they will Rave opportunities to catch up in the more
challenging environment of a "colldge.®

In France and Germany, before decisions on the children's
school careers are made, teachers must inform the parents in writ-
ing about the type of seccndary education recommended for their
child. Where parents hesitate to decide for academic training not-
withstanding the teacher's recommendations, the teachers must ar-

range personal meetings with the parents and try to persuade them.

The ministries of education are publishing pamphlets with detailed
information on school types, future career chances, costs of train-

ing, financial returns to be expected, etc.49 These are sent home i

through the pupils, and the parents have to acknowledge receipt.50 i
Usually the parents are also invifed to orientation meetings at the
schecol. 4

In addition, the incentives of (governmental) financial
assistance are increasing, as are transportation aids (school buses,

reduced or free commuter tickets). The mass media (radio, tele-

vision, newspapers) are regularly put to the service of broad public

491n France, e.g., a typical pamphlet is "Que Ferez-vous de Vos
Enfants?®’published by the Ministére de 1'REducation Nationale, Paris,
1963. In Germany, an example is "Aus Ihrem Kind soll etwas werden”
(Your Child Should Get Somewhere), published by the Bavarian
Ministry of Education, Munich, no date (1964) . These pamphlets are
designed in “advertising"” style, with pictures, graphs, and are in
popular language.

50The procedures of family information are spelled out in de- i
tail by official directives, such as “Circulaire du 24 mars, 1962,"
reprinted in Le Premier Cycle, op. cit., p. 182.

i
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information, and the ministries, for the past few years, have main-
tained public relations departments that plan information campaigns,
publish materials, and offer counseling services.s1
All these measures are efforts at over%Pming thé ignorance of
the broad public and its mistrust of school'égfyorities in order to
create a more supportive attitude for expandedléchool attendance.
This is not an easy job because of the strong tradition of public
indifference to school matters that developed as a corollary to the
highly centralized administrative systems of the three countries.
The complex structural patterns of the various school types (beyond
the primary level) as well as the continuous revisions and reforms

cause further bewilderment that impedes popular confidence in the

education systems in the three countries.

Curriculum Revisions for Non-Academic Education

(Note: This section will analyze the general curriculum pat-
terns; the next two chapters will deal with the detailed features
of the programs of study.)

A common comparative treatment of the three countries in re-
gard to curriculum can only extend to broad characteristics and
practices. As to the instructional programs, there is the com-
plication that only Italy and France begin their middle (the early
secondary) level after five years of primary school, while the

German Lander begin after four years (except Berlin which begins

51The respective French instructions reédz "Une campagne d'
jnformation par la presse et la radio est prevue sur le plan na-
tional. Il est nécessaire que les conseils departementaux d;
orientation utilisent dans toute la mesure du possible ces memes
modes d'iatervention.® Ibid., p. 183.

In some German regions, university students (e.g. of Freiburg and
Frankfurt) have recently volunteered to conduct, in rural areas,
campaigns ("Bildungswerbung") for enrollment in Gymnasienm.
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after six): besides that, the EéEQEE differ among themselves in
their curricuvlum designs and emnhases.

Several novel characteristics distinguish, more or less, all
the present curriculum patterns from the earlier models for the
school level under study. These innovations concern mainly: 1) the
similarity of instructional programs for all children at‘least dur-
ing the first two years following the primary school; this includes,
€.9., the offering of foreign lanqguage also to non-academic stu-
dents: 2) patterns of differentiation (on the 8th grade level) for
non-academic students, based cn abilities and preferences; this
feature, which gives cavable students the chance of more advanced
learnings than their schosnls formerly offered, is found mainly in
Germany.

Extension of "Commonness" (or similarity) of School Programs.

The common school program is most fully realized in the Italian

§guol§vmedig% All pupnils during +he first ysar (entering from 5th

grade of elementary school) take ten subjects: religion, Italian,
social studies, modern foreign language, mathematics, general sci-

ence, practical work ("applicazioni techniche"), art, music, and

physical education, a total weekly schedule of twenty-five hours.
The second year continues with the same subjects but for two impor-
tant differences:- the two hours of practical work and the one hour
of music become electives, and a-much disputed-~combination of
“Italian with elements of Latin"” is taken by all pupils for nine
hours a week. The third year, in turn, drons this combination; in-
stead it offers straight Italian (requirad) and straight Latin (as

elective). The other two electives--practical work and music--are

52

See chart X7

e
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carried through the third vear.

To sum uo, there is sore differentiation. The less able
children will elect practical work, and the able children, in the
third year, elect Latin. But the essential noint is that all chil-
dren participate in the required introduction to Latin "within
Italian” in the second year, thereby benefitting from a unique try-
out opportunity in an unconventional, non-rigid setting. This is
an innovation of socio-political impact, since knowledge of Latin
has always been the dividing line between the "educated® and the
“non-educated" classes. A further novelty is the course in “"prac-
tical work" for all children alike during the first year of scuola
media. Both this and the Latin feature reflect the aim of greater
"democratization” in the school.

In France, the ccrmon nrogram of study has bean instituted
only for the first two secondary school years (not three as in

53

Italy), in the "classes d'chservation. Whether in lycées,

colléges d'enseignement général, or the new comprehensive colldges

d'enseignement secondaire--all 6th and 7th grades (still called in

A / L] (1) L] L]
the old lycée manner of downward counting “sixiéne” (VIe) and

*cinguiéme” (Ve) follow the same schedule of eleven subjects:

mathematics, observational science, history/geogranhy, civic in-

in the clilassical

pn

struction (only 1/2 hour weekly), French, Tati
sections (and in its place science lah work in the other sections),
modern language, drawing, music, manual work, and physical educa-
tion. The total schedules ner week are low: only»24-l/2 hours.

These are supplemented, however, by one half-day weekly in the

4

53

See charts III and 1V.
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"open air," (i.e., for sport activities).

Different from the Italian system, the French includes no
electives. The perennial question of an early start in Latin for
the students aiming at the classical type of education is solved by
maintaining entire classical sections from the first year of sec-
ondary school on. (Italy with its provision for Latin as an elec-
tive in the third year no doubt also maintains different class sec- ﬁ
tions composed on the criterion of Latin.) The decision for Latin
is made earlier than in Italy: after the first trimester of the
gigiégg. That means, during the first 3-1/2 months of the secondary

school level, the children are taking, besides their regular begin-

ning course in a modern language, a very full dosis of French. The
latter includes some linguistic elements that serve to evaluate the
pupils' potential for Latin. After this first trimester, French is
reduced for those punils who may enter the classical sections with

Latin. In sum, this system, too, has instituted orientation oppor-

tunities for academic careers, which in theory are available to all,

except the lowest ranks of students.

The pupils who do not elect Latin at this point have another
chance of opting for the classical secticns at the end of the first

year (sixiéme); for them the following year (cinquidme) will have

an adjusted program of studies to enable them to catch up with the
regular beginners of the classical sections. Vice versa, "drop-
outs" from the classical sections who, after the first year, trans-
fer to "modern" and "“technical" sections receive additional modern
foreign language instruction to catch up in this field. These
features are examples of the several new provisions for easier

transfer between the different sections or branches outside the
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ordinary noints of starting or transfer. From the 8th school year
on, however, such individual deviations are much more difficult,
since the programs of study from then on follov increasingly
divergent patterns.,

In Germany the curriculum situation is more complicated than
in France, not only because of the three different school types
that follow the first four primary grades, but also because of the

54 A comparison of the

different patterns in the various Lgnder.
new with the old programs of study shows that generally on the Sth
and 6th grade level the similarity in programs for the three school
types has increased. But nowhere can be found the degree of ijiden-
tity for at least the two first post-primary grades as in Italy and
France (except in Berlin where the common elementary school runs

through grades 5 and 6). One subject that is generally allotted

more time in the Hauptschulen (non-academic) than in the Gymnasien

is religion (see Chart X ), again excent for Berlin that does not
include religion as a regular school subject(but as one .available
after school hours). Another subject that accounts for differences

is manual work ({(shop) which is taught only in Hauptschulen. In the

Gymnasien, on the other hand, the study of the second foreign lan-

guage begins with the 7th grade, now uniformly by agreement among
the Lander governments. This makes transfers from other school
types more difficult,

On the credit side of the ledger is the fact that since recent
years mathematics is scheduled for four hours weekly in all schools

(on the middle level). Another major subject, English, has been

54See, for example, Charts VIII,IX, and X for Lander differ-
ences in the semi-academic and non-academic school programs.,
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introduced (in most cases since the early 1960's) as a regular
feature in all, i.e. also the non~academic schools. This innova-
tion facilitates any later-than-normal transfers of pupils to
academic or semi-academic schobls, especially since the most recent

plans for the Hauptschulen (e.g., in Bavaria and Northrhine-

Westphalia) have increased the weekly hours devoted to English.

A transfer to a classical Gymnasium at a later than the ordi-

nary starting point (the 5th grade) remains as difficult as before,
since this school begins with Latin, which is not offered at any
other school type at this level. Different from the French system
(and the Italian, of course), the Gemaan systems offer no “try-out"
opportunities in the classical branch of education. The “Latin®

Gymnasium has its own program, and--as the recent Hessian informa-

tion booklet on the public schools clearly states-- ". . . if a
child is to attend a classical Gymnasium, this decision must be

made alreacdy at the time of transition from the Grundschule (primary
55

school) to the Gymnasium. For proper perspective it must be

added that this type of Gymnasium attracts only a minority of chil-

dren and that classical education, since the turn of the century,
has ceased to play in Germany the eminent role that it still plays
in the "Latin" countries, such as France and Italy.

Nevertheless, the issue of foreiqgn language studies (modern
and classical) still dominates all planning for curriculum reform
and easier transfer possibilities (for students) in Germany. It
is the main reason why a common middle stage for observation and

try-out opportunities, as suggested in the Rahmenplan (see Chapter

55Schule unserer Zeit - Bildungswege in Hessen, ed. Hessische
Kultusminister, ‘liesbaden, n.d. (1965).
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II), was strongly opposed by those influential in school politics.

The Gymnasium people maintain that their school must run for nine

years to accomplish its objectives, and that the 5th and 6th years
are too important to leave them to any "common" arrangement of in-

struction, let alone to the Volksschule teachers. Even with the in-

clusion of a foreign language for all children at the 5th year

level (except the slow learners), the Gymnasium teachers point to

differences in approach, objectives and required attainments be~-
tween the two school types as reasons for their insistence on keep-
ing the old system of separating the children after the 4th grade,

the earliest point in all of Europe.

In the future, perhaps, this traditionalism may be modified by
two developments: one is the successful experimentation with

"Forderklassen" (see above) , and the other is the general up-

grading of the goals and practices of instruction on ti.2 upper

level of the Volksschule (grades 5-9) i.e., the new Hauptschule.

Patterns of Differentiation in Non-Academic Education. 1In the

academic schools of the three countries the differentiation of
parallel courses as yet does not begin on the middle level, except
that in France and Germany there is the choice between classical
and modern language sections (or schools). Similarly, the semi-
academic schools (in France and Cermany) follow unified curricula,

56

exceprt for Berlin and Bavaria. The Berlin Realschule provides,

on the 7th and 8th grade levels, four weekly hours of electives
that either add academic substance (choice of French or math/sci-

ence) or art courses or manual training. The Bavarian Realschule

30506 chart /¥
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goes farthest in the direction of vocational training in this

school type: it provides, in the 8th grade, up to ten hours of
electives in combinations that have either a technical, a commer-
cial, or a practical orientation. One minor differentiation in
all semi-academic schools exists in manual work: the girls are
given household instruction, the boys crafts or shop training. The
same practice, of course, prevails in the non-acacemic schools and
in the academic schools wherever the subject is included.

The most significant patterns of differentiation are those

introduced during the last few years in the German Hauptschule.

Following the intar-Lander agreement on the strengthening of this
school type and the uniform addition of the 9th grade, new plans
for the school have been worked out. Among the four Lander in-
cluded in this study, three issued their latest revisions early in
the summer of 1966, =2nd the fourth, Hesse, has already gone ahead

with the establishment of 159 Hauptschulen, many of them central-

ized rural schools, which receive special financial support.57

The novelty and essence of the Hauptschule is the differentia-

tion of the program of study from the 7th grade on. The patterns
vary from Land to Land (and probably from scheol to school, accord-
ing to the qualifications of the available teachers: but basically
the system aims at adjusting the combinations of subjects (and,
within these, the style of instruction) to ability groups of the
students: moreover, specializead teachers (who in their training

majored in one particular subject) are replacing the all-around

57Information for an interview with Dr. Krog at the Hessian

Ministry of Education in Wiesbaden in June of 1966,
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grade teachers at least from the 7th, if not from the 5th, year on

in several (but not all) subjects.

The subjects are divided into “Kernfacher’ (core subjects)

and "Kursfacher" (course subjects). The "core subiects" (not to be

confused with the American "core teaching" of the social studies

with English, etc.) are basics that are taken by all students in
common. They always include religion, social studies, nature stud-
ies, German, and the so-called "technical subjects” (physical ecdu-

cation, music, art, manual work, home economnics, etc.). The "course

subjects" vary in number: as a minimum they consist of English and
mathematics: these two subjects are not electives, but each is

divided into ability groups. As electives, the following "course

subjects” are offered: German (supplementary to "core” German) ,
physics, chemistry, sometimes biology, also supplementary music,
crafts and--in Bavaria--typing, stenography, technical design, ad-
vanced sewing, photography.

The number of the fixed hours for "core subjects” varies from
18 to 28 per week (it is higher in the Catholic-oriented Lander,
where alone 4 weekly hours are given to religion); and the total
of required hours per week is 32 or 34, The “course subjects”
comprise from 4 to 12 weekly hours (Bavaria representing the lower
figure, the cther Linder ranking at various higher points in this
raspect) .

The choice of "course subjects" or ability groups depnends on
the students' preferences and achievements. English, for example, ! ;
though listed as a regular course offering, is usually open only to

students with minimum grades of C in German (lower achievers have

to take additional basic German). The abler students are promoted




in several major fields to the voint that they may in the end

gualify for transfer to either a Realschule or a Gymnasium. This

1 4}
is an answer to the problem of easier "Ubergange" (transfer oppor-
tunities), which looms so large in all the debates over reforms.

One feature of the Hauptschule, which has been given much at-

tention in the new plans, is the introduction of the students to
the world of work. Berlin, for example, includes from the 7th

grade on a subject called "Arbeitslehre" (occupaticnal studies) for

all students. Most Lgnder, however, concentrate on this element at
the 9th grade level. Therefore it will not be further discussed
here, although it represents an interesting novelty in German pub-
lic education.

The Lander guidelines for th:z new Hauptschule reflect much

thoughtful, modern thinking on an upgraded popular education. They
emphasize individualization of teaching, student work with partners
and in groups, and close coordination of instruction (in this con-
text, e.qg., the Northrhine-Westphalian guidelines of 1966 use the
term “"die Teamarbeit," but not meanino "team-teaching” in the
American sense). References to the need of adjusting the school to
the conditions of modern society are frequent. In particular, the

Bavarian and Northrhine-estphalian Hauptschule has introduced co-

education (long established in Hesse and Berlin). Additional
changes toward modernity in Bavaria are reflected in the directives
(of 1966) which state that rural schools should follow the same
principles and requirements as the urban schools, and that the edu-
cation of girls should adopt the same requirement as that for boys.

("Also for girls, the instruction shall pay attention to self-

reliance and logical percentions in learning, and shall foster

B
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rational thought as well as technical interest.")58 Above all, the
guidelines offer precise, yet not binding, suggestions on the pro-
cedures of differentiated teaching. iuch freedom is left to the
schools in the manner and speed of its implementation. It will
take years until faculty, administrators and parents adapt to the
new system. Furthermore, the great shortage of teachers is delay- ;

ing the full development.

58Bavaria, Amtsblatt of 5 July, 1966, p. 191.




VI, DEVILOPLENTS IN SUBJZCT PROGRALS

The followingfiscussion of subject programs for the
three or four grades of the middle level intends to show primar-
1ly what content (in broad outlines) and what emphases in in-
structional goals and methods are included in the official plans
for the subjects examined, and what new elements have been intro-
duced in the recent plans. while the presentations lend themselves
to comparisons with american school programs for the same age levels,
they cannot serve as indicators for the total subject programs in
the & uropean schools. 4As explained earlier, such programs are de-
signed for the entire school course 1a coordinated fashion,

In view of the necessary limits of this study, the stated aims
and objectives underlying the individual subjects programs were
given rather brief treatment, except in the case of soclal studies,
Specific objectives are usually indicated in the plans, but never in
"behavioral " termas (as recommended for American practice, e.g., by

John Goodlad in The Changing School Curriculum¥),

A further limitation of this chapter is that of dealing only
with the academic subjects. Had music, art, and physical education
been included, the results would have been very unbalanced: meither
France nor Italy have given these fields much attention in the reform
plans for the middle level. The German systems generally not only
devote more school time to these fields (sec charts XIII -~ XVI),
but also appear more interested in modernizing instruction in these

non-academic subjects.

% John Goodlad, The Changing School Curriculum,, A Report of

the Fund for the Advancement of sducation, 1966,




National Languade
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The quidelires for the subject of "national language” shows
remarkable differaences not only betwean the three countries but
also between the gégggg_within Germany. The differences depend on
the objectives, in each casz, of instruction in the native tongue
and its literature as w2ll as cn the degree of nragmatic orienta-
tion deemed desirable for the school. Traditionalism is reflected
in emphases on 1inguistié skills in formal grammar. verse meters
and perfection of style in written and oral expression- modern ap-
proaches, in turn, stress language as a living instrument feor in-
dividual expression and for communicatiqn in various styles--
artistic, informative, practical or entertaining. The range of

readings extends from purely literary studies to factual accounts

in current newswnavers and periodicals.
The French system more than any other naintains the tradi- :

ticnal approach. Ite linguistic studies throughout the observation

‘and orientaticn classes stress the formal structurs. Exercises in
oral and written expression, even dictations, are to fellow mainly

; the models of the reading selections. The explication de texts

plays as dominant a role as it has done in the past. Memorization i
is recommended even of sone nrose pnieces. The texts selected for ;
reading are literarv--starting in the 6th grade with Homer and the ?
; Prench classics of the 17th century and continuing in the 7th and E
8th grades with subseguent periods up to the early 20th century.
The addition of some (translated) pieces of foreign literature is
recommended. Not one reference is made to children's literature
nor to contemporary writings of any sort or to the modern media of

communication. The conservatism continues through the 9th grade,




83

for which even the nost recent reculations (effective September,
1966) prescribe, beéides Racine, Meclitre, Rousseaun and 19th century
novelists, the literary classics of the middle ages and the 1l6th

century.

It is remarkable that (since 1264) the program for French in

lycée classes is required identically for the semi-academic colléges

d'enseignement géndral. Since many graduates of that school ter-

minate their general education with the 9th grade, thev never have
encountered in their French classes anything written during or
about the present epoch. The uniform curriculum, on the other handg,
offers students in larger numbers than before a thorough education
in their literary heritage and in correct, precise, and cultured

language, including the typical text analyses (explications), and

frequent memorized recitations of pieces of literary writings.
{"The recitation pieces may be brief, but they must be perfectly

59 The emphasis is clearly on discipline and nerfection

known.")
in the use of language.
Contrary to the French, the Italians greatly changed the

native language program for the middle level. The 0ld scuola media.

serving academic pupils exclusively, was entirely oriented on Latin,
which started in the 1lst grade of this school. One teacher always
taught both, Italian and Latin} with apparently a dominant stress
on the latter: the old guidelines pay much less attention to the
specifications for Italian than for Latin. In addition, the com-

bination included history and geography, and was called 'Lettere"

59France, lHoraires et Prograrmes de l'Enseignement du Second

Degré, 27th ed. (1935), p. 26.
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(analogous to the univarsity faculty in which most of the scuola

media teachers have obtained their degree). The new scuola media

combining all pupils has completely new guidelines for Italian with
quite modern approaches to the didactics of the subject. There are
no specific requirements, neither for the lingquistic nor the liter-
ary elements. Grammar should not be "conceived as a set of rules”
but as "an awareness of linguistic facts." Readings should be “as
broad as possible" and also "ralated to the living exrerience of
the pupil.” “"MNo chronological restrictions” are set fer the reac-
ings: the teacher may choose from classical or modern authors,
Italian or foreign (in translation). Specified recommendations are
withheld "lest they assume normative character.” Student interest,
level, and needs, and didactical purposes should govern the reading
selections. “Tc satisfy the eagerness for reading typical for the
age group,” individual reading should amply supplement the common
class assignments.

Records, tape recordings, etc. are recommended to improve
diction and recduce regional accents. On the other hand, the lan-
guage "should not be treated as something finished once for all
times, but as something in the making, cdaily and through centu-

ries."60

The linguistic studies should stress the inductive ap-
proach. This is especially recommended for the initiation to the
elements of Latin, which is part of the Italian instruction in the

second grade of the new scuola media. Contrary to the past prac-

tices (in the o0ld scuola media) of first teaching the basic

morphology of Latin, and from there point to similarities and

60Italy, Scuola Madia Statale,Orari e Prograrmi, pp. 21-25,




differences in modern Italian, the new approach is to begin with
simnle Latin sentences fer the "discoverv' of the grammar rules
and@ the relations with Italian in an inductive manner. Among other
things, the teacher should point to the usefulness of the Latin
vocabulary as a "reserve for the modern technical terminology."” By
all means, the teacher should avoid the subordination of Italian
studies to those of Latin.

The new approach to the combination of Italian and Latin
represents the most difficult and disputed feature of the unified

scuola mecdia. The teachers are not experienced in this method, nor

widely in favor of it. As professori of academic background, they

have no systematic trainirng in teaching methods and are generally
accustomed only to the traditional teaching used in the acadenic
schools. Many of them feel uncomfortable with the great hetero-

geneity of pupils in the unified scuola mecdia. To compensate for

these facts, the Centro Didattico for the scuola rmedia has been

holding regular in-service courses and conferences in which the
teachers become acquainted with the new approaches. In addition,
new textbooks and an abundance of professional literature on the
instructionél techniques have been published as aids for the
teachers.

In the German middle grades, the subject of the national lan-
guage has neither undergone complete change as in Italy, nor has it
remained in such traditional forms as in France. All Lander direc-
tives furnish elaborate guidelines for content and teaching ap-
proaches in German. In objectives and emphases these guidelines
resemble in spirit and tone the outlines of the newest Italian

scuola media plans. Contrary to the French, the German guidelines
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rarely mention terms such as "precision,” "verfect," "correct,®' and

never mention "explication" of reading texts. Instead, they empha-
size “"feeling for the languags," “self-exnression,” "enjoyment of

7\
poems” or other readings, and “musische Erziehung" i.e., aesthetic-

artistic education, as part of the functions of native language in-
struction. Compared to American practices in junior high school
English courses, the German schools place more emphasis on the
formal (grammar and style) and the artistic (pcetic) elements, and
less emphasis on the psychological insights gained from reading
materials.

All Lander guidelines, fcr all different schonl types, show
the following characteristics: As to the linguistic training, they
stress proper diction, the akility of using non-dialect speech, and
cultivation of a natural style and free expression. In grammar,
the basic elements, already begun in the 4th grade, are continued
in the 5th, 6th and 7th grades (parts of speech, sentence analyses,
subordinate clauses, etc.). Spelling is always taught in functional
context, with exnlanation of derivations, pre- and suffixes, etc.
Usually there are explicit warnings not to use mechanical approaches
in teaching spelling. ("Spelling bees,’ for example, would not be
acceptable in German teachinc.) Dictations for svelling practices
must always be pieces of text that make sense, never “"collections
of difficult words."” The conception of lanquage as a living, func-
tional and at times artistic means of communication is continuously
stressed. Teachers are held not to destroy but to foster the chil-
dren's natural fondness of speaking by limited use of criticism and

abundant praise and enccuragerent.

