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, TNTRODUCTION

v

It is well knowﬁw\Pat schooling (and educational 1nst1tutions in

general) occupies a far more 1mportant place in modern,soc1eties than it

ot

enjoyed in the past. 'Americans today attend edncational institutions for

‘an-average of nearly 12 years, increasingly starting schooling before the

first grade and continuing after high school graduatiqn—in some institu-

tion of higher education. One major réason that more and more people
.are attending school for longer periods of tinm is that success (or
perhaps one should say, persistence) in school has become more closely
associated with jobs and with adult status, in general, that it ever was
in the past.1 |
“Even more_dramatic trends can be noted in othfr countries. ln muoh
of the developing world since independence, for example, governments have
- greatly increased edncation-'budgets, artly in response to the great
demand for elementary education by the population, but ‘also because they
regard education as \perhaps the most important kep to the creation of a
"nodern" or, "developed" society. Indeed, in amllarge number of nonF

|

cmeunist developing countries, it has proved much easier to build and

taff universities and schools than to create jobs outside the government -

ector in which the graduates of these 1nst1tutions might be employied’t2

i Educational expansion has hardly been less dramatic in Europe. It

o

/may be surpr1s1ng to some, but historically, participation in educatien

| in Europe has-’ been far lower than in the United States. As late as 1959

'

e

in Italy, for example, only a third of 14 years old were still in school -

N\

but by 1975 the percentage was over 75%; and in England,as late as 1957

/
/ only.3% of those 18-22 were enrolled at universities compared to around




lZA today.3 But the expansion that followed in virtually every European

h

v
l.,‘ o

'country dur1ng the l960‘s and l970‘s was dramatic. In country after
\ \
country, the numUer ‘of univers1ty students trebled or quadrupled in a

VtWenty-year period so that the gap in proportions attending institutions

of highér5education between the United States~and other countries, al-

-

though still large, has narrowed appreciably.

‘,}-.

@

The 'great post—World War 11 expansion was not entirely unprecedented

in scope  or rapidity.~ Although the dates vary considerably. with the
A i

countries involved, an extraordinarly rapid rise in elementary schooling,

&
K
be tween the last quarter of the nineteenth century and the l97O‘s. That

expansion made elementary schooling close . to universal through0ut the

developéd world, *st as. the more recent expansion has made the comple-

o

ﬁtion of secondary" educationuclose to universal in the United States and

some iecondary pducation virtually universal everywhere.

v These trends and facts are well known; their interpietation is not

\

as clearcut. More specifically the dominant interpretation of these
trends has recently been challenged on a number of counts and in our

Judgement found defective in cruc1al respects.4 Since the interpreta-

tion in question is close to what we believe of the everyday asSumptions
v \

of a great many_people involved’ in educational policy and planning, this

.

is a serious matter which warrants attention.
The assumptions to which we refer go roughly as follows: the educaL

tional expansion of the last 100 years (and, in particular,'the expansion
/

of the.last quarter century),is essentially a response to the needs of an

f

/

y

0

rprompted péﬂtly by compulsory schooling laws, took place in every soc1ety»_
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increasingly complex knowledge and skill

-butes 1mportantly to econom1c growth was a major rationa

>

-dependent society. In the early

goes, industrial societies

. . v
stages of industrialization,~ this argument

begin to requlre ‘mere literacy on the part of most of the workforce. In

later stages of industrlallzation, however, knowledge becomes a crucial

ingredient of econom1c growth.

-

From the societal point of view, educatlon

l investment ‘in human capital which y1elds dividends in
14

d

becomes a rationa

the fonm ot greater economic growth and ‘productivity. As a corollary,

therefore, societies Wthh make hlgh 1nvestments in educatlon should

experience.high'rates of economic growth; those that neglect education

= i

will experience economic'decline sooner or later.
le 'of the emphasis