On the question of reading materials, the most recent (1966)




guidelines show revisions of the earlier versions. The latter
(especially in Bavaria and Northrhine-lestphalia) were largely
limited to fairy tales and legends, up to the 6th grade, then
tales and poems of 19th century writers and stories about the
rural life of the various regions of Germany. The newest plans,
however, give attenticn to contemporary writincgs, including some
by foreign authors (in translation), chiléren's literature, stories
on city life situations and the modern world of work. Special men-
tion is made of including factual accounts from newspapers, peri-
odicals, and journals for children., There is a general trend of
reducing the use of readers and antholocies (still widely used in
France and Italy) ané of broadening the selections. lost guide-
lines recommend a certain minimum number of entire stories or books
to be read (not only excerpts as typical for anthologies). Poems
are still to be memorized--the number varies from "a few” to ten
ner year--not “for exercise purposes’ but “for enrichment.” In-
dividual readino is highly encouraged in all plans (although school
or class libraries are still "underdeveloped" in many cases).
Nowhere, not even in anv guidelines for academic schools, do
the programs reflect an attempt to expose children on the middle
level to the literary classics or to elements of the history of
literature. While French children in their 6th and 7th school
year read Moliére, Victor Hugo and authors of the Roman and medie-
val epochs, in the 8th year in addition Corneille, Voltaire, Balzac,
George Sand, and stories coordinated with the studies in history,
the German children on the same grade levels read pieces of 19th
and 20th century authors selected more in view of child psychology

and the broadening of life persnectives. (Among these authors and
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known by Americans are, e.g., Jack London, Mark Twain, Stevenson,
Melville, S. Lagerlof, Kinling, Schweitzer, St. Exupéry.) Only in
the 8th grade, sore easier kallads of Goethe and Schiller are in-
cluded and sometimes Schiller's drama "Wilhelm Tell."” 1In the upper

grades of the Gymnasien, the literary classics (mainly the German

dramatists and Shakespeare) are given a fuller treatment, but not
to the exclusion of contemporary writings.
Among the modern features added to the most recent quidelines

is the recommendation, for example, in the Bavarian Gymnasium pro-

grams, to include in the training of writtern expression such prac-
tical features as the writing of minutes, reports, and curricula
vita®. Moreover, all German guidelines contain references to the
use of radio, television, films, and tapz recordings in the in-
structicnal programs, either in the form of reports, ciscussions,
or references or as classroom features. The public media conduct
school programs similar as in the U.S. The latter, by the way, is
also true for Italy and, in a limited measure, for France. The
French curriculum directives, however, make no mention of it- the

Italian special use of television for instruction will be discussed

in Swfilye oigtid..
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Foreign Lancuages

Forecign languagsz studies, as was mentiocned rapeatadly, still
play a dominant role in Eurcpean sza2condary education. In formal
resoects, forzian languagcss represent the critaria of differentia-
tion by class scections or school tywmes (as in Germnany), and of the
admission to thzse szctions basz2d on the pupils’ linguistic abili-
ties. 1In sociclogical respects, the familizs chocse foreign lan-
guage programs for their children in patterns that clcsely corrslate
with ths social class structure. Vith respect to their substance,
foreign language studies are elenents of complets novelty to thes
children entsring the middls grades. All other subjects in ths mid-
dle grades have been encountered on the primary schocl level (and
be it in informal ways) or arz kept within the range of familiar
experiences of thz children (such 2s science in thz form of ele-
mentary observations). The novelty character contributzs to the
immortance accordad to thz language ccurses by teachers, and to the
position of "favorites subject" that the forsion language frequently
holds for ahle students. On the other hand, a studznt's forsign
language achicvenznts during the first yzars of secondary school
are more decisive for his further school carser than his weork in
other subjescts. For German schools it has been revealed that in
95 per cent of failurss during the first and ssconé@ Gymnasium years
(usually resulting in transfers to less acaderic schools), poor
achieverents in the foreign language accounteéd for the decisions.61

In contrast to the Furopean situation, it is remarkable how

61See Helmut Schelsky, Anpassung oder Widerstand? Hejdelberg-
Quelle and Meyer, 1261, p. 62.
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far the American schools havz moved away from enphasis on languages.
Motwithstanding recent trends of renswsd intersest in earlier start-
ing wnoints, ouxr schocl'systens-normallvwbeqinwauforeign.language in
the 7th or the 9th grades, i.e., points at which many European chil
dren begin their second and third foreign language. And although
the American foreign language ccurszs proceed nore concentratedly
(in 5 weekly hours), they norrally do not hold a position of essen-
tial importance in the total program as they do in Europe. These
facts demonstrates.the historical changes that have transformac the
original seconcary schools--the "grammar schools" in English ter-
minology~-into "high schools" of the typically 2merican character.

The present expansion of foreign language prograns in Euro-
pean countries to many non-academic students is motivated by socio-
political and practical consicerations. Anong these, the extension
of cultural education, of intellectual horizons, and of cornnunica-
tive abilities to larger segments of the society are mentionad in
several guidelinzs (Italy, Berlin, atc.). The uszfulness of ele~
mentary foreign lanquace skills for many jobs in the contecmporary
Furopean moves toward closer sconomic coopcration is obvious. A
glance on lists of emnloyment want-ads shows the incresasing demand
for English, French, etc. in commercial and partly also in indus-
trial jobs.

On the international scene, the growing importance accorded
to modern foreign language instruction is evident in the fact that
during the last four years four major conferences chose this topic

as their major theme. One was an International Congress on Foreign

Language in Primary Education, convened by the UNESCO Institute for

Ea e T WD PPt o0




Education in Harburg in 1952, the second was the Annual Conference

of the European Ministers of Education in Vienna in 1964; the thirad

. Was the 28th Annual Conferencs-of the- International Bureau of Edu-~" " "}

cation (organizad jointly with UKESCO) in Geneva in 1965, which
nublished detailed recormmendations addressed to tha national minis-
tries of education; and the fourth was an International Conference
on Modern Foreign Language Teaching organized by the Pgdagcgische
Zentrum in Berlin in 1965. The papers and proceedings of this con-
ference were published in English in two volumes totaling nearly

62 They contain interesting reports on nasw ap-

eight hundred pages.
proaches, experiments, research, and evaluation in modern languaage
instruction at all levels of education.

The selection and the sequence of foreign languages have
considerable impact on the children's entire school programs and
their future occupational carsers. Traditionally, knowledge of
Latin was the indispensible criterion for admission to any acadenic
study and, concurrently, to higher social status. Today it is still
a prerequisite for most cf the traditional university disciplines in
Europe, but the ztrong dominance of Latin in secondary schools has
been reduced--in different countries to different degrees-~by the
expansion of modern language studies and the increasing awareness
that the basic elements of science and social studies must find

adequate room in the school programs. In Cermany, the "monopoly"

of Latin has been giving way since the early part of this century:

62Internaticnal Conference, Modarn Foreign Language Teaching,

Papers and reports . . . published by PHdagogische Arbeitsstelle
und Padagogisches Zentrum, Berlin, 2nd ed. 1965, available through
Franz Cornelsen Verlag, Berlin and Bielefeld.
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i.e., the classical Gymnasien with Latin as first language and

dominant subject have descreased to a point where today only about

--5- per cent-of -the- ten-year old children (mostly beys) are snrolled

by their parents in a classical Gymnasium. The great majority of

Gymnasien begin with English, and many of them offer Latin as
63

second or third lanquage. The entire curriculum in these schools
is oriented more on mocdern subjects. In the Latin-oriented

Gymnasien, on the other hand, the classical culture is strzssed.

Greek is usually taught from the 7th grad2s on, and a nmodern lan-
guageis added as a minor subject during tweo of the upper years.
(See Chart VII)

In France and Italy the situation is different. Latin still
plays a nuch greater role, for cultural and also social reasons.
Both countries with their Latin-based languages and civilizations
naturally feel a close affinity with the classical heritage and
have continued unto the present to educate the chilcdren of the upper
strata of socisty in the humanist tradition of a Latin-centered
school curriculum, Especially the middle level-~-the first yvears of

lycéés in France and the scuola media in Italy--was the stage of

extensive emphases on the fundamentals of Latin, at the expense of
instruction in elementary science and any thorough study of a mod-
ern language. The recent reforms in both countries undertook
changes in this tradition, not only in view of the nced for stronger
foundations in modern subjects, but also for socio-political rea-

sons: the desired expansion of secondary schooling to wider

63The extent of Latin instruction in West CGermany is re-
ported in a survey published by Standige Kultusminister-Konferenz,
Zum Umfang des Lateinunterrichts, Dokumentation No. 8, Bonn, 1963.
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population strata called for curriculum offerincgs that would appoear

more meaningful to familics whose children would aspire to carcers

-in business -and industries.

The French authorities, therefore, introduced different sec-
tions on the middle level: the modern section with a living lan-~
guage (English or German) and a classical section with Latin and a
living language starting almost simultaneously (Latin is begqun
three months later than the modern languages) (Se2 Chart III). The
latter program, seemingly quite burdensome for 11 to 13-year-old
children, is chosen by many families and holds definitely the

64 The heavy

greater presticzs among the pubhlic and the teachers.
grades (the "observation cycle") in reality acts as a catalyst
favoring the children of upper socic-economic groups whose home
backgrounds provide them with greater liaguistic agility from thea
outset.65

The Italian reform (of 1962-63) introduced radical changes in

the scuola media by removing Latin from its central position in the

curriculum. While formerly Latin studies absorbed well over a third
of the weekly school hours in this school, today the curriculum--a
common one for all children-~-reflects a more balancad, modern ori-
entation. (See Chart XI) A modern lancuage (usually French) is

started during the first year of scuola media: Latin intsgrated with

64In ths famous old lycéés of Paris, the pnercentage of enter-
ing students enrolling in the classical sections is usually over
90 per cent, even for girls, as one of the diresctrices, lMme.
Laubier, stated (in an interview on June 15, 1966).

57145 was confirmed in interviews with ;yc€§ teachers and
administrators in Paris in June of 1966.
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Italian is begun during the second year to offer "try-out® oppor-

tunities for all: the third yzar provides a full course of Latin as

..an elective,  .In this manner the study of Latin, in Italy still the .. .|

"entrance ticket" to higher education and privileged positions in
society, is within reach of all able children, regardless of the
parents' background. Thers is no doubt that less Latin than before

is now being learned in the scuola media, and the ginnasio-liceo

teachers have to adjust their language programs accordingly: but
the gains are not only greater social justice but also a potantial
increase of able young people prevarsd for advanced training and
occupations as an asset for society as a whole. Opposition against

the diminished preeminence of Latin in the scuola media was and

still is strong in certain influential circles. HNewspapers and
magazines abounded in criticism of the reform when it was intro-
duced.66

The emotional support that Latin as first and central lan-
guage of a school program arouses in traditionalist circles of the
educatad class is not confined to Italy. It is found in varying
degrees also amcng many French and some2 German parents and teachers;
The issue is not whether Latin should be studied, at some stage, by
students aiming at higher education, but the argument is ovar the
early start of Latin and the total room it should occupy in the
school carezr of children. Defenders of a classics~oriented school
program usually argue on the grounds of humanist values, the in-

spiration to be gained from the classical writings, and the training

66For exampla, the Sunday edition of the Corriere dzlla Sera

of 11-4-1962 showed a full page drawing in which nrotesting children
were carrying signs with slogans such as "Latinum volumus” (we want
Latin) etc.
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in logic it supposedly enrhances. These featurss, of course, can
hardly enter the instructional programs of the middle level, where
‘the Latin classzs are dsvoted to grammar and &rill in simple. . . .
translation. 1In reality, a comparison of curriculum programs for
Latin revsals the fcllowing interesting fact. If Latin is started
early, in crades 5 or 6 (as in many French and some German acadenmic
schools), the pupils havs to spend 5 or 6 weekly school hours on it
for several years, including the many hours ¢f homework, in order
to cover an ancunt of knowlasdge that can be equally wzll acouired
in much less time if Latin is started as second or even third lan--
guage, i.e., at a later point. The final requirements (e.g., in
Germany, the "Grosse Latinum” in the Abitur) are identical. The
explanation, of course, is the maturing of cognitive abilities
that makes the learning of abstract concepts of linguistic intri-
cacies in Latin much easier during the years of adolescence, while
at a younger age vast amounts of drill must compensate for the
hildren's less developed capacities of grasping abstract lancuage
struzture. However, tne rspstitive drill and the “training of
memory" are assumec¢ to be valuable by the sunmporters of an early
start in Latin; in other words, the presumed "formal discipline®
of the subject is a major argument in its favor as the first lan-
guage. Another argument is ths assumption that knowledge of some
Latin will facilitate the subsequent learning of a modern foreign
language. VYet this assumption is contradictzd by the modern

emphases, found in all directives, on "active methods" and the

inductive approach (in.contrast to the traditional grammar-centered

construction of sentences) in the teaching of living languages.

.




~ tions~=the high social nrestice of Latin -and its symbolic meaning -

96

In short, the insistence by certain groups on Latin as an
early and central subjact of the curriculum rests less on rational

grounds than on spzsculative assumptions, if not extrinsic motiva-

for a humanist culture in the European tradition.

Modern language instruction, too, is affected by socio-
political considerations. One of the trends, familiar also to
Americans concerned with curriculum planning, is the attempt to
broaden the Fange of languages taught in the schoels. For the

middle lavel, France seems to havz the broadest range of offsrings:

its curriculum directives refer to English, German, Arabic, Spanish

Italian, modern Pebrew, and Russian. But the first two are by far
predoninant. In Germany, English and French are the only modsrn
languages offered at this level (except for Russian in some schools

of West-Berlin), while irn the upper grades of Gymnasisn also

Spanish, Itzlian, Russian, Hebrew, modern Creek, etc., may be of-
farad as third lancuage, as far as qualified teachers are available.
I+2ilan schools teach French and occasionally German or English on
the widdle level, and in upper grades English, Spanish, or German.
The directives mention no other modern languages.

Another and very important innovation typical of industri-
alized nations today is the growing expansion of foreign language
teaching to children who are not receiving an academic education,
i.e., to much wider segments of the ponulation than before. All of
the conferences devotad to nodern language instruction (see ahove)
have included strong recommendations to this effect in their pro-
ceadings. The expanding horizons in job opportunities, in travel,

and in communications have convinceéd the young people in Europe ]
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that knowledge of a foreian lanquaqge is advantag=sous; there is no
question of popular interest and motivation. There are, however,
problems of implementing a vastly extended scheme of foresign lan-

. guage instruction, foremost the availakility of tzachers and equip-. . -.
ment, and the adjustment of traditional methods of teaching to the
neads and abilities of the newly included pupils. Another question
is whether and on what basis to exclude the least able pupils from

foreign language study.

The French and Italian systems offer a modern language to

all children in the medium-level schools (the cycle dé'observation

of colleges and lzcéés\and the scuola media). But the children who

do ncot attend these schools, i.e., who finish their compulsory

2ducation--if at all--in supnlementary primary school classes, have
i no opportunities for foreign language studies. (The number of
these children, mainly living in rural areas, is steadily decreas-
ing, but still amounts to about 45 psr cent of the age group.)

The German Lander systems have begun, during the past sev-~
er=zil years, to extend foreign language teaching also to those chil-

arzr who do not attend Gymnasien or Realschulen: this concerns

about 70 per cent of the age group who finish their general educa-

tion in the upper parts of Volksschulen, which are now being con-

verted into diversified Hauptschulen lsading up to the 9th grade.

The overriding problem in Germany is the lack of qualified
teachers. MNot only is there a general teacher shortage, but also

a shortage of elementary school teachers with a najor in English or
French (which is needa2d to qualify). In addition, there is a

severe shortage of teacher training instructors for modern lan-

-’

guages at the Pedagogical Institutes. The city-states (Berlin,




other Lander, too, oartlv by us1ng comnetent yet not certlfled

28

Hamburg, Bremen) with a longer tradition of English tesaching in the

Volksschule have less staffing difficulties. Progress is made in

persons (e.g., houscswives) as teachers of English. Northrhlne-
Westphalia has gone farthest with this (in Germany still contro-
versial) practice. This Land reports the following progress of

English instruction in Volks- (‘laupt)schulen: of the 5th grades in

1963 participated only 5.5 per cent, in 1964, 6.5 per cent, and in
1965, 70.7 per cent. This obviously includes alsoc many rural
schools.67

Opinions differ on the question whether to include low-
achieving students in the English language programs. Usually thay
are excluded and given instead additional drill in German and
arithmetic. The cutting-off point is usually an average grade
corresponding to C-. Hamburg, however, has experimented for sev-
eral years with English in special classes (now numbering 45 with
a total of 650 students) for such slower students during the Sth

68 The weekly hours for English were 5 during the

ond A{h grades.
first semester, 3 during the second in each of the years. The re-
port states that the students responded with great interest, with-
out exception wished to continue with English during the following
grade, and attained satisfactory achievements (about 700 to 800

words for the two years). The cral approach was mainly used: no

67"FremdsPrachnn in der Volksschule,” Bildung und Erziehung,
published by Internationes, Bonn, no. 3, 1966.

68See P . Kahl, "Dex Hamburger Schulvarsuch--English fur
alle Volksschiler,"” in International Conference on Modern Foreign

Language Teachlng, op. cit., pp. 83-92,
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writing was begun during the first 5 months. As a major success,
the teachers noted a stresngthening of sclf-confidence in these
" "'children” and a gain in positive attitude toward school learning in
general. Moreover, the 5th graders were found to learn more easily
by this method--which leaned heavily on direct imitation of sounds
and speech patterns-~than the 6th graders and especially than the
older children who were repeaters.69
For the regular language courses, the official directives

of the three countries contain guidelines on general emphases, at-

tainment goals for each school year, and suggestions for methods.

The German directives are most zlaborate on these questions. For
all three countries, the guidelines stress the importance of

speaking (over writing and grammar drill) during the early years.

Proper pronunciation and intonation should be taught, according to
the German guidelines, by the teacher's frequent repetition of
phrases in exemplary enunciation. The Berlin guidelines (of 1965,
for non-academic schools), for examplz, specify that the teacher
shnwld first read to the class any new text, with the books closed
to get the children used to understanding the spoken passages. Un-
known words or contextual meanings should then be explained, demon-
strated, acted out, or drawn on the blackboard. Only after full

comprehension should the children start to read the passages. (This

690f interest, at this point, would he a discussion of the
(small) number of experiments, in France and Germany, with foreign
language teaching on the primary level, but since it does not con-
cern the middle level it is not inclucded here. Several accounts
i on this topic are found in the Papers and Reports of the above-
E:E mentioned International Conference.




“method differs from traditional- approaches which- reguired-the - ---. - -

students to prepare on their own a new lesson in the textbook,
thereby neglecting the practice of oral understanding.) The
"direct method" approach is prescribed in both the German and
Italian systems: this means that as far as possible only the for-
eign language is used, also in explanations. The French system,
instead, recommends the "active method" for the learning of gram-
mar, which means an inductive approach but not an avoidance of
the native language.

As means of enlivening the instruction, songs and poems
are mentioned, and also little scenes to be played in class, that
foreign visitors be invited to speak to the classes, etc.

The study of grammar, supplementing the “direct approach,”
is given detailed attention in the German and French guidelines.
The Italian guidelines make only broad references to grammar,

stating mainly that its rules should be taught following (not

preceding) the acquisition of speech patterns, and that transla-
tion exercises should be used only as auxiliary practices.

The standards of expected achievements in the English
courses at German Cymnasisn can be estimated, to a certain extent,
from the number of words included in the guidelines as gcals of
attainment. Northrhine-Westphalia (plans of 1963) sets the number
of 2500 English words for the first two years (5th and 6th grade),
Herse (plans of 1957, still in effect) mentions 2500 words as a

goal for the first three years (5th-7th grade) .

For the non-academic and semi-academic schools in these
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gégggg, no figures are indicated. Their requirements, of course,

are not as high. The Italian qguidelines do not mention figures.

- - ~ -~ - .The French -directives set the maximum-number of new words --and - - - -- -

idioms at 600~-700 for each of the 6th, 7th and 8th school year--

which is a reduction from the goal of 800 words established in

earlier directives for academic schools. The accompanying instruc

tion states: "Much mors importance must always be accorded the

spontaneity and correctrness of oral and written expression than

the quantity of words anc idioms taught."70
| The French directives--since the unification of curriculum

for the middle level--make no differences in program requirements

for the acaderic and the semi-acadenic branches. But special

directives for the latter--the colldges d'enseignement general-~

4
explicitly refer to differences in approach: ‘Rather than consid-

ering the language instruction as an ornament of the mind, the
teaching must provide a working instrument which may later serve
in a chosen career."’! 1In other werds, the practical usage is
emghasized. How this objective can be combined with the program
recrirements specified identically with those for the academic
classes is not easy to perceive.

The modernization of instruction with the aid of audio-
vizual machines is making headwayv to different degrses in the

countries under study. The program directives do not accurately

I%0raires et Programmes, op. cit., p. 82.

Mpes Colleges d'Enseignement General, Instructions-

r—

4(;\ Horaires-Programmes, Paris, 1961, pPp. 25-26.
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reflect the advances made. The Italian cuidelines only cursorily

recommend thz use of such aids; the French do not mention them in

the plans for acadenic classes. But the last-mentioned instruc-

tions for the semi-academic coll2ges d'enseignement general recom-

mend the equipment of special rooms for language teaching, inclugd-
ing phonographs and tape-recorders. The clear warning is added

that only judicious use by teachers trained in the latest advances
in this area is indicated. To avoid errors and a "victimization

of pupils," the teachers must consult with the regional centers of
padagogical information before purchasing any audio-visual equip- ;
ment.72 The German directives reflect a less gquarded approach to

the matter. They fully recommend the use of records, films, and

tape recordings as far as available. (The tradition of audio-

visual methods in German urban schools dates back to the 1220's).
Language laboratories have been installed in a number of schools.
A good deal of experimentation in language instruction goes on in
these countries, including programmed instruction and televised
courses. This came to light in all of the international confer-
ences on nodern foreign language teaching mentioned above. Their
papers and proceedings report on novel approaches, research, and
evaluation in language teaching at all levels of education.

Among the ancient languages, only Latin will be here dis-
cussed, since Greek studies are begun on the niddle level only in
the limited number of the strictly classical section in the

acadenic schools of France and Germany, i.e., in the 8th grade in

) 21bia., p. 37.
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Franceand the 7th grade in Germany. There seem to be few cur-
riculum changss for Latin instruction in France and Germany, in %

contrast to Italy with its drastic changes for Latin in the

scuola media. Only some noteworthy features of the guidelines73

need here be mentioned. The greatest and much disputed novalty,

established for the second year of scuola media, is the integra-

tion of Latin with Italian teaching in a purely inductive, not
grammar-oriented approach. No training or previous axperience of
this kind can help the teachers in their experimenting; they are
left greatest freedom of initiative, but have the aid of newly
written textbooks and also opportunities for in~service confer-
ences on this topic.

For the third year of scuola media (8th grade) the official

recommendations include the reading of continucus prose with
Italian translations at hand. This is intended to enliven the
instruction which is necessarily heavy in grammar and piece-meal
translations. French and German directives call for the reading

of extended prose (in both cases, Caesar's Gallic Wars) not before

the third year of Latin instruction. All three systems recommend
the inductive approach at least in altgrnation with the traditional
one. Great differences exist in the required amount of vocabulary
mastary. The highest is mentioned as 2500 for the first three
years of Latin in Northrhine-Westphalia (less in other German
Lander), while France requires about 1000 for the same time-span.

The Italian guidelines do not mention this point. Memorization of

73For France, detailed guidelines on methods .and approach,
in addition to the bri~fer program directives have been published
by the Ministé@re de 1l'Education Nationale, Francais, Latin, Grec,
Horaires, Instructions, Programmes, Paris, Institut Péaégogique
Naticnal, 1965.
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verses and prose piecss are recomrended in some of the German and
especially in the French directives. All guidelines emphasize the
importance of linguistic insights gained from Latin and of the
acquaintance with the classical civilization. It remains an open
question to what extent these objectives can be achieved during
the middle grades, i.e., with 11, 12 and 13-year-old children who
are learning Latin as first foreign language.

The cultural dimensions of modern foreign language courses
depend largely on the officially stated objectives. In all three
countries, the students are to learn about the contemporary life
of the people whose language they study. More thorough acgquaint-
ance with the country's civilization is reserved for the school
years beyond the middle level. In the context of English courses
the attention given to the U.S. (not mentioned in the Italian
directives) is of interest. The French directives make one rafer-
ence to America: the 8th grade reading should be selected from.
"short stories and narratives cf modern and contemporary English

74

and nmerican authors.” (Later readings are all from English

writers of the past four centuries.) The present German directives

--in contrast to those of pre-war years--give equal attention to

American as to English civilization and literaturs. Readings on
the #th and 9th grade level include, e.g. (for Hesse Gymnasien),
Jana Addams, and Helen Keller. 1In recent years the acguaintance
of students with the life in the countries whose languages are
learned has been greatly advanced by the increasing exchanges of
teachers and students and expanded foreign traveling by families,

individual young people and entire schocl classes.

74Horaires et Programmes, op. cit., p. 84.
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Social Studics

The social stucdies-~including history, geography and
civics--have undergone significant curricular changes which are
evident in the numerous governrental directives dealing with
these subjects. Aside from an updating of the programs in history
and geography, the most significant developments occurred in the

70

field of civic education. In France, detailed instructions for

the modernization of the social studies were issued in 1954, 'S5,
‘57, '63, and special guidelines on civic education in 1961.71
Italy, less prolific in revisions of history and geography

programs, introduced (in 1958), as a new feature, the teaching of

civics integrated with history on the middle school level. The
political significance of this innovation is reflected in the
fact that it was decreed by the president of the republic.72 A
special characteristic of the Italian civics program is its uni-
form design for the different school types in advance of the uni-

fication of the scuola media. The motive explicitly stated was

that this subject "ignores differences of class, of census, of
career, of studies" (ibid., p. 16).

The German situation, in contrast, was and is more

70For a comprehensive survey of European developments in
this field, see Civics and European Education at th Primary and
Seconda Level, published by Council for Cultural Cooperation of
the Council of LCurope, Strasbourg, 1963.

715ee/Ministére de 1'Education Nationale, Instruction
giyi ue, Lycées, Ecoles Normales et Classes d'Observation, Paris,
963.

72"Decreto del presidente della repubblica,' 13 giugno,
1958. Programmi per l1'insegnamento della educazione civica in:
Piano di Studi per la Scuola Media Inferiore, published Pirola,
Milano, 1960.
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involved. Civic education gained much attention during the re-

13 The different

construction years following World War II.
Lander handled the subject differently: either as a separate
course or integrated with history. In view of its national im-
portance, the ministers of education issued as one of their.first

common resolutions (in 1950) a set of principles guiding the
74

political education in the schools. This was followed. in 19253,
by a resolution that set forth detailed programs for the history

courses in the three tywes of school (Volksschule, Realschule,

Gymnasium). These ministerial history programs clearly reflect a
fact of reality that was soon to arouse the indignation of many

Germans and non-CGermans: that in most Lander hardly any attention

was paid to the most recent history of Germany under National-
Socialism. (The only reference, in the Resolution, to the era
between 19397 and 1945 was the word "the dictatorships.”) To
rectify this situation, which in 1959 cavsed headlines and heated
debates in the Federal legislature, the ministers of education
issued a resolution that outlined a number of measures to make

75

sure of the teaching of Germany's most recent past. Still mere

specific on the topic of totalitarian regimes (Nazism and

76

Bolshevism) was a subsequent resolution in 1962, accompanied by

73See Susan Shafer, PostwarjAmerican Influence on the West
Gurmen Volksschule (Dissertation, University of !Michigan, 2nn

74"Grunds;tze zur politischen Bildung,” Beschluss der
Kultusminister--Konferenz vom 15 Juni, 1950.

7S"Behandlung der jﬁngsten Vergangenheit im Geschichts-
und gemeinschaftskundlichen Unterricht in den Schulen,” Beschluss
der Kultusminister-Konferenz vom 11/12 Feb., 1960.

76Richtlin;ien fir die Behandlung des Totalitarismus im
Unterricht,” Beschluss der Kultusminister-Konferenz vom 5 Juli,
1962.
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guidelines for writing of textbooks for the teaching of the most

recent historical era.77
Turning to Italy, the question is, what actions the

; Italian authorities have taken on the issue of teaching the young

genaration about the twenty-three years of Fascism in Italy. The

answer is‘"nothing."nghe ministerial quidelines for history pro-

grams on all school levels contain no single reference to the ex-

istence of the fascist past, nor to the name of Mussolini. The

topics covering the era of 1915-1945 are simply mentioned as "the ;
World Wars, the resistance, the liberation fight, the constitution

of the Italian Republic.” Neither is there any reference to

fascism, dictatorship, or the like found in the several pages of
guidelines and programs for civic education (issued in 1958).78
Different from the German situation, there seems to have been no
public or political indignation with this policy of ignoring a
national era of disgrace.

The general trends of modernizing the teaching of history
show some definite resemblances in the three countries. The
French “Instructions” of 1954 succinctly list three main features
that characterize the modern approach: a "broadening in time." a

“broadening in space,” and a "broadening in the conception of

hictory.” The time extension refers to the inclusion of the

7.“’n‘:m}pfehlunc;; zur Gestaltung der Lehrbucher fur den Unter-
richt in neuester Geschichte und Zeitgeschichte,”" Beschluss der
Kultusminister-Konferenz vom 5 Juli, 1962.

78Oral information given in interviews with educators at
( 3 the Centro Didattico for the Scuola liedia (in June, 1966) con-
— firmed the absence of teaching about the fascist era in Italy.
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contemporary era--which for France (in 1954) still meant up to
* 1939 only. (The issue of the most recent epoch in history teach-
ing, while certainly of greatest interest, does not concern the
school level analyzed in this report and will therefore not be
discussed further.) The "space" extension should include an at- ;
tention to the history of non-European cultures. Again, on the
6th-8th grade level, this extension does not yet appear. (Even
on the highest school levels, it is hardly developed in the threa
countries; only the formation of the United States is a standard
topic of the 18th century epoch as taught in France, Germany and
Italy, but on higher grade levels than those here discussed.)
The "broadening of conceptions" in history teaching does

concern the new approaches in the middle grades. It is, in the

terms of the French guidelines, the added study of "economic and
social facts, the description of civilizations and cultures, and
of the technical developments." The Italian guidelines go further
in mentioning "forms of work,” "activities of production," "com-
merce, transportation, communication . . . scientific activities,
education,and religious, moral, and civic concepts, soc’'al rela-
tions, and the distributicn of powers in the state." No small
order for 1l to 14 year-old students. The German guidelines
iirmed by the ministers of education) also stress that “"besides
v political, economic, and social developments dlso the cultural
and intellectual aspects should be given proper treatment."
How closely in reality the teachers live up to these
principles is likely to be a matter of individual differences. If
} textbooks are considered an indication on this point, it can be

reported that several text samples inspected in the three

©

ERIC

Aruitoxt provided by Eic:

5,



3 oo Zarie

B SRR S (RS Al R SR s Dlbalal s WM Sl e Ao A
RN A e A TR R RAIE s -l a2 LA A sl ety AN AL Mae R 0 L S LA g e A 10 e A

109

countries (for the middle grades) did include these new em.phases?9

A common feature typical of the modern approach in history
courses is the complete absence of references to "patriotism,”
national pride, the "glorious" past, triumphs in war, etc. 1In
the past a notorious instrument of fostering ardent nationalism,
the study of history in present times, according to all guide-
lines and directives, has the scope of tracing the evolution of
man's civilization with a focus on the most familiar society:
one's own natica. The Italian guidelines, e.g., in their first
sentence, speak of "the aspects characteristic of the life of the
various people and their contributions to the growth of civiliza-
tion, understood as the common heritage of mankind.® The French
program outlines for the ancient Eastern Mediterranean, the Greek
and the Roman civilizations, e.g., have added (since 1962) in
each case the topic of "what we owe to this civilization." And
the official guidelines, in the 1956 supplement, admonish (in
special italics print): "not to coinicentrate in exaggerated fash-
ion on the history of France . . . to accord as much room as
possible to the facts of (general) civilization."

Similarly, the German guidelines call for a broadening of
perspectives from German to Europ2an to world-historical dimen-
si:ns. The "General Principles" of the Hessian school plans (of
137251 discuss in several paragraphs the changed concepts in
German history. "Historic education, for Germans, cannot be

guided by a commonly taught and fanatically believed national

79European activities in textbook reform are discussed at
the end of this chapter.
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history myth. It has to strive for a calm and balanced consider-
ation of the various historical forces . . . of the situation and
tacks of the German people in relation to the other peoples and

.« « » the basic tendencies of the history of mankind."” Among the
events of "fundamental importance, which changed the face of the
earth, and must therefore be understood,” are mentioned "the
American independence struggle, the French Revolution, the
Bolshevic Revolution, the rise of the colonial peoples."” Repeat-
edly, the terms "sober and objective views" of events are used in
discussing the tasks of proper history instruction.

The similarity of important modern features introduced in
the three countries' history instruction does, however, not ex-
tend to the general role that history is assigned in the school
programs of these nations. The theoretical ideas that in the
various directives introduce the programs and the guidelines on
practices reflect quite different accents in France, West Germany

and Italy. Briefly speaking, the German accent is on political

education, the Italian accent on socialization, the French accent

on humanist orientation.

To begin with the last mentioned, the French official
"Instructions” (issued in 1954 and 1956) for the teaching of
hictory are intended to articulate "the role that must fall to

hietory in the acquisition of a humanist culture, adapted to the

concerns and needs of our epoch" (op. cit., p. 31). In particular

history must serve "to clarify the reflections on human life and
social relations, on political and economic aspects, and to pro-
vide the mind with an arsenal of definitions which are indispen-

sable to whoever wants to think clearly" about issues of human
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relations and their roots in the past (op. cit., pp. 38-39).
Finally, history should "procure that sense of the continuity of
human development of the solidarity of generations" that should
elicit in the young a strong orientation "toward service for the
comnen good. "

The Italian emphases on the economic and cultural activi-
ties of different peoples, on the power structures in the states,
etc. reflect the primarily social orientation of history teaching

in the scuola media. This comes to light quite clearly in the

various recommendations and in-service training materials issued

by the Centro Didattico for this school. For example, the “Con-

cluding Declaration” of a "National Aggiornamento Course on the

Didactics of History" (in October, 1965) states as objective:
the historical consciousness that should assist the pupil f
in a better adjustment to society and in an acquisition of
the norms of life. To this end the following activities

are combined: 1) the “historical work," i.e., intellectual
exercises of the pupils in historical research; 2) %he life

gf the class as a socia} group organized in sub-groups:;
) the study of the environment.8

In the German school systems, history is grouped together
with civics, geography and (in the 12th-13th school year) social
science~-in the category “political education." 1Its essential
ohiactives are the study of political organization of societies, ;
the recognition of political rights and responsibilities of in-

G¢iridoals and groups. After much experimentation with various

arproacnes, e.g., stress of cultural history of civilizations

8°“Dichiarazione Conclusiva, Corso Nazionale di
Aggiornamento sulla Didattica dalla Storia," in La Scuola Media
e i Suoi Problemi, no. 14/X1II, May/June, 1966.




(similar to the French pattern) during the first post-war yeaxs,
the primary importance of training in political judgment has been

81 mhis consideration has also led to

generally accepted today.
the insistence--legislated in 2all Lander today--that no school
must permit students to graduate without having learned the most
recent political history of Germany, difficult as its teaching
may be. (In Italy and France, this practice is not followed for
the reason that there has not vet developed an authoritative
scientific clarification, i.e., detached scholarly research, on
the course of recent events.) The political emphasis does not,
however, exclude broad attention to cultural and technical
achievements, as was mentioned earlier in this section.

The overall history programs of the three countries differ
foreriost on the point of a cyclical treatment (meaning repetition)
of the historical epochs. Formerly, this system was standard
procedure in European schools. But in recent years, after the
lengthening of compulsory schooling, both France and Germany
abandoned a complete cyclical approach. (In France, a repetition
exists only for 10th and 1llth grade academic students, who repeat
more thoroughly the 19th century (1789-1870) , which is treated
more cursorily in the 9th grade to lead school leavers toward

more recent times in history. In Germany, only the 12th and 13th

grades, in their “social science" course, review certain epochs

81A good review of these developnents and the present
direction of programs and practices is containzd in one of the
last publications of the German Committee on Education:”Der
Lehrgang Politische Weltkunde," Empfehlungen zur Neuordnung der
Hoheren Schule. Empfehlungen und Gutachten, no. 9 by Deutscher
Ausschuss Fur das Erziehungs-und Bildungswesen,, Stuttgart: Klett,

1265.
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and events in their tonic-oriented study of social history.) The

Italian scuola media, terminal education for many students, offers

a three-year course from pre-history to modern times. Liceo
students subsequently spend five years repeating more thoroughly
the entire history. (The first of these years up to the end of
Greek antiquity, the second year on the Roman era, the third year
on the middle ages, and so forth. The emphasis is obviously on
ancient times, in accordance with the strongly humanistic orienta-
tion of this school.)

To American readers, it may be pointed out that in these
countries all schools assign at most two hours per week to history.
not four or five as customarv in America.

Within these overall history curricula, the structure of
the programs for each of the middle grades (6-8) varies consider-
ably in the three countries. The German guidelines refer more to
psychnlogical considerations (of child cdevelopment) than the
French and the Italian directives in their introductions to the
course plans. The German schools, consequently, proceed more
slowly in the beginnings of history introduction. Their 6th year
courses, in fact, offer no systematic study of historical events,
but instead lay the groundwork for an understanding of concepts
(concerning forms of social organization, human activities, etc.),
a sense of historical time, and an iaterest in the colorful past.
This is done by narratives ("Columbus discovers America"), visits
to historical relics of the environment, and attention to the ef-
fects that history has had on the children's own families. The

7th and 8th grades proceed in chronclogical order arraaged ac-

cording to the years available in each of the three school types:




v (i
Pl Ly

114

3 in the Volksschule, 4 in the Realschule, 5 in the Gymnasium

(the latter finishes the chronological history with grade 11,
following it up with social science in grades 12 and 13).
The Italian arrangement has bezen mentioned above. 1In the

6th grade (first of scuola media) the history course extends from

antiquity to the beginning of the middle age, the 7th proceeds to
Napoleon, the 8th to "our days."” French children of the 6th grade
in all schools study pre-history, the Fastern Mediterranean
civilizationsband ancient Greece. The course is introduced by

the following topics: "Definition and usefulness of history.
General notions of chronology. The generations, the centuries;

w82 Typical

the eras, the great periods. Prehistory and history.
for the French system of providing "clarity" of definition and
logical approach at the basis of instruction!

Similar in the three countries' curricular discussions for
history is the concern over excessive content coverage and details.
Explicit warnings are expressed to abstain from “the danger of
encyclopedism." All directives recommend to treat the chronolog-
ical series of topics listed in the programs as general guide-
posts and to select for more concentrated study such epochs,
events, or achievements that zlucidate certain principles or
trends. Other criteria for more thorough treatment may also be

local connections with historical events or even particular

student interest in a historical period or personality. The

82France, Horaires et Programmes . . . , p. 54.

oo
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freedom of selection rests with the individual teacher:83 the

degree of detail in recommendations varies; it is greatest in the
German L;nder guidelines, and least in the Italian directives.
Both the French and the Cerman documents request that the teacher
present a summary account of events befween two highlighted
epochs in order to assure chronological continuity. Except for
the highest school grades in France and Germany, where a topical
order in contemporary history prevails, historical continuity is
generally emphasized.

ifuch attention .s paid in the French and Italian guide-
lines to modern methods of history instruction. The French di-
rectives are the most elaborate in nroposing certain practices
(which to an American educator would seem the usual features of
a training course in “methods.”) In essence, the French teachers
are told to use the “active method,” as it is stressed in all re-
cent directives, because appmarently the teaching still widely
consists of lecturing and recitations. To enliven the instruc-
tion, much use should be made of confrontation with concrete
testimonies of the past: documents, pictures, artifacts, archi-
tecture, etc. No dearth of these resources in Italy, France and
Germany!

Notwithstanding these proposals, the French and German
guidelines acknowledge that, on the middle school level, the

backbone of history instruction still is the teacher's oral

83This responsibility is characterized in a current
German slogan as "Hut zur Lucke": that is teacher jargen meaning
"courage to omit."
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presentation of the new material. His clear, colorful, and in-
spiring presentation will bring to life the "dead" facts of past
times. Textbook reading should be used only to reinforce, fill
in, and illustrate the materials to be learned, not as in America
to provide the new presentations. In the view of the European
educators, it is the live word of the teacher that can best ex-
press for his students the drama, the pathos, and the insights

of history. The Italian recommendations on method, on the other
hand, emphasize the inductive approach, the “"discovery” of facts
by the pupils as far as possible, in line with all other teaching

emphases in the scucla media.

One major aspect of modern history teaching is that of
integrating it with civics and/or geography. As was mentioned,
all three countries have introduced civics, but handle it in dif-

ferent ways. In the scuola media, it is integrated, as iu

geography, in the weekly schedule of four hours for the combina-
tion. 1Its program and objectives are stated in general terms:

for the first two years the focus is on features of society, such
as family, work, rights and duties of indivi?uals, public services,
other social institutions, hygiene education, and traffic educa-
tion. The last year is devoted to thorough study of the constitu-
tion, other aspects of the state, and forms of international co-
operation. How much time precisely the teacher devotes to civic
education is left to his discretion, also the manner in which it
is actually "integrated" with history. France allots to civiecs
in grades 6-9 each one-half hour weekly, which may be &rranged as

one hour every two weeks. Among these, one-half hour per month

must be devoted to traffic education {(a rzlatively new feature
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now introduced in several Eurcpean countries). The French civics
curriculum is more structured than the Italian; in 6th grade it cov-
ers "the community” (administration, services, comparison of rural
and urban cormunities), in 7th grade: “the Department,” i.e., one of
the 88 districts into which France is dividad (the institutions of
government, education, justice, finance, traffic, postal service and
agricultural services). 1In 8th grade: the economic and social organ-
ization (food provisions, power and water services, railroads, social
sexvices, etc.).

In Germany, the provisions for civic education vary. All
Lander include it as a separate subject in the upper part of the

Volksschule (the Hauptschule) and the Realschule, thus continuing

the practices--dating back to the 'leimar Republic era~-of

“Staatsbﬁrgerkunde.“ The CGymnasizn everywhere treat the subject

thoroughly during the Oberstufe years (grades 11-13), as mentioned

earlier. On the middlz level (grades 6-8), some Lgnder, e.g.,
Bavaria, Northrhine-Westphalia, do not assign it a special course in

the Gymnasium curriculum but integrate “Sozialkunde" with other sub-

jects. Most Lander, however, do provide a special course for civics,
usually from the 7th or 8th grade on. The Gymnasium programs in
Hesse, for example, used to include one hour a week for civics from
the 5th grade on; then (in 1961-62), the pattern was changed to two
weekly hours from the 8th grade on.

The emphases in the Lander again differ to some extent. 1In
most Lander, especially those with Social-Democratic influence,
civic courses begin, in the earlier grades, with socio-economic
aspects (life in rural and urban areas, forms of work and trade,

communication, public services, etc.), then lead to political rights
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and duties of citizens, the structure of government on the several
levels, and the judicial and tax systems., Some Lander emphasize
political education riore than social education, but all include the
aspects and instruments of international cooperation (the U.N., the
European organizations, etc.). All guidelines stress that it is
important to practice political behavior and skills in the class-
room and the total school life, foremost through forms of student
government.

In the three countries under study as well as in other Vest
European systems, the actual teaching of civics and its effects on
the pupils seem, in general, to lag considerably behind the of-
ficially stated objectives and plans. This impression is conveyed
by the survey of the Eﬁropean Council for Cultural Cooperation

(Civics and European Education, op. cit.) and by the numerous dis-

cussions of the topic in the recent European professional litera-
ture. Major reasons of the obvious difficulties in civic education
are not only the teachers' insufficient competence (lack of training
and experience in the fie’d) but also the problems inherent in
teaching a subject that aims at forming behavior and attitudes as
much as it aims at imparting knowledge and understanding. The
former aims are intangible: they hardly lend themselves to direct
teaching or to meaningful evaluation. Moreover, the out-of-school
influences are notoriously strong in shaping social and political
attitudes. (All these problems are well-known also to American ed-

ucators.) The provision of suitable textbooks does not seem any

more tc be a major problem. Among the French, German, and Italian
textbooks of civics for use in the middle grades, published in

recent years, some are excellent, while some are rather uninspiring.
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An interﬁational effort of strengthening civic education is
the "European Civics Campaign” which was started in 1962 by the
European Cultural Center in Geaneva, and is sponsored by the Council
for Cultural Cooperation in Strashoury (a part of the Council of

84 which has the support of the national

Eufope). This campaiagn,
governments and several major European teachers' organizations,
comprises the following activities: conferences of the steering com-
mittee, regional training courses in specific aspects of civiec
teaching, and such publications as a guide for teachers of civics,

handbooks on methodology containing model lessons, and a biblicgraphy

of works on European affairs for use in civic education.

The third field in the social studies, geography, in compar-
ison to civics sesms less problsmatic. An established subject in
European schools since the 18th century, school gsography today re-
quires adjustments to modern exigencies as all other subjects do.
In the three countries under study, the recent reforms included an
up-dating of emphases and programs of study in geography. France,
in particular, revised the geography directives for the middle
grades in 1964; one rasult is new textbcoks in geography, which are
the most modern and most beautifully executed of all French text-
books.

Conmon elements in the thresz countries are found, to a high
degree, in the main objectives of geography teaching: an understand-

ing of human living in relation to the physical conditions of the

84For a description of the campaign, see Civics and Eurcpean
Education, op. cit., pp. 55-58.
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environment, diminished emphases on physical gesography, and the cor-
relation of gecgraphy with history and civics. To a lesser degree,
the countries' programs rcsemble each other in approach, progression
of content, and dimension of coveraga. All recent directives stress
the learning of concepts as more important than an extensive accumu-
lation of facts and names.

The German guidelines explicitly call for limitation of con-
tent by the use of "exemplary" cases or models to facilitate the
learning of concepts. They also call attention to the frequent op-
portunities of connecting the instruction with the students' geo-
graphic background from viewing television and hearing or reading
about other lands. The French and Italian direciives recommend the
"active method" (as for other subjects), meaning that the pupiis
should inductively proceed to approach new materials through their
own observation of data and visual aids and then hypothesize in
analogy with cases studied earlier. Students' activities, i.e.,
drawing, charting, map reading, data-collecting, and note-taking,
are emphasized in all three countries. The social value of geography
study and the development of international understanding are given

85

importance in the Italian and several German guidelines.

Aside from ample use of maps, globes, pictures, films,
statistical data, travel reports, otc., direct cbservations of the
environment by means of excursions ars recommended in all directivas.

Again, the latter reflect national differences in focus similar to

8sFor Italy. see especially the conclusions of recent "Corso
nazionale di aggiornamento” on the teaching of geography in
"pidattica della Geografia," La Scuola Media e i Suoi Problemni,
op. cit., No. 13 (March-April, 1966) .
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those found in the history guidelines. The Italian didactics (for

the scuola media, not the liceo) focus on the pupil as learner, i.e.,

on psychological considerations; the French, in comparison, pay more
attention to the problem of adapting the subject to the level of the
studen’s; in order to indicate the recormiended degree of depth or

detai.l,86

they include practical examples of quastions or aspects to
be dealt with.
The school hcurs devoted to geography differ in the three

countries. In Italy, the scuola media devotes four weekly hours to

history, civics, and geography combined, which probably means an
average of 1~1/2 hours for geography. France assignsl weekly hour for
geography in the middle qrades. The German Lander all have two
hours for the field in all school types. But in Italy, the three
middle grades have to cover the entire program of geography instruc-

tion, since many students procsed no further in their general =duca-

tion. Those who continue in ginnasio-liceo have geography only in
the 9th and 10th grades; it is not taught in the higher élasses.
(In France and Germrany, geography is taught throughout the school
years, except the last where special intsgrated programs prevail.)
The programs of content assiged to each grade differ accord-

ingly. The scuola media deals with Italy (starting with the home

region) in the first year, with Europes in the second year ("countries
of major importance, especially in relation to Italy"), and with the
rest of the world in the third yesar, whan some elements of astro-

nomical geography are also included.

86See Ministére de 1'Education Nationale, Histoire et
Geographie, op. cit., p». 43-54.
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Germany, too, begins with the home region (grade 5). The

Volksschule (or Hauptschule) then takes up Central Europe including

Germany in grade 6, the rest of Europe and the Western hemisphere in
grade 7, and the Tastern hemisphere beyond Europe in grade 8. The

Gymnasium plans follow a similar area apprecach, but in slower pro-

gression since more years are available. The programs in Hesse, for
example, 'give more time to non-European continants: grade 6 studies
Europe; grade 7, Africa:; grade 8, Asia-Australia; grade 9, America:;
grade 10, Germany. Each grade intzgrates general physical geography
with the areas studied (landforms, climates, geo-political elements)
and has assigned a portion of elementary astronomy (solar systen,
time, dateline, etc.).

The French curriculum procseds quite differently. The most
striking feature of the ministerial syllabus for geography is the
detailed assignment of a particular topic for each of the class
hours per year in grades & and 7. (For the higher grades the topics
are indicated in more general terms as they are e.g. in Germany.)

No other subject is treated any longer in this way which seems like
a relic of the past French practices--well known alsc outside the
world of education--of highly c@mtralized, rigidly prescribed school
programs, In this case, the cld procedure may have been followed
(although this is not indicated in the document) in order to make
sure that all of the broad content will he covered as planned in

the limited time available: only one hour a week, or half of what
the German and other school systems allot to gecgraphy.

The sequence of topics--as revisad in 1964-~shows another

difference to prevalent European practices: broadly speaking, it

starts from the distant and ends with the familiar, i.e., France.
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Grade 6 has a two-part programn. Of the 33 lessons, 21 are given to

87 Grade 7 includes

"general geography," 12 lesscens to "Africa."
"The Poles, America, Asia, Oceania," again in 33 prescribed lessons,
of which 7 deal with North America (3 of these with the United
States), 8 with Latin America, 14 with Asia, 2 with Australia and
Oceania. Grade 8 is assigned "Europe (minus France) and Soviet
Asia"; orade 9, "France and French-spesaking Africa."

The sub-tovpics for ths various regions always include the
physical geography of the area discussed. As a whole, it appears
that the French schools stress phvsical geography--in a broad sense
--more than it seems to be stressed in the German and Italian gquide-
lines, where human gsography seems to bs more emphasized. As in
other subjects, the French directives for gecgraphy place grzater
valuz on accurate "definitions" and the individual notebooks of
students, where the materials studied should be carefully recorded,

with illustrations in the form of sketches, graphs, pictures, and

data.

87To illustrate the detailed distribution, this is the
sequence oftopics: "Ths earth in space®--3 lesscns, each precisely
outlined by 3 or 4 sub-teopics covering the solar system, time count-
ing, light, heat, seasons; "continents and oceans"--2 lessons, with
sub-topics as above; "climates"--5 lessons, etc.; "the earth's sur-
face formation"--6 lessons, etc.; "elements of human geography”-- 5
lessons, etc. The 12 lessons on Africa, too, are precisely outlined.
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In closing this survsy of davelonments in social studizs

curricula, brizf refersnces should be includad to the international

T e TR R 3

cooperation in taxtbook immrovemants. valuable efforts in ths eval-

uation of social studies textbooks, as to their accuracy in genzral

eyt oy

3 and fairness toward foreian nations in paerticular, have bagun in the
lat> 1940's. In the course of time, these zfforts have led to nur-
~rous .intzrnational meetings and agrezments on this subject. Franch

ané Carman history teachcrs have davzloned particular initiativzs in

this direction. 1In 1951, tha International Textbeok Institute,

undzr the direction of Profassor Georg Eckzrt, was establishesd at

;
; nyraunschweiag, Garmany., as a non-governrental institution financa2d by

z nuwbar of professional oraanizations and public bodies. It is

sponsoring ressarch, international conferences, and agreemants on

o S SRS S

f axchange and avaluation of texthooks. Although the institute ovner-
ﬁ atss witrtout official authority, its influence is that of a wmcral

fcrez which induces toachers to write textbhooks and to select taxt-

books that ar2 objective and will serve the case of international

peace.

RESR

For furtrzr information, see Kent Pillsburv, "International
Cooparation in Texthook Evaluation: The Braunschweiqg Institutz,”
Comnarative Education Ravicw, Vol. X. No. 1 (Fsbruary, 1966): and
tarl August Scarcder, Dis Schulbuchverbesserung durch Interrationale .
Geistigs gusammenarheit, Braunschweig, G. Testermann, 1961, a
thorough Scholarly study of 214 po. obtainable in the U.S. through

John Wilzy, publisher.




Mathematics

School mathematics is a field in which extensive curriculum
revisions have been introduced in Am2rican middles grades during the
past decade. In the European school systems undzr study, the of-
ficial guidelines reflect considerable resemblance in the overall
objectives (precision of thought, development of concepts, etc.) as
well as in the general recommendations for methods (leading from the
concrete to the abstract, from the individual example to the recog-
nition of laws). The programs and erphases in the three countries,
however, show considerable differences.

Of particular interest is the treatment given to the "new
mathemagics,“ mainly the cperation with sets, vectors, non-decimal
gsystems, and the use of linguistic-logical formulation of mathemati-
cal facts. The French directives (of 1955) refer to the "new mathe-
matics" only in quotation marks and speak of “the promoters of the
'new mathematics'" as apparently meaning people other than the
authors of the directives.88 The French directives introduce the
non-traditional elements (vectors, "les notions modernes," the vo-
cabulary of symbolism) not before the 10th grade. The Italian

scuola media guidelines recormend some reference to non-decimal

systems when first dealing with decimal fractions. The other modern

%8yoraires et Programmes . . . , Op. cit., p. 112. This
highly cautious approach to modern mathematics surprises even more
when one notices the importance accorded to mathematics in general
as apparent from the extent of detailed discussion of programs and
topics in the ministerial directives for secondary education: 60
pages (of the total of 330 in the official syllabus) are devoted to
mathematics, which is surpassed only by the natural sciences and the
social studies, both of which are given elaborate discussions in
special brochures. All the other subjects are treated in much
briefer directives.
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elements are not mentioned, but the value of concept formation (in
contrast to mere laborious number manipulations) is repeated several
times.

The German directives for Gynnasien, as revised during the

early 1960's, introduce the new elcments as sarly as the fifth grade
(e.g., sets, non-decimal systems, estimates of results. use of let-
ters in explaining numerical r=lations and concepts). Vectors are
introduced in grade 8. The general objectives--as stated for ex-
ample in the Bavarian guidelines of 1964--speak of a "new orienta- |
tion" of mathematical instruction in view of the changed nature of
mathematical science and its new concepts and structural princigles.

In contrast to the Gymnasien, the Volksschulen (Hauptschulen) are not

at all included in these new apprcaches. They, too, have obtained
up-dated curricula, but instruction is directed toward applied mathe-
matics, such as: figuring of percentages, interests, insurance tar-
iffs, prices, averages, statistical data. For all school types, the
guidelines stress the value of verbal formulations of the problems at
hand, of advance-estimates and of post-solution checks.

National differences also prevail in the schedule arrangements.
France and Italy assign three weekly hours to mathematics in the
plans for grades 6, 7, and &, while Germany has generally four
weekly hours in all school types. As a special feature of the
French "observation cycle" (grades 6 and 7), the three weekly hours
are divided into two hours of regular course work and one hour of
"travaux pratiques" (practical work). where classes with more than
24 students--which is the normal case--are subdivided into two

groups for individualized work, additional explanations, and drill;

. . _
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practical work also includes the use of measuring instruments, math-
ematical drawing, etc.

The distribution of content programs shows the following
patterns: France, grade 6--elenentary geometry, including angles,
polygones, circles, spheres. Solid bodies, surface and volume.
Weight measuras, specific weights. Even motion, acceleration. Per-
centages, simple intersst. The practical work should also deal with
 simple exercises in the field of astronomy, i.e., earth and sun,
moon phases, and seasons. Grade 7--Basic arithmetic, whole numbers,
2nd, 3rd and nth power, factoring, fracE}ons (simple and decimal) in
simple operations, introduction of algebraic numbers. Geometry (all
types of angles and triangles, circles). Grade 8~-Arithmetic,
smallest common denominator, largsst common devisor. Algebra, up
to polynomes, relative numbers, equations (first degree), coordinates,

x~1 and x°

» notion of variables and functions. Plane geometry con-
tinued. Grade 9 then leads to square roots and operations with
functions; basic elements of spheric geometry.

For a proper estimate of these programs it must be pointed
out that the mathematics curriculum is designed for the collége

(semi-academic) and lxcé; (fully academic) and college d'enseigne-

ment secondaire (comprehensive) classes. For the roughly 50 per cent

of French children who ars no< yet enrolled in these classes but

terminate their education in the "fin d'études" classes of primary

schools (the prevalent pattern in rural areas), no specific curricu-
lvm has been designed. The latest program directives, published in
1947 for these classes, are largely identical with those of 1238, as

. »
stated in the latest edition of Programmes et instruction commentes,

TV S ey eV ST PTRYER T
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89

| oy
< Enseignement elémentaire. Thers is also expressed a note of re-

e
gret about this fact: "En ce qui concerne la classe de fin d'etudes,
on peut regretter l'absance d'instructions officielles pré&ises et

w30 The commentary than advises the teachers to follow

pratiques.
the guidelines of 1938, which for the "fin a'&tudes" classes (two
final years beyond the 5 elementary grades), offer no new content to
be learned in mathematics. Instead, the materials prssented in the
Sth elementary school year should be repeatad so that the "mechanics
of arithmetic be completely acquired and firmly secured” (ibid., p.
] 233). Moreover, these mechanics should be practiced by application
to the "realities of daily life" and especially "in connection with
other subjects such as science, geography, civics (budget of the
community, taxes, . . .)." This approach (in theory) bears strong
resemblance to the American core curriculum or "project method," ex-
cept that the French guidelines seem to stress (wore than would be
found in American guidelines) precision of work, repetitions, and
oral exercises, i.e., drill in basic skills without the use of paper
and pencil.

The Italian guidelines for mathematics are much briefer than
those of the other two countries. (This is true for all subjects.)
In the introductory comments, which are modern in their approach,
attention is called to a close coordination of mathematics with “he
related field »f "Observation and elements of natural science." The

plans count on one teacher covering both subjects, but doubts have

89Published by M. Lebettre and L. Vernay, Paris, Librairie A.
Clins, 1965, p. 219.

9%1pid., p. 233.
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been voiced as to the success of such integration, since secondary
school teachers are merzsly prepared in one field.gl

The programs assigned to the three grades of the new scuola
media closely resemble those of the old (strictly academic) scuola

media with some additions from the old scuola d'avviamento programs,

such as percentage and interest calculations. As the French so also
the Italian programs always have arithmetic and geometry running
parallel. (The German programs do the same.) Grade 6: whole
numbers, decimal fractions, introduction of powers and roots. Use
of tables., Divisibility. Fractions. Triangles, angles, quadrangles
Grade 7: Square roots, rational numbers. Elements of correspondence
and of functions. Interest, discount. Polygones, theorem of
Pythagoras. Scale reductions. Grade 8: Graphic presentation of
functions. Diagrams. Relative numbers. ‘Equations of first degree.
Circle, solids, surface aﬁd volume.,

For a comprehensive school type this mathematics program
seems quite ambitious. But as in the case of France, one must con-
sider that less than half of the children, up to now, are enrolled

P

in a scuola media, althoﬁgh enrollments are Eteadily rising. A

number of children still attend terminal elementary classes, butvw

their number is fast decreasing, and no distinct program for thoge'

ciasses is available. (Moreover, as mentioned in earlier chaptars,

nunerous children of poor working=-class and rural background quit
cheool altogether after the 5-year elementary school.)

In Germany, the situation concerning mathematics is more .-

918ee Tullio Viola, "Sull'Insegnamento della Matematica e
delle Osservazioni ed Elementi di Scienze Naturali nella Nuova Scuolz
Media," Relazione presentata alla Commissione Italiana per 1l'in-
segnarmento Matematico, Genova, 29 Sep. 1963, report in offset.
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complex because of the different school types. For the purpose at

_hand, only the programs for Gymnasien and Volks- or Hauptschulen will

be discussed; the Realschule programs may be estimated as lying some-

where between those two. For the Gymnasien, as mentioned earlier,
the revisions of recent years have drastically up~dated the mathe-
matics curriculum. The programs have not only been enriched with new
elements but also accelerated; many features are taught nowadays two
years earlier than in past times (e.¢., geometry). Parents often
complain of over-demands made on the capacities of their children,
but this may be as much a matter of teacher competence as of program
design. It should also be recalled that German schools devote four
weekly hours to mathematics cowpared to three in French and Italian
schools.

The following curriculum program is abridged from the Bavarian

guidelines for Gymnasien (1966) and for Hauptschuilen (1264).

Gymnasium grade 5 (first grade of this school): Natural numbers, zero
definition of quantities and sets. Decimal system with some refer-
ence to non-decimal systems. Basic number operations, letters may

be used in explaining arithmatic laws. Drill in mechanics, also
without use of paper and pencil, Advance estimate of result. Use of
parentheses. Text problems. All sorts of common measures. Primn
fastovs, largest common denominator, etc. Geometry: rectangle,
square_and cube. Basic geometric concepts. Grade 6: Fractions, ~ll
kusic overations. ax = b, at 0. Decimal fractions. Simple graphic
presentation. Text problems. Percent. Cylinders, circle, angies
fintroduction). Grade 7: Algebra, simple linear equations. Letters
as symbols of rational numbers. Discussion of insoluble and nmulti-

soluble equations. Geometry proceeding from descriptive and mere
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measuring to analytic activities. Parallels, symmetry. Triangle,
congruence. Grade £: Negative rational numbers. Vectors. Equa-
tions. The Cartesian coordinate systems. Linear functions, basic
characteristics. Point symmetry. Circle tangents. Calculation of
area. Prism, volume of prism. Projection (draft) of prisms.

The Volks- or auptschule program is quite different in that

it maintains a close relation to practical life. Designed for the
"lower" 60 per cent of the age group, it has no parallel in the
French and Italian directives (as explained above). Similarly, as
in the French general recommendations, there is stress on mastery

of basic operations, on precision, logical comprehension, individual
thinking (e.g., in attempting different ways to solve a problem) and
inductive approach. One advice, typical for Germany, is added:
“Thoroughness ranks over speed.”

Grade 5: The basic number operations. Introduction to frac-
tions, decimal fractions. All measures. Concepts of buying and
selling, income and expenditures, costs and savings. Graphic exer-
cises: lines, columns. Grade 6: Operations with fractions, factor-
ing, text problems. Average. Per cent. Application in cases of
daily life. Increase, decrease. Graphic design on squared paper.
Grade 7: Fractions, per cent continued. Use of per cent in public
life, statistics. Simple figuring of interest. Wage and price
changes. ﬁ:g mille (in insurance use). Proportions. Problems deal-
ing with rent, lease, down pangnt, installment buying. Graphic de-
sign continued. Grade 8: Interest continued. Discount. Stocks,
mortgages, paying by check, foreign currencies. Use of simple table.

Graphic presentation of arithmetic problems and their results. The

circle as means of presentation.




SR oo IR

131

Geometry in the Volksschule is treated as a quasi-separate

subject that is called “Raumlehre" (spatial studies). Although it

shares the weekly four hours allotted to arithmetic (called “"Rechnen"

in the Volksschule), the guidelines recormend to concentrate, for

periods of time, all four hours alternatzly on one of the two fields.

The overall objective of "Raumlehre” is to develop "the ability to

recognize, present and calculate spatial forms in their environment”
(not in the abstract, as tyrmical for the Gymnasium). All instruc-
tion in this field starts from the concrete object and constantly
involves active manipulations on the part of the pupils: measuring,
weighing, building, molding, foléding, cutting, combining, removing,
etcc' All sorts of tools are kept available for this purpose. The
calculation of arsas and bodies begins with sketches, hypotheses,
and estimates before formulae are applied. The calculation of areas
starts from the two-dimensional units, not the length units; the
calculation of bodies starts from three-dimensional units (not two-
or one-dimensional units). In other words, the procedure is clearly
inductive.

Annual programs. Grade 5: basic shapes familiar té-children;
recognition of surface areas on bodies (quadrangle, triangle, circle)
Angles. “Perceiving, representing, and calculating” squares and
rectangles. Drawing to scale. Area studies out-of-doocrs. Grade 6:
"Perceiving, representing, and calculating" triangles, parallelo-
grams, trapezoidés. Cube, cubic measures. Prisms with quadrangular
and triangular bases. Grade 7. Circle, circular angles. Cylinders.
Problems involving specific weights. Grade 8: Reqular and irregular

polygones. Pyramides, cones.
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Matural Sciences

No othar subject outranks science in importance when the
adaquacy and the modarn charactsr of school proorams are examinad.
Scisnce teaching today nlays a rele as an ecoromic factor, as a
.ultural factor, and sven as a political factor.~ Thz advancegs mad~
toward a stronger position of science in the curricula of the thrz:c
countrizs under scrutinv apnzar modest, at lsast on the middle leve..
The most racent ministerial guidslinss, to be sure, discuss in some
dztail the introduction of 2lementary traininc in scientific methods,
but the syllabi give little room to such trairing: and its imple-
mentation scems especially hampared by the teachzars' insufficiznt
training for the new anproachss that ars officially recommended.

Traditionally, Franch and German schools (academic and non-
academic) taucht botany and somz animal biology in grades 5, 6, and
7. for two weekly hours (in Germany) or one-and-onz-half weeckly hours
(in Francz). In grade 8 German pupils in addition studied elzinesntary
phvsics (mschanics, optics, etc.), the Franch pupils (except those< in
tzrminal classes) gcology. The methods ia these courses strasszd

"abservation” and categorization: in fact, th: term ussd in Francs

for thesa courses was--and is--"sciences d'cbssrvation,®” and thay

s 020en Sy

are listsd this way in syllsbi and schedules. Another term, occa-
sionally usa2d, is "sciencss naturelles.” The German equivalent is
“Maturkunce,” i.e., nature studiss, which refers only to thz living
phenomzna of nature. For the study of physics and, in higher gradss,
chzristry, ths Gerran acadenic schools use thease tesrms, while th:

volksschulen usz “Naturlshra" (nature instruction). Thzs Gsrman word

"Naturwissenschaften" (natural sciences) as a comprehensive tsrm is

~ et
R i )

used only in academic schools: nothing at the Volksschuls ticuld
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be termed "Wissenschaft," since by strong tradition and purpose this
99

school type is devotad to thz non-Wissenschaft pedagogical approach

In Italy, cnly the (sesmi- or non-academic) scucla d'avviamento

imparted soms zlements of science: the commercial avviamento schocls

rcsembling in their scisncz syllabus the French and German patter:s,
the industrial schools relating the instruction “strictly to the wvno-

. .« .93 .
cational training prooram.” Italy's academic schools offerac ths

| first coursz in scienc2 not befors grads 11: neither the scuola msdia

é nor the ginnasio (grades 9-10) included any science tzaching in the
curricula. Therafore many nersons in Italy--all those who le#t the
‘academic schools before grade ll--nevzr had a lesson of science (or
biology) in thair =ducational background.

The recent reforms show the intant to infuse some zlzmsnts of

4 modarn scizantific training into thz traditionally word--and book--

] dominatzd school programs. In thz new Italian (common) scuola msdia,

] two novzl subjects were introducsd: "osservazioni ed elementi di

scienzz naturali® (two wcekly hours in grades 6 and 7, thres in

grade 8), and “applicazioni technichs” (two weekly hours in grads 6).

] The ministerial guidelines state as objsctives of these courses the
] daveloprent of "conscious obszrvation, exparimentation, reflsction

on facts and phaznomzna.” Starting from cobservation, thz student

92.[n Germa. usags, the tzrm “Wigsenschaft” is broader in some

raspect and narrowsr in another than the English “science,” as com-
3 monly used. It is broadesr in including any field of systematic in-
] quiry and study, not only empirical sciences but also, s.9., litera-
g ture and history (more specifically referrsd to as "Geistsswisszn-
| chaffzn"~-scisnczs of the mind). It is narrowsr in that it refers
3 only to advanced scholarly activities: analysis, reflection,
] synthesis, interpratation, criticism, etc.

9%1a1y, Scuola di Avviamento Industriale, scriss “Programmi
Scolastici,” ed. Pirola, Hilano, 1959, p. 3.
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should be cuided to analyze, measure, varify, and learn the facts,
é and abov:s all learn about the method of scientific procadures. In

addition, th2 tesacher shall lsad the student from the recognition
; of tha simpls phenomenon to related facts and phenomsna so that iz
»31y gain general familiarity with the realm of natural sciznces., TIr
the end, the student should@ have acquired not only a fzeling "for
é ths harmony and hecauvty of nature” but also an “ordsrly and synthat.-
» cal visw of the world that surrounds him."94

Tha subject areas to he covered ares msrely indicated in broad

3 outlines: during the first two years, "spontancous and guidad obser-
vations in the field of biology--unésr morphological and physiologi-
cal aspescts-~and in the field of physics, including the most common
: annlications made by man® should be conducted. The third yecar will
fcllow this up'with more systematic studizs of the notions previously
gainad., An integrated approach to scientific studies is advised: &s
an 2xample, the gquildelines peoint to the oprortunitizs of connacting
the trzatment of nutritive and reproductive functions of plants and
animals with observations and concept formation in physical and chan-
ical respects. (Ibid.)
E The new subjzct, "technical applications,"” is a modernizzd
version of the traditional "manual work" (or "shop” in American
usage). It is plannad to utilize the lzarning acquired in "observa-
tions and zlermants of natural sciences." 1Its scope is brcad: "to
satisfy the manipulative interazsts of childran, to desvzlop a sanse
of dimensions and forms by rzans of graphic represantations; to ac-

custom ths young to conszidar functional and aesthetic elaments in

kT o
‘ *%5cuola Media Statale, Orari e Programmi, op. cit., p:

A
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gencral constructive activities, to develop--through practice 1in
tachnical opzrations--zlementary knowlzdge of materials and tools,
with thzir characteristics and functions.” The studants should b2

guicezd toward “r2asonzd doing” ("fare ragionato'), in other worcs,

gl

:'-a tasks and oozrations should he planned and their results should

bz projectzd and ~stimated by the students themselves. This should

12ad to habits of critical anticipation, raflective thought, and
application of previously learned theories. The projacts should
oreferably bc dssignad as group work, thus impressing on the students
the spiritual significance of human labor and its social aspects in
our present world.

Thesz objectives and r=commendations bear little rescmblance

to ths traditional style of manual work classes with their stress on

nractice and perfection of manual skills. The ncw course instead
aims at intellectual and social training through the practical or :
“technical® projects, in the style of John Dewsy's principles, tihe
influznce of which may be sensed in the two new courses that intio- f

ducs scisntific and tachnical elements into thz scuola msdia. A

further recomrendation that fits into this styla concerns “*coeduca-
tion'+ as far as fcasible, hoys and girls should be taught together
on work projzcts in homes furnishinas, horticulture, etc. For work
in othsr arszas (mztal work, nousehold work) boys and girls will be
taucht separatzly. Only one y=ar of this course is prescribed for
all. During the szcond and third ysar, this course bzcomes alective
and is then competing with Latin as the alternative zlzctive. This

circumstance lezaves for “applicazioni +echniche” in these years a

less abls student bedy, and therzfore the level of tesachina mav be ;

axpescted to differ considerably from the first year. :
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Imnrassiva in their modern spirit as these course dzsigns ar-

their implementation raises understandable difficulties, primarily

Reantonn o, NN

Lecause the teachers ars not yat prevared for this tyne of instruc-
tion. The science course is planned tc be taught by the mathematicc
teachers (who have no training in science teaching), or by scizncs

% teachars (not prenarad to teach mathematics). Science teachers,
morsover, have studied only one natural science field and thus arc
not proparly prepar2d to teach the combination advocated for the

scuocla media.95 The technical application courses are usually

taught by formsr avviamento school tsachers, who were trained in the

traditional manual craft instruction, but not in the Deway-style ap- :
proach. It will obviously takz years until these naw subjects, ex-
cant for sorma fortunate circumstances, can be taught as envisioned

in the official plans.

The French situation is in some ways similar to the Y+alian

with resomect to ths effort of introducing scientific method in thsa
common middla-level curriculum. Different, howevsr, from Italian
custom, the pre-reform curriculum in the Franch lycéé and colldge

| classes includ=d somz science on the middle level: elementary botany,
biolooy, and geology. These coursas have been rmaintained with in-
significant changes of subtopics. The 6th grade studies the humen ;
body (skslston, muscles, alimentary systan) , the vertsbrates, and '
flowering plants; the 7th grade studies the invertabrates, flowerlass

plants, and, in form of a survey, the useful and non--usable animals

5These problems are discusscd in detail by Tullio Viola in
his report, “Sull'Inscgnamento della Matenatica € delle Osservazioni
ed Elemanti di Scienze Naturali nella Nuova Scuola Media," Relazione
presentata alla Commissione Italiana per 1'Insegnamento lMatematico,
Gznova, 29 Sep. 1963.
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and plants, plus some aspects of tha role of man in nature. The 8th
grads science program is entirely davoted to gaology.

Tha schedule provides in all three gradas one and one-half
weazkly hours for this subjzct, to be utilized in this way: one hour
avary two weeks of "course" (in the traditional mannzr), one hour
cach week for "practical work" with divided classes, i.2., groups of
no mors than twenty-four students.
| Thz latest official guidelines (of 1964)96 have reprintad
elaborats instructions of 1254 on the methods in natural science in-
struction. They stress the "method of inquiry or rediscovery" and
sn2ak of the hope that this apnroach may gradually inspire not only
the teaching of science but all t=aching on the secondary levzl. . .~
(ibid., p. 6). In this spirit, tho detailed suggestions--including
a sampla lesson for a 7th grade~-rzitesrate several times the impor-
tance of punil activity. "The students actually should carry on the

lasson: the tsacher merely guides and stimulates them'(p. 7). For a

proper implementation of this method, certain conditions are Aeerribec

as nescessary: the access to "local documentation,” (concrete features
of thz environment that can be dirsctly observed) and the teacher's
familiarity with these features. The diffsr=nce betwean "course”
hour and “practical work"” is explainsd: the former servas to systcma-
tize, synthesize, and to check on propsr note-hook recorcding and
mastery of the facts and concepts worked cut Aurine “"practical work.”
Explicit warning is extondad against “le style dognatique® (which

should be reserved for higher grades only. For further detailed

gﬁwﬁnistére de 1'Education Mationale, Les Sciences Natur:zlles
dans les lycees clazsiques 2t modsines, Paris, Institut Padagociqus
National, n.d. (1964).

L e
.
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suggestions, rafarence is made to reports in the “Cahiers
Pidagogiques,” which serve as practical guides in classroom pro-
ceduras, especially in the novel approaches introduced by the res-
forms of the 1950's and '60's.

The sixtzen pages of guidelines--including circulars of 1961
ané 1964--that ars devoted to the conduct of this science course

givz the imnression that there exist difficultiss in the scheduling

v

and tha gsnaral implsmentation as outlined in the official plans.
One problem seems to be the shortage of time allowed by the schedula
for nractical studies,which require set-up ¢f matzrials or even
trios outside the school grounds. The other problem mentioned is
thrs coordination of the practical work and spontaneous intersst in

thz two halves of the subdivicdasd class with the thsoretical or

"coursz” instruction which the class rzceives as a whole.
"hile the subject of 'scisnces d'observation” continues an
establishad tradition in thz form of “science naturelles" (biology

and geology), in 1960 a n=w subjsct has been added to thz programs 3

g sE

of the "obssrvation cycle" (thz first tvo ycars of sacendary schonl),
but only in thes modern, not in the classical sections. It is called

L) . [ [ ” 0 [ [} ‘ [} (] ;
“travaux scientifiques exparimentales” (exparimental scientific ]

vork) and is schzdulzd for onz hour a wesk. The official guidelines
state threzs major objectives of this new course: a) to broaden the
studants' opportunitiss to discover and develop their interssts and
abilities; thezir potantial aptitude for scisnce should be judgsd on .
a broader basis than achisviments in mathematics: their potential ]
aptitude for tachnical studiss--be they industrial or economic--
; should bs judged on a breoadsr basis than the traditional manual

work: b) Analogous to the literary 2ducation with ita traininc in ]
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linguistic logic and exnression, ths scientific education requirzs o
progressivz training in methods of a2xparimental resesarch and rcason-
ing. Quoting from statements written by Langevin in 1931, the dir2ac-
tives recommend tc “continus the practical work of the nrimary
schools with their 'lecons dz2 chosss' by an introduction of physical-
chemical studies earlier than the traditional school programs pro-
vided." (ibid.) Raference is also made to the psychology of thes pr:=
adolescant, who tends to strive for orientation in the matcers of
rzality and for gznsralizations from observad prhenomena; c¢) The pur-
pose of expsrimental scisntiiic work goes bayond the training in ob-
szrvation and reflection based on concretz senée impressiocns: it aims
at devaloping abstractions and the ability to deal with qualities and
auantities in the various scientific ma2dia of communication, frramos*
linguistic formulations. In conclusion, the statamnent of goals
smphasized: "Tooc oftzn in the past ths modern section has bzen de-
fined in negative tzrms, as a section without Latin. The axperi-
mzntal scientific work attempts to give it a positive definition as
2ducation for the modsrn world, as a sourcz--n¢ less than thz traai-
tional disciplinzs—--of critical rzflzction, of abstract thought, of
human culture“(igig., n. 237).

In discussing the content of this course, the directives
amphasize that no systenatic program of content coverage should bz
followed, bacausz the focus is on scientific methods and attitudes.
'In accorldancz with what always has bzen the ideal of our cultur:z,
the accent will be placed on the methods of forming the mind, not on
the content nor on the acauisition of fixed knowledge." (p. 238)

Two catcgories of projzcts are outlinad: onz that combines elcments

of ceogranhv and naturzs studizs with those of mathematies, physzies,

T S PR
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anc¢. chenistry. (Examples includ2 "climats and man,"” "“forest and

man,” “the eye and optical instruments."”) The other category lesans
nors toward mathamatics and tzchinical topics such as "the bicyeclz,
“the motor.” The pedagogical methods reccommended stress, even mors

2laborately than for the sciencss naturelles the principles cof nunil

activity, of inquiry, sxperimentation, =tc.

The "practical suggastions” that follow deal with questions
of staffing, schaduling, equipment, and collaboration. Staffing:
the teachsr of history, geography, or nature studies should prefer-
ably teach the first cateogory of topics. 3ut any other t=acher who
is intsrested and qualified may also be assigned. Ths second tyns
of tonics should bz entrusted to a mathamatics or -science tsacher.
"o teacher, of course, had any training in this type of comprechensive
approach. Schadule: greatest flzwibility is advised. Hours can be
ccmbined and parhaps supplementzad by hours assigned to "directsd
activities” (as nart of othar courses). Collaboration: tzachers of
Jifferant subjects should closzaly coordinate their own planning with
this course. Thz class council (consisting of all teachsrs assignad
tu teach a course in a given class szction) should ssrve as clesaring
centsr. Equipment: painly reasuring irstruments ars mentionzd as
reqguired apparatus (no lakoratorizs). As far as fesasible the stu-
dents should make thesir own instrumsnts and equipnmznt, e.g., in nan-
ual work coursss,

Finally, the tcachers arz advised to kezp themselves an ex-
parimontal attituds tcward this coursz, to use their imagination and
combine their initiative in implementing succzssfully this naw or2-

cram fcature, which "constitutss onz of the fundamental elements of

tha school reforn." (Ikid., p. 242)
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How wecll the schools are able to carry out the plans and
racommandations is, of course, an opan quzstion. In visw of the
problams, thes answer to it should wait till saveral years have
nassed. But what secems of immediste interest is the design of such
: course, which in defiance of all tradition is frankly dsvotzd to
method, and nrot to any systematic content. There may be doubting
questions whethar such a severance of "methods" from any orderly
discinlinary avnroach is advisable. (Fresent-day American approaches
seem to be in the opvosit2 diraction.) Above all, one may ask, why
not integrats the valuakls fzaturzs of this course with the related

subjacts of tha curriculum (scicncz2s d'observation, geography,

history, etec.)? A good r=zason for not doing so is vsry likely the
assumntion that cnly in a set-up unfettsred by requirements of con-
tznt mastery would the tzachsrs conccntrate on the proposed naw
method as the sole focus of thes course.

The revised subject, "manual work," also desarves mention
whan naw programs in sciasntific education are discussed, sinc:z ac-
cor?ing to ths guidslinas (of 1960) the objectives cof "manual work”
now resemble clos2lv those of the two afore-mentioned subjects.
"Manual work should train not only the manual skills in the narrower
szn3z but also the nind in c2nzral; obszrvation, imagination, in-
vantive spirit, judgment, tastc. . . .7 (Ibid., p. 228) The trainping
programs for girls, for example, should go bayond the teaching of
mranual hous=2hold skills and of somz recipes: their future tasks in a
rmodarn homz requiress abilities of organization and methodical pro-

c2duras: their practical functions should be based on raflaction and

intzlligznces.
MR
In addition, thz manual work coursec -as the or2 i~ ~¥perimsntal
\
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methed--should be usad to detect the pupils’® aptitudes and interzsts,
their work attitudes and evzn thzir levels of intelligence. Esnz-
cially those children who arc not vet adjusted to the modes of formal
thought and ¢xprassion, vwhich pravail in most othar subjects, will
nave onportunitiss of manifssting their potential, and often unex-
vected, canacitiss in the various activitiss connected with concrzts
objzcts.

It is noteworthy that manual work--a courss of one hour a
wsek--is compulsory for all students in all secfionsthrough the ninth
school year, thres2 vears longer thah in-‘Italy. Following the ninth
school year it is availebls as an elzctivz throucghout, evan in tha
classical ssctions. Acadenic students--according to persons familiar
with Frznch school lifa--often use this suhbjsct to gat some respite
va2tween strenucus acadsmic coursas. IManual training cartainly plays
a minor role in the traditional lgcéés with their hesavy intellactua.s
smnhases., But ths plans and principles of the revisad course in
rmanual work should offer good cnportunities for thosz stud=snts who
dcsire advanced schooling but ars less interested in the exclusivsiy

literarv-historical-mathematical approach of the lycces., Again--ths

dasign seems vzrv promising and modern, its realization will havs to

bz asszss2d at sorz future date.

In Germany, sciznce curricula on thz riddle lavel (gradzs 5-8)

have nzither undzrgons major changss in content nor have they bacn

Though the official

axranded by nsw courses, as in Italy and France.

guidslines strass modzrn approaches and emphases, this ssems tc be

mors a strencothening of what was considarzd "good teaching™ in

2arlizr ysars, rather than an introduction of novel elamente inkn




the stvle of instruction. For example, nature studies courses havz
traditionally included concrete observations and “activities" by ths
pupils. Beyond these, thz nev directions (of the 1260°s) focus in
zlaborate fashion on cognitive lesarninc objectives. From qualitatives
and quantitative acsessment, the pupils are to be led to recognize
generalizations, ordar systems, 2co0logical and causal relationshins.
also the physico-chemical components of living organisms, and ths
practical application of natural phenomena to human living.

Exparimantal work as well as group projects--designed as new
separate course in thz Prench intermesdiate grades--ars intesgratad
wr<chin the ragular course programs in the Garman systsms. Tha uss
of instrurents (microsconzas., etc.) and visual aids is consider=d
necassary as are simple experimants by students, not mersly expori-
ments cemonstrated by the teachzr. “Book-and-chalk" learning ie ov-
plicitly condzmned. An important part of the instruction arcz trips
to thz outdoors, to botanical gardens, the zoo, and (for physics and
chemistry) industrial plants. Cerman schools have a long tradition
of regularlvschadulingsix to eight “"excursion days" pzr y=ar, vhen
all classes take trips with their homeroom teachers. (Upp=2r grades
may zven spend several cGavs, takino hiking trips or visiting places
of inter2st, even in foreign countries.)

Aesthetic elamsnts and "reverencs for nature” (in Catholic
classes usually counlad with religious ovsrtones) nlay a greatar
role in German schools than apvarzntly in Italian or Fresnch schools.
School gardens are highly recommended in the guidelines (and fre-
cuently foun¢ in reality) cspecially in city schools, to compensatse
for the "alisnationa from nature® so typical of modarn urban living.

Both Berlin and Northrhina-testnhalia include comprehansivw~ rrograms
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for garden work in their syllabi for thc 7th-9th grades of the

lauptschulen (not the acadenmic schools) in conjunction with the

r=aular biology courses. Conservation is stressed in all Lander
plans. In Bavaria, the teoching of concervation as a task for th=
schools is even proclaimzd in th: state constitution. .

Tha German system of parallel schcol types on the middles
1evel provides for different science programs in the Gyrnasium, the

Realschule, and the Hauptschule. While all thra2 school types have

botany-biology for two weekly hours in all middle grades, the time

of introduction for physics differs., Ths Gyvmnasium begins to teach

physics systersitically for two weckly hours in the 8th grade,

s the Hauptschule and the Realschule include elaments of physirs

1
in their science courses as sarly as the 5th grades, resp. 7th gradss. ;
In regard to content, the science curricula in Germany ars
mcre explicit and more tonically organizzd than the French and

Italian programs. The Hauptschule programs, for exampls, ars gen-

erally designzd according to the natural patterns of scology: Tas
5th grade deals with the plants and animals most familiar to the
child: p=ts, farm animals, bkirds, butterflies, insects; thes plants
of home, garden, and park in their seasonal ssquence. 6th grade- 5
plants and animals of fizlds and waadows (grains and othar farm |
products, small wildlife). 7th crade- plants anc animals in iforests.
swamns and watar ccologies. 8th grade: ons-cell organisms, viruses, %
etc., elementary genetics: the human body and hygiene. Ths Parwinian

theory is mentioned only in the rerlin program for the Hauptschuls

] [ ] [ ] (" LJ
s are occasional variations anono the Landgy- Rawarian

. ot A e
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(thz2 academic schools always includs it). Biological facts of human
sex and raproduction are usually not included in the guidelines (nor
ars they in ths French or Italian directives).

As mehtioned earlizr, much attention is given to the obj=c-
tives, concepts, and cdidactical methods that the teachers shoulc
k2ep in mind. There is repeated warning not to ovarload the pupils
with facts but instzad to apply the "exemplary learning” approach,'
i.2., using selected models for thorough study and treating similar
phenomena in less detail.

The Realschule follows a similar patttern, based on the

neenata of ¢ ...icav as they are familiar in the exparience and ob-
ssrvation of cihildéren.

The Gymnasien, in turn, have biology programs that are
structured more on the logical order of scientifiqbategories, as is
quite apparent from the terminology used in the syllabi. Yet in the
lower grades (5 and 6), the topics of study are similarly selsct<l
from the familiar pnlants and animals of the home znvironment.

5th grade: flowscr plants=-~gsneral structure of blossom, leaf, stem,
ctc. Basic clements of a living organism. The lattar alco excmpli-
fizd by mammals known to the child {pets). The human body.

6th grade: Certain farilies of carden flowzrs and plants. Seads and
growth. Birds, the egg, living patterns: the varieties of forms of
onz functional feature, such as bhsak or wing.

7th grade: Tress, includino conifsra: grains and grasses: forzign
fieid plants ané procucts. Small vertebrates and invertebrates,
fishss; extinct animals.

8th grade: Mosses, ferns, etc.: extinct plants. Worms, insects,
ancial behavior of animals, instinct pattcins, ecological intzr-
dependence. Comparison of analogous and homologous organse.

The Gymnasium guidelines of Northrhine-Westphalia (of 19263)

point ocut that the biologv teacher of the 6th and 7th grades should
£fe2l responsible for exnlaining to the children in informal. fzsival

manner--when thzre is good opportunity to do so--the facts of the
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human sax characteristics. DIven if human biology is not part of the

gencral plan for these years, connections could be made with suitabls
AN
topics of animal biclogv. S=veral other Lander include similar rz-

marks regarding th2 biological elsments of human sex.98
Illustrative of the attention to systematic training in

cognitive processes in thz Gymnasium is this schema found in the

Northrhins-Westphalian diractives:

Biology is well suited fcr the gradual transition in the
learning style as the children arrive from the Grundschule,
whare the teaching approach is “wholistic.” 1In biology
teaching, the process of recognition and lesarning should
procsed-~broadly speaking--in this mannsr:

a) Perceiving the complex whole of the object (the organism)

b) recognizing the component parts of ths whols

c) isolating and observing certain individual feitures or

ad) prgg;giing tho structured whole of the living organism.
Thies schema is followad by a series of practical suggestions, ip~ind-
ing the advice not to adhere to the basic steps in rigid fashion.
This brief account dozs not do justice to the didactical elaborations
of the cuidelines but it may suffice to point out the obvious dif-
ferznce between this approach and the less analytical and mors prag-

matically oricntad apnroach in the Volksschlule. On the other hand,

the Gymnasium guidelines for biology do not neglect the sensitivity,

asthetic awareness, and love of naturzs that this course must foster
in the children. Concrete contacts with nature (trips, garcden work,
etc.) as well as visual aids and the reading of stories about
animals and outdoor life ars also recommended for the lowsr

Gvmnasium crades.

93Bavaria, e.g., puts in more general terms: "The undarstanding
of the s2xual polarity of living organisms and of the genstic idea
should be preparad already in the early Symnasium grades; but these
topics can be dealt with mors thoroughly only later in the context
of othar life procasses.” “Lehrpline fur die HOherer Schulen in
Bayern," Amtsblatt . . . , op. cit., No. 17 of 16 Sept., 1964, p. 513.
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The programs and aporoaches in physics show even more diff=r-
ences than those in biology when the differant school types are con-
narcd. The Gymnasium introducas physics in the 8th grade, i.e.,
after ths pupils have had three ycars of zxperience (in bioloay)
7ith orecige cdefinitions, inductive orocedure, experimentation, and
alementary abstract thought processes. The guidelines fcr physics
on this level rscommend to still cives much room to phsnomenological
narcaotion, and to lead students gradually to systematic abstraction.
The students ars o learn to arrive at questions from the rzalities
observzc in evzryday life and to design experiments that would yield
answars to these questions. The experiments should bhe precaeded by
hyrotheses and cstimates of results. Some experiments can he car-

ried out merely in thought, not in actualitv. 1In solving »roblems

without understanding the contsxt.

The contant of ths 8th grade physics courses usually commrises
nechanics: snergy, mass, weight, force, pressurs in solids and
liquids, air, gases, etc. Ths anplication of mechanical laws in
modarn technology should bz amply demonstrated: this should also be
donz by observations in industrial plants, construction sites, stc.

The Hessian Gymnasium curriculum in scizncg--as revised in 1962--

changa@ the 8th grade program from mechanics to clementary thermo-
dynanics and optics, postooning mechanics to the 10th grade, since
the latter requires a great deal of quantitative experiments and
mathanatical calculations.

The Haupotschule curricula for science instruction includz

simplz notions of physics from the 5th grade on and zlements of

chemistry from the 6th or 7th gracds on. They are cuite Aiffarars
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from the CGymnasium programs and also vary greetly among th=2 Landgg.

But they all have in cormon the entirely inductive-pragmatic ap-
nroach: starting from some of thz innumerable objzcts and tachnical
srocesses of evaryday life, the children are taught the basic con-
c~pts and relations that qgovern the observable nhenomena. The almoct
overwhelming lists of possibls topics presented in the syllabi ars
arranged not in eclectic manner but so as to focus on a complex
entity observed (thz water and all its characteristics, constructicn
of a builéing), or--more frequently--to focus.on a field of physics:
mechanics, heat, optics, electricity.

For the 5th and 6th grades, rzcommended topical groups in=z
cluds “eclectrical aprliances” to teach heat and light effects of

clectric current, circuit, ¢ucts, etc.: “the air" (rubber bhalls,

bicycle tires, pump, breathing, burning, wind) to teach air pressure,
currents, etc.: "sounds" (auto horn, bell, starting pistol, thunder
and lightening, echo) to teach acoustics: "house construction” and
"nlayground things" to teach mechanics. The 7th and §th gradas in-
cludz houszhold fuels, metals, foods, stc. to teach chemical elements.
Tha approach, in ganeral, sesams to resemble that of the American
"ganeral scisnce" courses in the junior high schools.

One feature, howesver, would not be encountered in the U.S.

public schools. That is the differcnt science curriculum for bovs

e b o e
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and girls in the school plans of Bavaria and Northrhine-Westphalia
(Catholic influence). Girls--from the 6th, resp. 7th grades on-- f
havz one weckly hour less than boys in science. Instead, they haves i
one mor= hour of home economics (three per waek) than the boys spend

in manual work (two per week). The girls are to get a good dsal of

food chemistry in connection with their cocoking instruction, while
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the boys have different chamistrv topics in their science classes
(e.g., minzral chemistry).

In gensral, even if only a portion of the topics listed for

+hze tz2acher’s szlaction arzs dzalt with, it seems that the studsnts--

=hz non-academically orientad "mass" of the young psople--obtain a
romarkably well-rounded orientation for living in the modern worid
of tzchnology. How wall these extensive science programs in the

Hauptschula are being implemented will depend, as usually, on the

training and competznce of the teachers. The reform plans provide
for svecial teachers in a field like science. Teachars who during
their training majors@ in scisnce are praferably assigned to such
courses. Their training included didactics and mesthods of sciencsz

instruction. Among the Volks- and Hauptschule teachers they are

considered the “"elits,” and thay are in short supply because of
compating job attractions in industry, a dilemma familiar also to

Amarican zcducation.

4
i
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VII. OQUANTITATIVL COMPARISONS OF CURRICULAR PROGRANS

A comparative assessmant of the numbzar and distribution of
class hours assigned to tha different subjeacts in Euronzan schoole
has more relevance than American esducators would probably assums.

To be sure, the quantity of instructicnal timz can not tell anything
about the content, ths mathod, cr the efficacy of tzaching. But a
guantitative comparison is informative in several oth:zr ways. The
initial offaring of the subjzcts on particular grade levels generall:
reflzcts Furopean concantions of optimum lzarning a¢gz (e.g., for
foresign languages). The proportion of time allotted to a subject
damonstrates its relative immortance in the total »nrogram: and the
changes in these proportions ars good indicators of trends and
devslopments in basic policies and emphases in the public sduncation
systens.

The tébles, charts, and diagrams havs besn compiled for this
éroject from the various class schedules found in the latest minis-
terial directives of thz three countries, most of them issusd ba-
tween 1963 and 1966. For comparison, the data from the preceding
issues of thesz schedulas have bzen added, most of thess dating back

929

to the late 1950's or sarly 1960's. The .changes show distinctly

99The use of still earlier versions would have shown mors

drastic changes in some cases, but would have been impractical for
several reasons. E.q., some of the structural school reforms dic
not take placa before the late '50's. Using the old structural
scheme would havz rendered the comparisons lass meaningful and the
number of school types involvad cven more cumberxzome than i+ already
is.




tha most rzcant dsvelopmznts in Eurone.

West Garmany, because of the variety of pattearns among its
11 Landa2r, has been givzn more granhic presentations than Francz arnc
Italy with their uniform patterns. The selection of illusérations
is mainly baszd on the degres to which a %&gg.pattern demonstrates -
point under discussion or a special chara;£eristic. Since this
project purports to show trends rather than an image of the total
situation, it seemed justified to use some featurss from one Land,
other features from othar E§E§§£°

All the charts have bezn designed as general schemata, and
not in proportion to actual enrollments in the different school
typas. Had the lattcr been done, the non-acadenic type or branch of
school would@ have to be drawn mors than double as wide as the othar
types (branchas) combined, and the top columns of the academic prc-
grams would have bzen very thin, accounting for lsss than 10 per

cent of the aga group.

Chart I shows the structure of the entire school systems of
Francs, 'lest Germany, and Italy, and the place of ths “middle lavel”
within the systems. The beginning of this level--internationally
known as “lower secondary stage"--is clearly Aefined: it follows tha
fiva (or four, in Germany) years of clementary (primary) school.

Tha end of this leavel has a structural demarcation only in Italy:

the terminal point of the scuola media. In Germany, until recant

years, this point (completion of the 8th grade) used to be the end

of the Volksschule: the latter now has bezn extended to nine years

in all Linder. In Francs, the complction of the gth grade is, in

cffect, still the terminal point of schooling for nearly half of
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all children, mainly those in rufal‘areas, whe attend the still &x-~

istiyg "classes dz fin d'dtudes." But the reform laws have extended
compulsory education to age fiftaen (with the goal of sixteen pro-
jacted for some time in the 1970's), even if at present th2 extandacC
school attandance cannot be either widely implemented or enforczd.

In Italy, eight years of schooling (completion of the scuola media)

still marks the limit of the legal requirsnent, and even that cannot

be generally enforced, especially not in the South.

Chart II offers a graphic explanation of the various terms

used for the grades and grade combinations within the middle lav:z1l.
The heavy lines frame the years of th: middle lavel, but they shoulcd.
for France and Garmany, not be mistaken for demarking terminal pointc

of the school types (excent for the French classes pratiquss). For

the French and German systems, the diagrams clearly show the sub-

division into three different school programs beginning with the VIth
resp. Vth grades, and the subdivision of thes academic groups into 1
classical and modern-language types. In contrast to these, thz new

unified scheme of the Italian middle school level is graphically

evident.

Charts III-XII show the curriculum devalopments for the dif-

ferent school types in the three countries. Some technical explana-
tions of the diagrams: The vertical columns show the weekly schadule
of subject-hours for the different grades (VI, VII, VIII). The
thinly outlined columns indicate the "61d" plans, the heavily out-
lined columns the "new” onas, i.es., these currently in effect. The

figures above the columns are the totals of weekly school hours.

The charts bensath the columns contain the weekly hours p2r sukjoct
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for the three years, both in raw fiaures ané in percéntage of thz
totals of weekly hours (in the three years). Thesz three-ysar
conbinations show (morz clearly than ficures for any single year
could) the guantitativaz chances, in othar words, the developments ~~
trends.

Ths terms here used for the school subjects have been some-
what standardized to facilitate comparisons. "National languags’
means, of course, either French, or German, Or Italian. "Social
stuGizs," a term not used in any of the three countrias, includes
historv, gaography and civic instruction. In Italy, these thres are
not sanarated in the scheduls: in France history and geography are
combinad but civic education (one-half wsekly hour) is listed s2pa-
rat=1ly; in Germany all three ars separated in the schedulss. "Math-
amatics® is used uniformly, even where (in non-acadenic programs)
the cofficial texms may be “arithmetic,” etc. Similarly with natural

sciznces: this term here includes subjzcts called "sciences d4°f

observation® and “travaux scientifiques exparimentaux”' as well as

v"osservazioni =2d elementi di scisnze naturali® and "Phvsik,"

"Biologie," "Maturkunde," etc. "Practical work" is used for

"+ravaux manuels,” "applicazioni techniche,” etc.

Charts III to V include the curriculum development in ths
threz main types of school programs of France. Chart III shows the
academic curriculum of the lvcée or the lycéé branch within the com-

nrehensive collaaoes d'enseignement secondaire. Tha differences be-~

+ween the classical and the modarn academic programs are apparsnt;

the classical one inclucdes eicht hours of foreign language (formerly

seven) : Latin and a modern language, starting simultaneously in
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grade VI:- while the modsrn type has only five hours of one (moczrn)
language, but instsad two more hours of French and one more hour of
science. Notwithstanding these difficulties in time allotmants, tis
curriculum vrograns (sxc:pt for Latin) ar= identical in the two
branchas, aécording to the official syllabus.

One curriculum featurs that is found only in ths French syst=-
(not in the othar two cocuntries) is thc one weeakly hour of manual
work in all gradss, evan in the acadamic branches. Anothar unique
feature in France (parallzsled oﬁly in the schools of Berlin) is the
absence of reiigious instruction in ths school curricuium. Such in-
struction is provided by the rezligious bodies on Thursdays, which
t¥aditionally have bzen keot frea of school hours for this purposs.

In regard to guantitativz changes, slight incrsases in the
total number of hcurs can be noticed in both branchas, classical and
nodern. 1In the latter, the additional hours were mainly assigned to
sciznce (or more pracisely: to "expasrimental scientific work' during
the two-ysar obssrvaticn stage) ; in the classical branch, the rumrar

of foreign language hours was increassd, which now accounts for 34.2

ner cent of the total class hours cn the middle lsvel.

Chart IV shows the semi~-academic curriculum structure of the

\ . ’ ’ L] » [ ]
college d’enseignement general (or of this branch within a compre-

. N s .
hensive college d’enseignement secondaire). Before the recent re-

o - o o I d o .
forms, this type of education was called "enseignement génaral court,
a term which is still occasionally used. For the first two ysars--

the "classes d'observation"--its curriculum is identical with that

of the “modern® lzcéé classes. Both types, in fact, are termed

“modern”: the Lycéé branch, "modern I" (formerly “wodern lon~") vrith
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a second for2ign lancuage beginning in grade VIII: ths colldge
branch, "modern II" (formerly "court® = short) with only on2 forzinr
languags, but with morz mathematics and science hours from grads

vIII on. The column for this grads shecws a marked increase of houls
in the lattar two subjscts (from four-and-one-~half hours to eight
nours). It also shows slight increcases of time for social studiss,
foreign language, art, and practical work. Thes=2 changes may bz rz-
garded as an upgrading of the former "short general education" towarc
a mcra thorough preparation fer technical training and comparabla ap-

plied fields in the modern incustrial economy.

Chart V, devotad to French non-academic education, presented
some problems in the design because of the general flexibility of
program and the presant state of flux in this type of schooling. Be-
fore the 1964 reform directives, the mass of children (about €0 per

. 7 .
cznt) who did not transfer to lycee, collégg, or ens2ignement cour:

class2s after grade V, remained in their zlementary schools until
they reached the age of fourteen. According to the official plans,
during the sixth year they had to repecat the program of the fifth
year, since it was assumed that they could not have attained the
goals of that year. (This program is shcwn in the first column.)
mhen, upon comoletion of the fifth-ysar elementary school raguire-

ments, a number of children used to pass on to the "centres &'

apprzntissage,” which offered ganeral and vocational training com-

bined. These centers have now been abolished, since the DzGaull=
reforms decreed that no vocational training may start befors comnle-
tion of grade 9 (or, in practice, ag2 fourteen). Tha majority of

children continue@ for two years (their 7th and 8th) in the er-ralle”

7
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“elasse de fin d'ztudss.” Thils terminal class, in which some chil-

dran spent ons year, others two y=ars, followed a very unstructurad
program in adaptation to lccal circumstanc:zs and punil abilities
(s2e second and fourth colurns). The guidelinas for these classs<s
smnhasizad drill in reading, writing, arithmetic, ample physical
=ducation outdoors, and a combination of practical work, crafts, and
elenents of science. One subject given in these classes was callad
*morale”: according to the syllabus, it included old-fashionsd pres-
cepts in common virtuss, ethics, and citizenship. (On the chart, it
appears as “civiecs” in the old programs.)

The new program for non-academic education-~designed to

ssrve in the futurs about 40 per cant of all French children--aims

- at replacing the former dsad-end final classas with so-called

“classes de transition," which kezp the door open for able chilcdraen

(ané late bloomers!) to transfer to collsge or even lzgéé classes,
These "transition classes" in the futura, ars all to be housed in
onz of the secondary school types, to give them more secondary (up-
graded) character and to facilitat2 the cases of later transfer.
But thares exist as yst very few transition classes: the largz bulk
of children are still completing school at ags fourteen in fin 4’

’ [ ]
études classzs of primary character.

Tha new plans, too, provids for a repetition of the fifth-
year program in the sixth year. (Sze first column.) Then follows
onz year (or sometimes two) of transition class. Its program (see
third column) stresses French and upgraded sciance instruction, as
a better poreparation for life and work in the world of modsrn

industries. What is miszing in this program, however, is any chance

for foreign language training. In view of the ctress on languages

MNE pre] EU AR
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in the othzr school types it seems that any later transition to
hese raust involve considerable difficultiss. (It should be men-
tioned that for such exceptioral casss the plans provide special

"eclasses d'accuzil”: recsziving classss with intensifizd languags in-

-

struction to help the childran catch up with two yesars of misssd
language training.

For the grzat majority of "non-transferring" children, thse
last y=2ar (usually th: Cth, and for repsaters the 9th, y=ar) is a

"classe terminal’ with a clearly work-praparatory but not vocatiocnal

training nrogram. (Se¢ the last column to ths right.) Thz core of
tha curriculum is a combination of studizs of the local environmant,
including the rzgional crafts, agriculture, industries, etc., as an
orisntation in the children's future world of work. Vocational

guidance and (modern) civic instructien are included, but no longer

“mcrale” as a special subject. MNo foreign language is baing cilsred.

Charts VI-X show patterns of the German curricula for ths

three school tynes. Sevaral gazneral obssrvations can be made in
comparing the schedules with those of the French system. All school
tynes offer more hours of mathsmatics (uniformly four hours a wzek in
all grades under study), also more time for art and nusic (two weekly
hours each comparsd to one in France); and they include religion as a
rzgular school subjact.

The charts for thz German curricula include the Vth grade,

bacause ths dsmarcation betweesn elementary (Grundschule) and the

lowar secondary lesvels (Gymnasium, Realschule, llauptschule) lies bz~

tween grades IV and V. When comparing "total™” hours devoted *“~ u-

dividual subjects in the different countries, it is therefora
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advisable to use the parcentages rather than the raw figures.
The German school weskx runs for six days, not five as in
Francz. Aftarnoons are kept free of school, except usually one

afternoon for sports, as in Francz.

Chart VI presents the schadule of the Gymnasium, modern-

language and science type. As in the French lxgéé, tha program
differances betwzen the modern-—lanqguags and the science branchss co
not b2gin befora grade X: in both countries, it is only the classi-
cal branch that has a differant program right from the beginning,
with Latin representing ths ceore of instruction.

The Gymnasium bsgins a foraign language in grade V (commonly
English in the modern tvoz) and adds the second foreign language
(French) in grads VII. (Both languages are started a year earlier
than is the case in Franch lycéas.) This pattern has been uniformly
adoontsd in all German Lander by the Hamburg inter-Lgnder Agrzemsnt
of 1964. In absolutz terms and percentages of the total scnool
hours, the German systam includes mors hours for forzign languages
(24 per cent) and considerably fszwer hours for ths national language
(14.7 per cent) than does ths French pattérn {(21.9 per cent resp.

24 per cent).

Of interest are the changes betwsen the old (1956-~7) schedule
(of Hesse) and the resvised type (1961-2), still in sffect. In three
of the grades the weskly school Lours w2re incrsased. The onz hour

of civics (here translated as "social studies” from "Soziallunde")

has been removed from gradzs V, VI, and VII: it now starts in grada

VIII (two weskly hours). Instead, the hours for art and music in

grades V and VI have bzen increassd from two to three hours each.
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The guidelinas of the revised curriculum reflect ths growing concarn ]
with a better preparation for the expanding leisurz time in our
modern world.

Perhaps thz nost striking differ=nce bstwezn the German ané
th2 French modern acadsmic curriculum is the schedule for grads VIIT
The Gzrman 8th grader has thirty-three waekly school hours, which
includz four hours of mathematics and four of two sciencss. His
French counterpart has only twenty-four schocl hours a week, among
these thraze hours of mathematics and one-and-a-half hours of a

science.

Chart VII. The curriculurm for the classical type of Gyrnasiw

e . e ———

is idsntical for grades V anc VI with that of the modern typz, axcent
that Latin takes the place of Pnglish. In grade VII, the second
forzign language is added (English, five hours), but Latin is still
assicned six hours a week. Grade VIII has the addition of a third
foreign language, Grscsk, with six hours a wask. Among the genszral
changes cffacted by the revisions of 1961 can be noted--in tha
classical Gymnasium too--an increase of class hours in every grads,
and an increase of 10 per cent of class time for the non-academic
subjects (art, music, physical education). ;
Ths resulting hsavy work load for students has its peak in the
VIIIth grade with a schzdulzs of thirty-six hours of instruction per

waek (fourtesn of these in foreign languags), th2 highest amount of

[ - o

anv school type in any of the countries examined. Considering that ¢ ;
pupil has to spend an average of twelve to sixteen hours of homework
p2r wezk, ong can marva2l at these official provisions that load

thirteen-year—-old children with fifty to fifty-five hours of school

work psr week. This extreme is found only in %the classical Gymnasium
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but the rodern type has merely a few hours less per wazk. No wonder
that many Gernan parents, physicians, and educators protest against

thz overload of work in the Gymnasiur. A Fr=nch 8th grader in taz

classical lzgéé has twenty-five weekly school hours (see Chart III;.
but also three foreign languages an¢ vary long hours of homework
toil. Here, too, the nublic complaints ars vocifarovs.

Some changes in this situation are underway in thes West
Gsrman Lander. Several of their school systems--among them Berlin
and Bavaria--have issu2d revised sznasium curricula éuring 1966,
with new schedules that kept the VIIth and VIIIth grade weekly loadrs
at thirty-two or thirty-three hours. The Conference of Ministers of
Education, in Juns of 1966, formally adopted a common set of “Guide-
lines and Recommencdations for the Scheme of Instruction in Grades
5-11 of the sznasie_."loo Thesz Guid=zlines wer?2 éesigned as a
saqual to the ngaarbrucken Agrszement” of 1960 and thz "Stuttoart
ascommendations” of 1961, both davotsd to the programs and instruc-

tional patterns of the uppsr level of the Gymnasium (grades 12-13).

Their aims were the modernizing and streamlining of the hithexrtc mr-
reasonable amounts of work and Abitur requirements. Similar objec-
tives gnided the recent 1966 Guidelines for grades 5-11 adopted by
the Linder ministers.

The first part of these Cuidelines deals with the organiza=- ..

tional structure of grades 5-11, the second with "didactics and

100“Richtinlinien und Empfzhlungen zur Ordnung des Untexrichts
in den Klassen 5 bis 11 der Gymnasien.” Baschluss der Kultusmini-
sterkenferanz of 14-15 June, 1966, mimeogr., reprinted in Bildung
und Erziehung, vol. 19, no. 4, July-Rugust 106E, ., 202ff.
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methods” for individual subjects on the different grade levels.

7ith respect to grades 5-8, the suggested program features cloz=z1ly
resemblze the pattern of the Hessian system--for our charts geleactsd
as model--except in two pcints: Tha third foreign language, alsc in
the classical Gymnasium, should not begin before grade 9, and the
total load of weekly hours should not surpass thirty hours in grad:r~
5 and 6, and thirty-two hours in grades 7 and 8. (Gradss 9-11 may
have up to thirty-four hours) The Hassian ministry of education is
presently working on program revisions for the Gymnasium to ¢conform
with these Guidelines, and the new schedules will go into effect in

the Fall of 1967.10%

Charts VIII and IX follow a different schema. They are

designed to demonstrate three diffsrent patterns of the Realschule

(semi-academic) in Hess2, Berlin, and Bavaria. Unliks the Volks-
schule and the Gymnasium, this youngest of the German school types
shows considerable variations in objectives and curriculum. Gener-

ally, the realschule resembles the French *enseignement général

court,” now the prevalent program of the collége d'enseignement
gghéral. noth offar one foreign modern language and are planned to
prepare their graduates for further technical, commercial, and semi-
professional training (e.g., in nursing, child-care, medium-leval

administrative work). Since in Germany the Hauptschule (the non-

academic school for the majority of children) through the recent re-
forms now also offers a forszign language and a structursed curriculum

with specialist teachers for cartain subjacts, the curricular

101Information from Dr. Krog of the Hessian Minjatswr nf
Education, obtainsd by telephone in January, 1967.
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differences bztwzen tha two-~Hauptschule and Realschuls--secm vary

small up to the end of grade VIII. Grade Ii, th2 terminal year for

the Volksschule, shows pronounced differences, and grade X exists

only at the Realschule. In othsr features, e.g., achiesvemznt

standards, general ability of the student body, the teaching stylsz.

and the intensity of rzligious elements (less strong in Rzalschuler)

there are differences ba2twzen the two schools.

Chart VIII shows the curricula of the two school types in

Hesse, which appear at first glance very similar. The Realschuls

(the four columns to the right) has on2 less hour of religion each

vear, and more hours of English. Roth schools have two hours of

practical work in each grade. The ggalgphu;é has mors hours of

social studies in grades VII and VIII. f

Chart IX comparss tha versicns of R=2alschule in Bavaria anA i

Berlin. They resemble each other in that both begin after grade VI,
not after grade IV as in most other German Lander. Only the 7th and ;
8th grades are included in this chart, and in both cases the oldsr
and the most recent (1965) versions of curriculum. A further re-

semblance in both conczrns the number of hours set aside for elzc-

tives: this featurec is absent in thz Hassian Realschule.

The kind of electivas available is one indicator of the dif-

fzrsnt character of the Realschulen in Berlin and Bavaria. The i

former offers as electives cithar additional mathematics and science, ;
or a szcond foraign language, or arts and crafts of an advanced type, ;
2.9., interior and stage desion, textile and clothes design, photog-
raphy and cinematography: in short, academic, technological, cr

artistic subjects. Thz Bavarian pattern, from tha VITTt+h arade on,
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has a wcakar acadznic and arts nrogram to start with (but has
rzligion!), and adds combinations of alectives that are vocationally
rientad- either commercial skills, tachnological skills, or homz

~conomic skills. From a Berlin Realschule, ambitious graduates will

~z abls to transfer to a Gymnasiun to complets the Abitur, the basis

for adnission to higher education. From a Bavarian Realschule this

would@ hardly be pvoscible bscausz of the school's vocational oriente -
+ion. For example, mathamatics is hare not algzbra and geometry kut
technical mathematics or business arithmetic, according to the

chosen combination of elesctivszs.

Chart X dzmonstrates a Hauptschule curriculum in a Land, whar:

the 1966 roforms introducad some remarkables revisions. One major in-
novation--not apnarsnt in this chart--is a flexible grouping of stu-
dznts from the VIIth grade on. For the purposz of upgrading the edu-
cation of the broad nopulation, the adler children (usually 69 to 70

-

per cent of th2 Haupntschule pupils) raczive supplementary (more ac-~

vancad) instruction in major subjects, such as German. English, math-
ematics, and scisnce. Thzse are elactives of which the stucdent rust
chcosz two or thrza. During those hours the weaksr students get more
practicz in the basic elements and do not taks Fnglish. The pattern
cf thié chart shows the schedulz for the (abler) majority. 1In all
Lander, the bulk of program tak2n by all pupils in cormmon is callsd

“Rarn® (= core) and the classcs takan in separats grouns are called

“Furse” (= courses). This Hauntschule curriculum also shows the

large amount of time given to religious instruction, which is typi-
cal for Catholic-dominatzd Land governments. The latter also insist

on ssparate public schools for Catholic and Protestant children, as
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is the case in Northrhins “lestphalia, BDavaria, Rhineland-Palatinate,

ancé Saarland.lo2

A further foaturs of interast, found in som: other Catholic

in curriculum for boys and girls. Co-

 ——— .

. Aucation, formzrly nracticad only ir srall rural schools, is now

incrzasing on the Hauptschula level. The ninisterial dirszctives of

llorthrhine-"lestphalia (ané¢ similarly in Cavaria) states that our

modarn age requires for girls an equally intsllactual education as

for bovs. Accordingly, as the chart is showing, ths 19266 plans have

raduced the differencass in pregram schadule to only natural sciznce

and practical work. Tor girls, the scicnce instruction is combinzd

with home economics, while the bovs havs science classcs soparats

frem their manual work classss. loms acononics for girls is wenalls :
;

» [ ] (] L] [ ] '= [ ]
givan more time (anc gtress) in Cathelic-orienfad Landerx than in thz

the Hauptschule curriculum of

othar Landar. (See, for example,

ilagce, Chart VIII: no sewarate traatment of hoys and girls is in-

cicatad in this schedule.) !

Charts XI and XII show tae curriculum changes brought abcut

hy Italy's reform for the nev scuola media, introduced in 1963. :

Thz revisions in the academic as well as in the non-- Or seni-academic 1

programs have basn mors2 nronouncsd than the changes in French and

102In Bavaria, public protzst against this tradition of sepa- 4
rate schools is mounting, as ncticeable from newspaper resports dur- 1
ing 1966. A grassroot movenment is underway to zffect a constitu- ;
tional amendment in this stats whereby the onublic slzmantary schools :
would be religiously integratzd. The haavy amphasis or religion is ]
found only in thz non-acadsiic schools* the Gymnasium and Rzalschule
curricula includs two woekly hours of religion.




Gayman schools. ©wo school sub

not 2xist in the scuola mnedia: civics

jacts were added that formérly did

(introduced in 1958) and,

above all, natural sciance.:

Chart ¥I gives evidence of the innovations. Formerly, tha

four subjacts: Italian, Latirn, history, and geography, vers schedul

L TN
it

as the corz of the curriculum, occupying over half of the class

par waek and being taught by one teacher. By all revorts, oral and

writtan, most of +his time was davotzd to Latin studies, somz to

Italian, and very little to history and geography. The rest of the

schedule closely resembled that of tha comparable French lycéé

classes. The nzw curriculum omits Latin in c¢rade VI, and offers

instzad a modern language (two hours only). It also assigns spec-

jfied time to socizal studiss (four hours, which include civice' =12

sciencz (two hours). In grade vII, Latin is offered combined with

Ttalian in a bloc of ten hours. Tha rnodern language 1is continued.

avade VIII, in turn, offers Latin as an elective (four hours) sapa-

rate from Italian (five hours). mhe additional three hours in

modern language account for the total of savsn hours in languags

instruction. This is much less than the foreign language classes

in the equivalent German Gymnasiun classes (classical or modzrn) anc

° . ’
also less than 1n +he Frznch classical lycee course,

Since the naw scuola madia is

but squal in

K4
amount to the modsrn lgcee course.

plannsd to servs all children, not any longer the acadenic elite

only, its program should also bz compared to that of the szni-

academic schools in France and Germany. It appsars that thes latter

countries both offer more nathematics' and sciance and less foreign

language than the new scuola media in Italy. In othar respzets. the

Gl
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wezkly schedulzs a»pesar rather similar (2xcept for the element cf

elzactives in the Realschulen in some of thsz Lgnder).

Chart XII compares the program of the naw scuola media--in

+his cases presented with the third-year elsctive of manual work
rather than Latin--to thz programs of two (of the five or six avail-

akle) tynes of thz now dsfunct scuola d'avviamanto. To present th:

avviamento school curricula under the heading of “"non-academic

schools" is only partially corract; the agricultural and industrial
types ware cartainly designed as non-academic, but the commercial

and hotel-trade avviamento schools could actually be regarded "semi-

academic" since thair oraduates could continue at a commercial licso,
an? after graduation from there find access to certain university

- . . . 103

faculties, espescially economics.

The chief differences betweon thz avviamento programs and

thosz of the presant common middle school concern the replacament of
vocational subjects with expanded general education, and the availa-
bility of Latin to all children, a matter of major social consecuence.
(As cdiscussed sarlisr, the knowledge of this classical language
divides the population into "the educatzd" and "the masses.”) On

the VIth grads level, the commercial type avviamento school program

was not strikingly different from the pressnt common program. Dut

1°3The complately non-acadsmic classes which were (and partly
still are) found as supplemants to the 5-grads elementary schools
(very similar to the French classss de fin d'etudes in rural areas)
have not bzen included in our graphic presentations. They had no
official curriculum structure and existed only in very limited
numbers. But some of these class2s ware conducted in quite imagina-
tive and successful ways. (Ses the obszrvations of Joseph Justman
in The Italians and Thair Schools, Phi Delta Kappan International

Monogranh, Kent, Ohio, 1958.)
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thz VIIth and the VIIIth grade programs with their extensive time
allotmsnt to vocational training allowed much less time (and probably”
interest) for “genaral aducation.” Yst, general education is the

csntral objective of the new scuola media. In one feature, thz

zbolished avviamento programs werz “ahead” of the old scuola media:

they had always included somz training in natural science. The cur-
ricula for the educated elite, instead, postponed the first encountzr
with science instruction to the 1llth grade, a lsvel which manystu-

dants never even rzached. The new scuola media includes sciencea in

each grade.

Charts XIII to XVI offer guantitative comparisons of the cur-

ricular programs in all three countries. The figures for Gerran
schools include only grades VI-VIII for proper comparability with
France and Italy. To make the chartis more raadable, éertain subjccts
have bzen combined: mathematics and science, history and gsography,

etc. Chart XIII presents a survey of the entiras curricula of tha

three countries' middle lavel. What is perhaps most striking is the
difference in weckly school hours in the countries. All typés of
Gz=rman schools include considerably mors school hours than do the
French or Italian schools. (Th2 same holds true for school weeks per
vear: The German school yesar includes more instructional days than
the French and Italian systzms.) Certain inferances and questions
arise from these differences:

1. German pupils have morz hours of "exposure” to tzachers
than their French and Italian counterparts. Do they learn mora?
Are the methods of teaching very different? Do the standards of

achievemnent differ?

2. Assumad that achievement standards are similar, at least in




the morz comnarable three-branch systems of France and Germany, ths
French pupils ar> apparently expzacted to learn more “on thzir own."
_}.H In France, the 1nstertlona1 hours in academlc branches

R

2rz fewer than in tha less academic branches, whlle thS OppOSlt° lam
#ruz in Germany. This may be baszd on French expectations that ablzx
stucents should study more on their own, through homeswork. A corrcL-
orating fact may be addec- French 1 z o teachers cdo not ga2t training
in t2aching methods but concsntrate entirely on studiazs of their sub-
jacts like univzrsity teachers.
4. The Cerman school systems either must employ consicer-

ably more tsachers §roportionate to the population than do Francz or

Italy, or they must put heavier work loads on the teachers than the

other countries do. As a matter of fact, the French profasseur ce

lycée normally teaches less than eightesn hours a week, whzreas the
German CGymnasium teachers carry a weckly load of between eighteen
ané twenty-threz instructional hours, depending on seniority. Class
sizas on the lower s=condary level are very large in boti countriss:
rarely less than thirty and usually near forty or more.

5. In France, the sharpest difference appears to be betwsen
the curricula of the non-academic and the semi-academic programs: in
Germany these two programs are moxe similar, and the sharpest dif-
forsnce lies between the semi-academic and the fully academic pro-
grams, in that much time is given to foreign language studies in the
latter and to practical work in the former.

6. Physical education and music are assigned more time Irn
all Garman school types than in Italian and French schools (excapt

for physical education in French r.on-academic schools).




Chart IX contains three-year percentages of time allotted to

subject combinations based on the total hours for the thrze years in

sach school typz, as indicated in the lowest horizontal line. Con-

cerniﬂdvfhe suﬁjecf;““hatiohéi"Iahgﬁégé{"“it appears that all French--.

and Italian school types devote a larger proportion of school hours
to its study than cdo all German school types. To social studies,
all French schools allot less time than do the German and Italian
schools. Mathematics and sciences~-interesting to note--are given
a smaller proportion of time in the academic schools (especially in
the classical branches) than in the less academic schools in all
three countries. Foreign langugages clearly stand out as the chief
indicator of differences in the program patterns of the various
school types. In the classical schools theyv absorb about one~third
of the school time. Of intersst ars also the proportions assigned
to nom-academic subjects (see the next-to-lowest of the horizontal
lines). As may be expected, ths non-academic schools in the thre=
countries devote more time to thesse subjects (more than 37 per cene
in Francz and Garmany) than do the academic schools. But the

German semi-academic school (the rRealschule) sharply differs in this

aspect from its French counterpart; the latter hardly leaves more

time to thase subjects than do the lzcéé branches.

Chart XV is a graphic picturz of the total hours allotted (n

grades VI, VII, and VIII) to the academic subject groupings in the

104

thrze countriss. The differences here are less pronounced than

on Chart XIII, which means that the non-academic subjects account to

1°4The French non-academic schools are omittad in this chart

because their different and rather unfixed subject combinations could

not well be coordinated with the general schema: e.g., music and art

are included in French, practical work is included in social studies.
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a highar degrece for ths national differences in total school time

than do the academic subjects. yat ths different subject emphases

‘ars éléarlyVisiblé;“”To‘all“subject“fields-thenﬁerman.schQQl3_§35iTn__“h,.
morz instructional time than the French and Italian schools, excanz

to the national language, Gsxman. loteworthy is also the relative

similarity in program patterns batween the Italian scuola media and

. ’
the French semi~academic kranch (collégg d'enseignement gené&al).

The sharpest contrast between national patterns is clearly notice~

able in the French and the G2rman classical curricula.

Chart XVI compares the national patt2rn in each of thz threse

schocl typas as to their distribution of academic Vvs. non-acadenic
subjacts, indicated for each grade. (For the non-acadenic schocls
in France sz2e the prsceding footnote.) Here, thz columns again dif-
f=r rorz sharply due to the inclusion of non-academic subjects
(music, art, physical education, manual work). In the latter, thsa
French schools provide less inetructional time. It is interesstir,

to observe the middle position that the Italian scuola madia is

holding among all the school types in the three countries. It aims
to szrve the nation's entire school population (of the age lavel
concerned) , and its program seems +o balance the various patterns

of continental European school tymnes.
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CONCLUSIOWN

SUidwany

Nature and Objectives of Curriculum levisions

Durin: the mid-1960's, the school autiorities of France,
Nest Germaay, and Italy issued new curriculum plans for tne
middle level, which has been the focus of the structural school
reforms ian thesse countries. The new plans do not reflect changes
in the basic charactsristics of suropean school curricula: they
maintain the systex of uniform ministerial directives and guide-
lines for th:s subject pro:rams (syllabi) in each zrade. With
regard to methods of instruction, the teachers - as before - are
free to choose their own approach, but the official guldelines
of the 1960's contain more numerous aad detailed recommzendations
(than earlicr versions did) on modern ways of teaching.

The curriculum for each school typoe is designed as an
intezrated pattern fro: the first to the last grade. Thils system
prevails in order to provide educational prozrams that are
balanced aand consistent with the schoold? objectives. It avolds
unintentioned repetitions or omissions in a student's progressive
learainz. The subjects are zenerally carried throuzh -~ in smaller
or larger portioas - from year to year; rarely are they treated,
as is done in the U.5., as self-contained annual courses. Elect-
ives, in the .uerican sense, are not included in the currlcula
for the middle level (grades 6 - 3), but there continues to exist
a differeatiation of proirams by school type (in Germany,; or

branch {in France). Italy's new scuola media has a unified pro-

gram for all children, yet includes in grade ¢ two alteractive

©
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electives (Latin aand kanual work) for children of different
abllities,

In planninz and revisinz tue curriculum, the educatilcn
ministries of the three countriss use different procedures:
Fraance and Italy do not seem to involve teachers or persone out-
side education who have a stake in the work of the schools. But
the West German Linder ministries do consult with classroom
teachers, interest zroups, and sometimes parents to varylng
dezrees, (Kesse o0es farthest in that direction by subritting

all major plans to its Land Council of Parents.)

The social motives that guided the stiructural reforms of the
early 1960's in the three countries are clearly evident also in

the subsequeat curriculum revisions. The desired aand needed in-

crease of studeats who would complete advanced secondary and -
proportionally’; higher education called for a reduction of the
sharp cleavage between elementary and secondary education. To this
end, the new middle level prozrams include these new policies:

a) An "observation stage" (zrades 6 and 7) in France and, 1n
principle but less overtly, also in the German L4nder (grades 5 -
7) for the purpose of offerinz extended chances of transitlion to
academic schools.

b) Greater similarity in the syllabi of the fully academic,
the semi-academic, and the non-academic schools (or school
branches) in france and Germany. Italy has gone farthest in this

direction with its unified scuola media that has only one differ-

entlating feature: latin or manual work durinz the last of the
three school years. The German 1¥8nder continue to separate the
children in the three school types from the 5th grade on (except
Berlin with its 6 years of coiumon school), and they show the
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least dezree of similarity in prozrams, France holds the middle

ground with its plans of unified programs (in different school
branches); but broad implementation of the schexre will take years. f
At present nearly half of the French children are not yet in %
schools that can offer the new (secondary) prozrams. The same 1is ;
true in Italy.

(¢) "Try-out opportunities" for the benefit of puplils whose
future school careers are undecided because thelr ablilitlies are
not obvious or because their parents are indifferent. The try-out
opportunities center primarily on foreizn language: latin 1is
first introduced informally in the context of the mother tonzue
for one trimester in the French system, for a whole school year

in the Italian system. In the German Eauptschule (non-academic),

the recently established pattern of more advanced "Kurse" in

ma jor subjects, supplementary to the required core of the prozram,
is somewhat comparable; the students' performances in these
courses may lead to hizher educational aspirations for some pupils

whose parents had not thouzht of sending them to a Gymnasium or

a Realschule after the 4th grade.

Social, economic, and cultural considerations are behind a
ma jor zoal that had a great impact on the curriculum of the middle
level, namely, the Zeneral upgradinz of school progzrams for the
masses of children who merely complete the minimum of compulsory
schooling. Italy has set the most anxbitious standards for "mass

education,” since the scuola media clearly bears the character

of tecondary, not elementary education. On the other hand, Italy
is s8till far from zeneral compliance with compulsory education
(up to aze 14), and has to provide more facilities for full

enrollments in the scuola media. France, too, has established the
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principle of offering at least the first two yYears of the aca-

demic secondary prozram - but minus the forelgn lanzuage - to all

children of non-academic asplrations, ia the "classes de transi-

_Eiggf; the zovernment has incorporated in its economic plans
concrete steps for the gradual implementation of the new system, -~
The German Linder have set less ambitious goals that seex sasier
to implement, - The upper part of elementary schools

(grades 5 - 9) has been ziven an "up-graded" program of secondary

education, but this is still larzely oriented on practical aspects

of dally life. A foreizn laniuage 1s - or soon will be - avail-
able to all children ia these schools. An essential advance to-
ward the improvement of school programs l1ls the gradual consol-

idation of small rural schools, a problem facing also the other

two countries,

Novel Features of Instruction on the Middle Level

The conversion of upper €elementary into lower secondary
education involves more than a change of course progrars. It
includes "departmentalized" instruction by teachers with
Sspeclalized tralning in a subject; it also envisions a style
of teachin: that develops the children's power of thinking,
leading from perception of concrete phenomena to conceptions of
qualities, relations, and structure. This alm 1s an important
departure from tradition which held repetitive drill in basic
skills and a modest addition of factual knowledge sufficient
for rural and working class children, All rajor curriculum
reform plans refer to the need of modern soclety to have all
younz citizens develop thelr intellectual powers in the best
possible way,

Iast, but not least, the upgrading of popular education has




included the abolition of vocational preparation from any progran

on the middle level, that is to say, within the span of compulsory
education., This concerns only France and Italy, where vocatlional

training formed part of the non-academic public school programs

usually from grade 7 on (in France in the centres d'apprentissags.)

Germany did not have this featurs; vocational training always
started after completion of an 8-year zeneral educatlon.
The reforms in structure and programs for the middle grades

have led to new emphases also in the teaching of academic classes.,

These modifications of traditional styles will take time to be

: realized in practice. What preseatly matters 1s the explicit

commitment to modern teaching approaches on the part of the

ministerial departments for secondary educatlon in the three
countries, The lecture method and the "“book-and-chalk" approach
are officilally rejected as dominant methods of teachinz. Instead,
the "inductive approach," pupil activity, class discussions,
group work, investigation and even experimentation by students
are amply explained and recommended in the ministerial guldelines,
The influence of John Dewey or comparable furopean proiressive
educators 1is apparent but not mentioned in any of the documents.
In Italy and France, the switch to these modern teaching
methods is the more difficult as secondary schooi teachers have
no basic training in methods. In both countries, the ministries
have, in recent years, established study centers for didactics
and the preparation of suitable teachinz materials; they also
conduct in-service traininz and coaferences. In both countries,
the effort to modernize instruction 1s limited tc the middle
E%; level, while the upper secondary classes continue in the

traditional style,




In Germany, the modern emphases in secondary instruction are
less reminiscent of "prozressive education" but resemble - to a
degree - the present a <rican concerns with curriculum and
instruction: they center on Judiclous selectivity in subject
content, and especlally recommend the use of model cases to teach

generalizations aad concepts (in Jerman: "exemplarisches Lernen").

Team teachinz and prozramiied instruction have not yet
entered the curriculum of public schools in the countries
exarlned. PBut experimeants with pro:ramned instruction have
ministerial supoort in all three, They are more amp;y found in
germany than in France or Italy. One field in whieh (in German
Linder) the use of up-to-date methods aad technical aids seems
most advanced is that of modern forelzn lanzuages; imaxinative
approaches and laboratory equipment are increasingly employed in

the lanzuage courses,

Program Revisions in Individual sSubjects

Course prozrams have chanzed more drastically in Italy's new

scuola media than in the corresponding classes of French aagd

German schools, roreover, the Italian ministerial plans and guide-~
lines leave greater flexibility and respoasibility to the teacher
in structurinz nis own desizn of content coveraze. poth these
facts are obviously related to the still experimental character of
the unified school. (3ee, for examole, the novel combination of
Italian-latin and the introduction of science, hitherto not taught

at this school),

The syllabi for the instruction in the national language show
the typical differences ia the dezree of prescribed requiremrents:

In Italy, reading materials are broadly sugzested, the teacher
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has to make nis own selections (usually chosen from an antholozy).

For French classes on the same level, only teachers in non-academic
classes are accorded this dezree of latitude. ror the academic
and semi-acaderic classes, the reading materials (mainly from
classical literature) are specified in detail, with a few alter-
native choices. In Germany, the guldellines present 1lists from
which ths teacher must choose a certain number and is expected to
add his own (or the pupils') selections.- France places the
greatest emphasis on formal traininz in the style of linguistilc
expression, in addition to regular "explications du texte" in
the traditional manner. The Italiant and German directives recom-
mend quite contrastinz practices in stressing the value of self-
expression and imagination, with only minor differcnces in the
provisions for the different German school types.

Foreign lanzuage studies continue to form the backbone of

French and German academic curricula. The sequence of languages

tauzht 1s the foremost criterion of differentiation among the
types of secondary school proirams.~ Latin, still the language
of zreatest prestize,plays a greater role in France and Italy
than in Germany. In Italy, however, Latin has ceased to dominate

the scuola media. Of the French children entering academic

secondary classegé many are enrolled in the classical branches
which begin Latin ;nd a quern]anguage simultaneously. The Ital-
lan middle school now begiﬁs with a modern languagze and introduces
Latin the following year. In Germany, a minority of academic

students enters the classical Gymnasien where latin is started

from grade 5 on., lost students (enrolled in other Gymnasium types)
begin with a modern languagze and add the second and third language
(includinz Latin) in grades 7 and 9.
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4 8lzniflicant innovationr 1s the expansion of modern language

offerings to much larger segments of the school population, a
feature that helps to reduce the sharp differences between aca-
demic, semi-academic, and non-academic prozrams at least during
the early staze of secondary education., Italy - in theory - plans

to zive all children this opportunity, since the scuola media is

designed to receive, at a future date, all children of the age
group. The French plans do not include (in foreizn lanzuaze
instruction) the lowest achievement group, which 1s expected to
comprise 30 to 404%. The German plans made a modern language

available in all Hauptschulen (non-academic), with the usual

prerequlsite of at l:cast average achievements in the mother tonzue,

The social studies, while given much attention in the curric-
ulum reforms of the three countries, occupy only a minor portion
of lnstructional time, compared to american curriculum practices,
The offliclial guidelines present elaborate recommendations for the
updatinz and broadeninz of approach in the teaching of history
and geography, with the focus placed on the human and social
aspects of the two subjects., Soixewhat different accents mark the
officially stated objectives of history teaching: in Germany the
accent is on political education, in Italy, on soclalization, in
France, on numanist orientation,

Civic instruction has been added to the Italian curriculum
by government decree in 1958; but it is taught on a very limited
scale in the middle zrades, as is also the case in France. The
German Ldnder concentrate on this subject in higher grade levels
and have in most instances removed it from gradés 5 and 6.- The
content of civics prozrams varies considerably; in general, civie
educatlion does not seem to have prozressed much beyond the
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experimental stage.

The recent historic past 1is treated quite differently in the
three countries: The rrench schools offer contemporary history
only in upper ;lgéé classes., The German schools - after Federal
initilative 1n this matter in 1959 - must teach all children
(before their leaving school) the complete facts about the Nazi
past., In Italy, the Fasclst era 1s completely ignored in all
school programs and official zuidelines.

The mathematlics prozrams for the middle level reflect few
if any elements of the "new math" in France and Italy. The Germans
have introduced considerable revisions of different kinds in the

different school types. The Gymnasium prozraws -~ geared to train

in abstract thouzht and concept formation - have been accelerated
and enriched, with some fcatures of the "new math" starting in

grades 5 and 6., The Hauptschule prozrams, in comparison, stress

the traininz in quantitative operations in the context of prac-
tical (or technical) 1life situations; they no lonzer demand
exorbitant drill in mechanical number manipulations, Geometry is
taught in similarly different fashlion for the two school types:

stressinx the concrete approach in the Hauptschule, the formal

abstract approach in the Gymnasium. The Realschule holds a middle

ooslition between the two styles, usually with closer affinity to

the Hauptschule than to the Gymnasium.

Tue instruction in natural sclences reflects similarly graded

approaches in the German school systems. In the Hauptschule the

middle level zrades venture into elementary physics and even
chemistry rather early, throuzgh purely inductive studies of
individual phenomena, while the Fymnasium starts systematic physics
in grade 8 and chemistry two years lder. ixperiments by pupils
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are hizhly recommended. Blology (or nature studies) is taught in

all grades of all schools.~ Italy introduced science instruction

in the scuola media as "studies in scientific observations."

Formerly it was not tauzht before grade 11 of the 1iceo.- France
continues its traditional science program (biolozy and geology
on the middle level), but has introduced, as a separate subject,
a course in " experimental scienﬁific method." No content require-
ments are given for this course to leave the teachers free to
experiment with new approaches and adapt to local conditions. As
i1s done in other major subjects (but not in history and geozraphy),
the usually oversized classes are subdivided for part of the
scheduled hours to enhance the opportunities for individual work
and pupll activities,

The currlcular programs as a whole show remarkable differences
in the quantity and distribution of weekly instructional time,
The more academic schools have a heavier schedule of school hours
than the less academic schools in Germany, while in France the
reverse 1s true: the ;zgéé schedule includes fewer hours than that
of other school branches (counting obviously on proportionately
longer homework hours), The weekly Gymnasium schedules in some
cases exceed 34 hours, with added hours for homework., A trend to
reduce the overload of school work is reflected in the 1966
resolution of the German education ministers, who set the weekly
maximum at 34 hours,

Italy's scuola media holds a medium position in quantity of

weekly hours, and 1t also has the most balanced distribution of
subject groups. Geraman schools provide more instructional time
than the other countries in all subjects except one: the national

lanzuage (in this case German).




s sty s LReo 2 g nbred ol e St 3 P
Y SRS N SRk b il 2y e e 2

181

BEvaluation

The recent curriculum revisions of the three major conti-
nental natlions show the direction in which the iuropeans are
moving in implementinz thelr versions of school provisions for
modern soclety., All three systems started thelr reform procesas
from very similar backzrounds: Common primary classes were
followed by an essentially dual structure, consisting of terminsl
schools for the masses, with modest zoals and limited programs,
and schools for the soclial elite that were oriented on humanistic
ideals and the preparation for university studies. Today, the
primary school lesvei in the three countries still shows much
similarity in basic features (common attendance of all children,
relizious orientation in Italy and Germany, emphaslis on child-
orlented teaching in the better schools, inadequacy of small
rural schools). The upper secondary school levels with their
unquestioned academic objectives also have retained their essentlal
character, except for minor modification of the terminal years
in France and Germany.

However, on the mlddle level, the lower secondary stage,
the three countrlies have embarked upon ventures that range from
complete unification of school type and prozram (Italy) to the
amplification of the former two-track to a three-track system of
schools (Germany). and yet, these apparently diverse patterns have
resulted from soclal and educational motives that are basically
identical in the three countries. (See above)

#hether children of different ablilities should, for the sake
of democratic equality, attend the same school and follow the same

prozrams not only on the primary but also on the secondary level
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is a question much debated throuzhout the Western world. The

modern trend seems to favor an affirmative answer, ( &xamples:
New York's recent re-emphasis of comprehensive higzh schools, the
Enzlish comprehensive secondary schools, the oScandinavian post-
war school reforms). But some differeatiation of prozrams is
usually begun on the 8th or 9th grade level.- Italy has undertaken
the radical chanze-over to the common middle school in the form
of 2 national political decision that now has to prove its educa-
tional merits., In France, too, the common lower secondary school
(but with diversified branches) was polibically decreed but with
plans of more zradual implementation. dJest Germany, on the other
hand, retained the less "democratic" parallel school types.

i1l three countries indicated the objective to replace the
traditional upper-primary school style of education with an
upgraded, secondary-school type education. France and Italy
obviously regarded the transfer of upper-stage mass education to
secondary school establishments as the best way of achieving this
end, Germany instead has begun to upgrade and enrich this tyre of

schoolinz at separate establishments (die Hauptschule). Three

factors may explain the different courses of action. One is tne
level of teacher training. French and Italian elementary school
teachers have less academic and professional traininz than their
Gerxzan count.erpa.rts].'o5 If training is assumed to be related to

teaching standards, it may seem more feasible to expect an upgraded,

105 The traditional "normal school" education is still the pre-
valent form of preparation in France and Italy, while in
Germany, future Volksschule (Grund- aad Hzuptschule) teachers
need the full abitur zraduation, six or more seumesters at a
PYdazoxische Hochschule, which may include regular university
courses, €.Ze, in the major and minor subject of teaching,
and usually one year of probationary work (Probe-Jahr),
before they are certified. Certification rarely occurs
before age 23.




secondary~type instruction from German teachers assigned to

Hauptschulen than may be expected from French or Italian element-

ary school teachers,

The second factor concerns the past history of upper element-
ary education in the three countries. Before the 1950's, in
France and Italy this school level (grades 6-3) was neither
precisely structured nor widely attended. (Both countries also
maintained semi-vocational schools at this level). Of those
children who remained in the primary schools, many dropped out
before havinz finished zrade 8, either because they reached age
14 in some earlier grade (having repeated a grade once or twice),
or they left to begin a form of job traininz if not paid work
outrizht.- The official guidelines in both countries indicated
merely broad prozram sugzestions for instruction in these terminal
classes, malnly stressing the three R's}os In contrast, the German

upper Volksschule classes (grades 5-8), now Hauptschule, included

all children not earolled in Gymnasium or Realschuie. Earlier

leavinz for job training or work was unot possible before comple-
tion of eizht years in school, and about 75% of the pupils com-
pleted grade 8. There were progressively structured curriculum
prozrams - includinz elements of science, history, geography and

physiecs - on which the present Hauptschule prozrams could readily

be bulilt. -
The third factor is related to basic conceptions of school
desizn (discussed in chapter II). The Ferman authorities still

view the schools and their basic purposes in the light of future

106 In a reprint of the French elementary school syllabus of
1955 the comientator deplores the absence of prozram
definition for the "fin d'études" classes. 3ee L.Lebettre
and Vernay, Prozramwes et instructions commengé%s. anselzne-
ment €lcmentaire (ISY degré). Paris: Librairie a.Colin, 1965,
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work functions which the children may later perform on the basis

of their abilities (theoretical-professional, technical-commercial-
adninistrative, practical). These outdated artificial constructs
of an occupational spectrum meet with growinz opposition among
modern-minded Germans, especlially soclal scientists, but they
are still used in official declarations and school zuidelines.

The Freach documents also refer to differeat leve.s of work in
explaininx the different characteristics of instruction, but such
occupational considerations enter only subsequent to the obser-
vation staze (zrades 6-7). For the observation staze, the
justification ziven for the differences in program and teaching
approach is only the variation in ability aand interest of the
studeats. The desizners of the observation stagze intended to
create a phase of suspended career planning, where the school
acts as a neutral catalgst for the child's potential talents and
interests. The evidence of achievements and interests should

then - in theory - lead the parents to more soundly based career
decisions for their children, The Italian reform plans and pollcy
statements make no reference to future occupational functions, but

stress the factors of social equality and development of abilities.

A major objective of all the reforms in school structure
and prozrams is that oi attractinz larzer segments of the abler
studeats to proceed toward advanced education. Studeants wno were
not enrolled at the rezular gsoints of transition shiould have
broader chances of later transfer from the less academic school
types. The Italian system has all but eliminated this problem
for the middle level by offering all children the sane curriculum.
The French and Germnan adjustments toward areater similarity in

prozrams of the parallel school tracks will ease the belated
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transfer of students. The Freanch system has even lntroduced

special reception classes, called "classes d'accueil”, for such

students. The German LZnder have begun to offer free after-school
help with homework and tutoring given by teachers (for additional
salary) to children who have difficulty adjusting to the

Gymnasium. In effect, all threce countries have rising percentages

of initlal earollments in academic classes or schools. This
progress can be larz.ly attributed to the school authorities’
"open-door policy" . ©But the statistics alsc show a considerable
rate of fallures aand drop-outs durinz the early ycars of academic
training, aside from " non-enrollment” cases of talented childre%.

A major cause of this situation must still be souzht in the
nature of the academic curriculum, Its undiminished heavy demands
in foreizn lanzuage studies are keeping out or screening out able
but linzuistically " disadvantaged" children from lower social
strata., The new plaans continue to require that every seventh-
and elgth-grader enrolled in an academic class must cope with two
foreign lanzuages. It seems astonlishin: that not any of the
curriculum revisions for the middle level have provided oppor-
tunities for aa early academic traininz that emphasizes mathe-
matics and sclences and leaves a heavier language program for
later ycars, althougzh the adherence to the preferentizl treatment
of lanzuages over sciences must be assumed to work against the
objective of equalizing the social chances for advanced education,
no evidence of attempts to modify the deepn~rooted tradition was
found in the official statements and guidelines.

Not only in the ligzht of the soclal reforx objectives, but

also if assessed in view of the proclaimed intellectual goals of

107 The German problems in this respect have been cogently

discussed by Ralf Dahrendorf in Bildungz ist Blrgerrecht,
Hamburg, Nannen-Verlag, 1965, p. 8O0if.
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emphasizinz the traininz in scientific thought and knowledge,lo8
the curriculum revisions aospear wanting in consistency. While

it is true th1at all the new plans and gulidelines mention the
importance of trailninz in reasoning, in "scientific method" , in
critical assessment of hypotheses‘there has apparently been no

ma jor reexamination of content matter (that would include the
prozrams of the preceding and the subsequent stages of schooling)
in the traditional subjects. The new proziram directives advo-
cate concenitration on essentizals of conteat and - especially in
Germany - the use of exemplary paradigms. But 1t is mainly
throuzh modernization of methods that the new objectives are
expected to be attained, This is most clearly appareant in the
Italian and rFreach guidelines. In some subjects, the traditional
schemes s2em eatirely unchanzed; for example, the French prozrams
for the native languaze and litersture in grades 6 and 7, now
expanded as norms for all observation classes, are the same as
those formerly applied only to the lycée classes,

The feature that is most conslistent with the goal of
teaching scientific method 1s the novel course in '"scientific
experimental work" (France) or "scientific observations" (Italy).
But the brief time allotted to it in the schedule as well as its
separation from the ordianary scieance courses raise doubts about
an effective modernization of the schools' science teaching

prozram as a whole,

108 1In a scceut policy statemeat, these zoals were emphasized
by a hizh French educational official, Marcel Leherpeux,
who stated "the intellectualization of the 1life of society
will represent one of the most noticeable transformations
of the human condition in the last third of the 20th
century" . In "L'enseignement francais aujourd'hui", zssai
d'axplication de la Situation présente. Collection zZtudes
et Rapports, iarch 1956,




187

The treatment of the social science subjects invites some-
what parallel comments. The importance accorded, in the broad
declarations of objectives, to stronzer foundations for under-
standing of modern society in politiecal, historical, aand zeo-
zraphic contexts does not ajpear properly reflected in the
prozram dzsigne or in the time allocated for these studies, For
example, thie new civics courses in France aand Italy seem little
more than a gesture in the desired direction: what effects can
be expected from courses allotted a half or one hour a week? On
the other hand, the new recommendations for methods and approach
in handlinz the content seem to respond more closely to the new

zeneral objectives,

The present disparity between emphases on modern methods and
the limited modernization of instructional content is understand-
able in as much as the middle levelredris mainly focus on the
adaptation of broader strata of children than ever before to the
exlsting icadewmic prozrams, Major changes in curriculum content,;,
however, face the dilerma of either waiting till the upper aca-

demic schools (lycee, Gymnasium, liceo) are ready for coordinated

reforms (which do not seem imminent), or advaacinz independently
at the peril of even greater antazonism on the part of the aca-
demic community than already exists. a discrepancy in programs
could also be a disservice, especially to the children from less
favorable family backzround who traditionally have had difficulty
bridginz the gap between primary and secondary education.- In the
three countries, the first alternative prevails, althouzh in
Italy the inroads on the preeminence of latin and the novel

addition of science represented a sort of "deglaration of




independence" from the academic establishment, which reacted

with eloquent pirotest,

Concludinz Thouzhts

This study of the characteristics and receant developments
in the curricula of French, West Jerman, and Italian schools has
assessed the official policlies and desizns of prozrams and sched-
ules, The main purpose was to acquaint .imerican educators with %
what the suropean school authorities consider zood school pro-
graxs, and with the directions in which the authorities are ;
movin: to adjust the schools to the needs of modern society. In
other words, tihie focus is on the ailms and the broad characteris-
tics of the instructional plans; it 1s neither on the practical
reality of the classroom nor on the many ways of implementing

the offlicial plans., A careful reading of the dirsctives and

S R

guldelines, however, reveals glimpses of the reality and the
problems that teachers face, especlally when explicit warailngs
of outmoded practices or stronz suzzestions regarding desired

emphases are expressed in the documents,

In view of the limitation of this project to the middle
Zrades of the school systems concerned, it would be 1mproper to
draw conclusions from it about tine total curricula in these
national systems. luch of ti.e excellent work for which Amsricans
usually respect the Buropean schools goes on in the upper zgrades
of secondary schools where the studeat body represents a select
number of able and often hard-workinz young people, To obtain
a complete picture of the preseat curriculum developments, three

additional research projects ought to be undertaken. One
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should cover the prime 7 schools, \ another tlie upper academic

109

and semi-acadexic levels, and a third should examine the programs
of terxzinal classes for the many younz people who, after com-
pletinz compulsory schocling, enter the work force or vocational
traininz prozrams, Durinz the past few years, in France and
dest Germany (as also in some north suropean countries) much
thoughtful plaanin: and experimentation, usually in consultation
with industry and labor, has gone into desiznin: meaningful
school prozraxzs for the recentlr added ninth (and in some cases
tenth) year of general education. The resultin: patterns and
experiences mizht prove interestinz and perhass useful for
Anerican curriculum planners,

Further research should concentrate entirely on the many
experiments and novel features that are not part of the general
curriculum patterns, It was not feasible to include these exper-
iments in the present report. Numerous school experiments are
devoted to novel instructional patterns, others to compensatory
prograuxs for underprivilezed childrea, some to all-day school
schedules, and some to fully comprehensive schools (for example,
in Berlin and Hesse). These experiments usually have the full
suprort of the school aut.orities, provided the procedures are
handled in responsible manner, and the financial demands recain
within acceptable limits, (In the German Li¥nder, the communities

are sometimes expected to bear opart of the costs.)

All in all, the interviews with ministerial offieials in the
three countries have ziven the impression that the era of enforced

conformity to traditional ways - long regarded typical of

109 This project could build on the excellent study by the
owlss scholar, Professor Robert Dottreas, The erimary
School Curriculum, a UNabCO Mkonozraph of 1952, waich
includes school data from nearly 60 countries.




ocentralized control over the schools - has passed or is passing,
- Some of the curriculum innovations in the present plans

indeed have a background of years of experimentation., For example,

theﬁFrench classes d'observation (zrades 6 and 7) have inherited -

major features from the classes pilotes of the 1940's and 'S0's:

The emphasis on pupils' individual work under guidance in classes
of reduced size, the stress on the "active method" and the
inductive approach that has even led to the introduction of a
course purely devoted to traininz in experimental sciensific
method, - ixamples in Italy include the work of the Gentro

Didattico per la Scuola ledia (and the other didactic centers)

durinz the 1950's, which invited and supported the efforts of
teache;s devoted to modern approaches, .;.£ils the concept of
"child;centered teaching" and as in France the"active" and in-
ductive method in classroom teaching.~ In Germany, experimentation
durin; the 1940's and '50's with a "differentiated middle level,"
especlally carried on in Lower Qaxony, preceded the now nation-
wide introduction of elective courses - graded for different
ability levels -~ that supplement and enpich the common core of

subjects in the Hauptschule,

The earlier experiments and their positive results were, of
course, no zuarantee for success when they were translated into
broad-scale innovatioas in the entire school system. The problem
hinges on nothing as much as on the teachers' competence and
thelir support of the innovations. If the mass of teachers, when
confronted with novel desizns and instructional guidelines, 1is
aot ade@uately prepared and persuaded to follow the new paths,
the results are bound to be doubtful and may discredit the good
desizns. This is presently a ma jor proktlem iA Italy with its most
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radical departure irom the traditional middle level schools.

Teachers and principals of the old scuola d'avviamento are
dismayed over the dexise.of this sehool to which their careers
were geared and which many considered wore useful for children
from poor families than the new middle school. The old scuola
media professoril deplore the mixing and "watering down" of
standards in the new school set-up. The combining of staff from
btoth school types in the new common school represents a problem
in itself. Numerous in-service courses, supplementary license
examinations, and ample teaching materials are provided by the
ministry in coping with the problem of adequats staffinz for the
new scuola media.

France too is facing the problem of not having sufficient
teachers who are trained to master their expanded responsibllities
'in guidance and modern teachinz technigues in the observatlion
classes. But the deviation from past practices is less drastic
in tinls case, and the transition more gradual, perhaps even too

slow (in the view of some observers) for a growth of "dlan vital"

for the novel practices. The traditional "grands ;xcéés" - the

highly renowned old schools in Paris - have as yet barely been
touched by the reforms on the middle level.

The ministry of education goes to some length 1n securing
the cooperation of teachers, For gxample, appointments to
positions in (comprehensive) collegzes d'enseignement secondaire
are made on a voluntary basis. #hen the added duties of essential
reform features involve extra time, such as the regular meetings
of the "class councils" (comprisinz all staff members who deal
with a particular class), the school authoritlies give out
special payment for the required attendance.

In Germany, the severe te:cher shortage on the elementary

level is 1n itself a factor that impairs the progress ln reforms,

e.2., the addition of a ninth year in the Hauptschulen. snd the

introduction of ‘'English in all Hauptschulen naturally depends

on the supoly of sufficient teachers trained and certified to
teach that subject.

The modern methods advocated i1n the new guldelines represent
less problems in German teaching practices, which had been more
affected (than the French and Italian systemxs) by the "progressiv.
education" concepts since the 1920's. The recent minor curriculum
revisions, with thelr focus on streamlining the mass of content,
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on teachinz through exemplars and emphasizinz structure, are
bound to be generally accepted by the teichers even if the latter
may no%x?e capable of masterinz the proposed approaches,

The new features outlined in the ministerial directives are
elements of what the Germans call "innere oLchulreform," in con-
trast to organizational changes which belonz to the "outer school
reform." while the latter has met with broad opposition by
conservative forces throuzhout the post-war decades, the "inner
reform" of the schools was advocated by all sides. But there was,
of course, little agrecement on, and clarity of, the zoals, direct-
lves, and criteria of the desired changes, beyond the general
claim trat the schools should be more democratic, more effective,
and more coordinated in their prozrams. The chanzes recently
introduced have not provoked opposition among conservatives,
except for some rural communities which resist the consolidation

—_— 110
of tiny villaze schools into ceantral Hauptschulen.

Still, the small advances now underway can hardly assuage
the widespread discontent with the schools, a characteristic
public phenomenon in Germany since the end of #orld Jar II. Aside
from the popular opinion that the schools are not doinz their job
properly, the more profound critics point to the basic inadequacy
of the structure and programs in view of the present and future
conditions of 1life in modern society. These critics, which
include some of the country's most knowledgeable scholars in

111

education and the social sciences, call for a total reassess-

ment of the functions of the schools today and, startinzg from

110 4aven the Catholic circles which formerly opposed this change
have now generally come to support the rural school reform,
after statistical evidence showed the "educational lag" of
Catholics compared to Protestants in Germany. See harl
grlinzhagen, S5.J.; hathollisches Bilduna:sdefizit_in Deutschland .
Freburg: Herder, 1965,

Such as Jalter sSchultze, Saul Robinsohn, Hartmut von Hentlg,
Ralf Dahrendorf (sociologist), and Friedrich idding (economist)
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there, imazinative new patterns of prozrams and teaching

approaches within an elastiec, comprehensive, diversified system
of public education.

Noue of the lLand winistries of education has come forth
with any reform approachinz such far-reaching modernization. In
fact, the latest Declaration of the Conference of Zducation

iinisters (in July, 1966) on the Gymnasium programs reaffirmed the

traditional structure and curriculum, while outlining agreed-
upon (and fariliar) sequences of subjects, based largely on the
unguestioned theories of child development and the egqually un-

questioned "Bildunzszut" (content of school subjects), lkodern

clements were confined to the sugzested methods and to didactire.
There 1s one desizn, ncwever, that reflects a broad, radical
approach: the draft of the Berlin school authority, an unpub-
lished workiaz paper for the committee prepariang lonz~range plans
for school reform (See above, Ch. IV). The future will show 1its
proiress,

The situation in France and Italy is not different in this

respect. Nelther of them has bagun to urdertake a comprehensive
; modernization of the public school system. For socio-political

| reasons, the ovportunities for access to advanced schoolling were
broadened and teriinal mass education will be improved. But in
both countries, the new measures amount, in essence, to an
extension of tradit:onal academic school prozrams to more chil-
dren than before, with some adjustments and more emphasis on
rodern teachinzg methods.

In broad perspective, the revisions and reforms of the

middle level curriculum in the three countries here exaxrined do,

no doubt, represent the most advanced steps in the slow process
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of updatinz the school systems. Their value zoes beyond the
social (and economic) benefits for which they were designed. They
are enzeaderinz wide-spread occupation, in thouzht and practice,
with new teachinz approaches. .bove all, they lead numerous
educators to critical assessment of their work and to experiment-
ation within the sanctions of the system. They habituate teachers

to the need of in-service trainin:;.‘3

They brin: school 1ssues to
the public forum, thus actinz as catalysts for popular interest
in education. And they force the notoriously rizid school admin-
istrations to cope with change 2nd improvisations.

Some of these overt effects will be quite positive. On the
other haand, there are some negative results which tend to dis-
credit the reform eaterprise as a whole, These are largely caused
by age-o0ld shortcomings in the planning and implementing of
school praovisions: besides insufficlent teacher preparation it 1is
mainly the lack of factual information gained from research. Too
little is known about the workinzs of the schools, about the
ef'ficacy of teachinz methods, and, basically, about the whole
complex of what should today be taught in the schools., Empirical
research in education 1s still in 1its infancy. The universities
in the threse countries are not producing factual research in
education, But some valuable contributions in this area have been
made in recent years by the Institute for International Pedagogl-
cal Research in Frarkfurt and the kax Planck Institute for
osducational Research in Berlin, both well staffed and soundly
financed. At the latter, a long-range project, gulded by
Professor 3aul Robirsohn, is presently underway: a comprehensive
study of curriculum desizn, based on theory and empirical

assessments, The findinzs should be of zreat intsrsat to future




sinl it

A

195
planninz of school programs. Other siznificaat research contrl-
butions are the International Achieveuwcent Testin: Projects
soonsored by the UNZoCO Institute for aducation in Hambur'g.ll2

To what use the recognltions from factual evidence will be
out remains a matter of political decisions. As the recent
decades have shown, the impetus for reforms can no longer (as in
the '20's aad '30's) arise from tiie professional educators; the
school has become too much of a politicum today. In the Zuropean
systems, it is the governmeats, and lastly the public, that need
to be persuaded that truly modern schools are a necessity in our
tines, It falls to the pedagogues to do much of the groundwork
and of the persuading. They bear the chief burden in implementing
the changes and adjustinz their own daily work according to the
officially adopted plans. In this light, the present revisions
of the middle level curriculum arc test cases for further, more
complex reforms. From thelr successes and failures, the educators,
zovernments and public alike may learn how better to proceed in

the arduous task of updatinz the work of their schools.

112 The most receat study, International Study of Achlevement
in Mathematics, based on data gathered in 12 nations, Wiia
soon be published in two volumes by John #iley, New Ifork.
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the Cultural Services of the French imbassy),

"Fremdsprachen in der Volksschule", (special report), Eildung
und frziehunz, No. 3/1265, 25-40, bonn: Inter Nationes.

L'initiation mathematique au cycle elementaire. Le Courrier de la
Recherche Pédazozigue. (wpecial issue), No. 27, Larch 1955,
Paris: Inst.Pé&i.Nzt., 1955,

Kirkpatrick, Ursula. "The Rahmecnplan for Jest German School Reform",

Comparative dducation Review, IV/1, June 1S50.

Loehrke, Theodor, and Gebauer, .deltraud. Griinde flr oder zezen
die .iahl weiterfihreader Jchulen in verschiedenen Bevﬁl-
kerunzskrelsen. irste otufe einer Untersuchunz zur
kobilisierung von BSezabunzsreserven., Frankfurt: Deutsches

Institut flr Internationale Pddagozische Forschung, 1965,

Luchetti, karcello., "la Pedazozia Sperimentale: atteggiamenti
Critici," Prcspettive su Luizi Volpicelli. Istituto di
iegigogia deiia Facolta di hagistero, Universita di Roma,
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katematica moderna € scuola. ocuola € Cittaj (Special issue),

bep./Oct. 1565. rfirsnze: La Nuova 1talia.

Pddazozische Forschung in der Buadesrepublik. (a survey). Lildung
und___irziehunz, (opecial 1ssue§, No. 2/1936.,

Petrini, inzo. la lettura nella ocuola i.edia. (3leading instruction).
Ricerche Didattiche, (Special issue), VI, No.92, Feb.,1966.

Pillsbury, Kent, "International Cooperation in Textbook ivaluation:
The Braunschweiz Institute", Comparative dducation rReview,
Vol. £, No. 1 (Feb., 1966), ~—=

"Dis Probleme der ihusikerziehung", Bildunz und dfrziehunz, No. 6/
1966, 1-2, Bona: Internationes.,

Russo, Germma, '"Classi di agziornamento e differenziali nella
sScuola iedia", la Scuola iedia e 1 suol problemi, Nuova
oerle, x, No., 2, lar./apr. 1964, 1-19; Juova oerie, Al,
No. 11, Nov./Dec. 1965, 1-18,

. "lLa ricerca pedagozica", la scuola ihedia e 1 suoi
probleri, Nuova serie, 4IIl, No. 15, July/Oct., 1966, 6-15,

Sprinzer, Ursula, "#est Germany Turns to Bildungspolitik in
sducational Planaing" , Comparative iducation Review,
V/1, June 1965.

Sugzerimentl per la Riforma. ocuola e Citta, (Special issue;
Contribution to the work of the National Commission for
the sStudy of the schools), aIV, No, 1-2, Jain./Feb. 1963,

Tamborlini, Camillo. "Le incidenze sociall della iscuola Ledia",
Ricerche Didattiche,&V, No.87, Lay/June 1985,

. "Natura e metodolozia dell'esame di licenza", (a dis-
cussion of the final examination of the 3cuola kedia),
Ricerche Didattiche, £V/90, Oct./Nov. 1965, 267-284,

Les _Travaux pratiques de mathématigues. Le Courrier de la Rechercha:s
Pédagogique, (Special issue), No. 21, June 19064,

Tre anal di Scuola jedia. 5cuola 6 Citta, (special issue), Jo. 4-5,
Apr./iay 1566. Firenze: la Nuova Italia,

‘Uberzlinze und abgdnze aus allzemeinbildenden schulen 1963-1965",
sildun: und srzichunz, wo. 11/1565, 1-5.

Vella, laura, "itd scolare e Concinuitd sAucativo-Didattica",
ia bduola ivedia e i suol problemi, suova Serie, £, No. 1,
Jan./rfeb. 1954, 25-32,

Vial, Jean., "La recherche pé&agogique", L'zducation Nationale,
22€ année, Jo. 791, 1% hay 1955, 8-9,




Volpicelli, Luigzi. "la Scuola iedia Unica", "Partiti e Scuola",
sducazione Contemnporanea, Vol. III, loma: armando, 1966,

"Zu wenlz naturwissenschaftlicher Unterricht am Gymnasium?",
Bildun: und drziechunz, No. 11/19566, 26-27.

Note.

Countless reports and articles have been published in the three
countries on the recent reforms, modern tedchinz methods and
experimental features. i complete blbliozraphy with annotations
could constitute a project in itself., The selection here
presented merely serves to lllustrate the variety of topics
discussed. For the present study, particular use was made of
those periodicals which are published under officlal auspices:
In France, L'azducation Nationale, Le Courrier de la Hecherche
Pedayogigue (published by Institut pédazozique natlonale);

in Italy, la ocuola kedia e 1 Suol Problemi, Ricerche Didattiche
(published by Centro Didattico per 1a acuola medla); in Germany,
Bildunz und srziehunz (published by Inter Nationes, Bonn - Bad
Jodesbergz,

Znzlish translations of many of the pertinent articles and news
on reform developments are avallable in zducation in France
(published by French Cultural services, 972 rifth avenue,

New York, N,¥, 10021) aad ducatidn.in G ermang (available through
Jerman Information Center, 410 Park aveaue, ~ew York, N.Y. 10022).
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HI. FRANCE, CURRICULUM DEVELOPMENT 1958/9 - 1965

ACADEMIC SCHOOLS, CLASSICAL TYPE AND
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M FRANCE = CURRICULUM DEVELOPMENT

SEMI-ACADEMIC SCHOOLS, 1961-1965
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Y. FRANCE - CURRICULUM DEVELOPMENT
NON-ACADEMIC SCHOOLS, 1961-1964
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m. GERMANY,
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HESSE - CURRICULUM DEVELOPMENT 1956/7 - 1961/2
ACADEMIC SCHOOLS, MOD. LANG. & SCIENCE TYPE
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m[uGERMANY, HESSE - CURRICULUM COMPARISON:
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X. GERMANY, NORTHRHINE-WESTPHALIA - CURRICULUM DEVELOPMENT,
NON-ACADEMIC SCHOOLS, 1956/7 - 1966
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K. ITALY, CURRICULUM DEVELOPMENT -~ ACADEMIC SCHOOLS 1944/53=-19%63

NEN _('963)

(Ars.)
3
ﬂ
29 29 29
2 |2 2
27 PNY.ED, y, ED, my. ED.
2 | X | Mus Nug
2 _ prre| s 21z [ 2 [laws.
ART NOME &0, erT, e
s, Ak &co.
2 2 2
) 3
o | e ] | 2 |
3 2 3 3
rarw, ||ART 3 ATH. s { AT,
2 FORLANG, R
VAT, S¢. AR,
s 4
5 3 .gg.c- Soc.ST.
MATH, -
/
] 5 s
S 1 # 3 3
° .‘r- Q m" -~
10 R W (lAwne. G 7
- " © “w
1 . s [jrn.
X S LANG.
- 2 i -
Nl & - % S |
]
N S |V 3
3 (v § 3
v lzane. 3 :
3 3 3
7 77 7
4&{1‘; i R R A R
0D NEWN | | 6o NEN |, | OLD NEN
GRADE: Vi vi vin
’ TOTALSFCR (3)THAEE YEARS (6™ - &7 GRADE)
+By5CTS 2

hrs
3. % 7 |

NAT, LANG (19.8) / (20.7)
Fmiave. | 2% (28.3) /15 (18 3)
Soc. STd. | 12 (1) /R (14 6)
2arge 119 f(we) 36
ART §1 (70)] ¢
PRACT N, 621 (7.0)hi4e) 4
AMssre 3 (3.6) 3
AYY.ED. 6 - ﬁo% 6
roacs | 85 (100.0, 22 (100.0)




”—ﬁ INDUETRIAL TYPE XH ITALY, CURRICULUM DEVELOPMENT,
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. FRANCE, WEST GERMANY, ITALY- ALL SCHOOL TYPES

DISTRIBUTION OF ARCADEMIC AND NON-ACADEMIC SUBJECTS
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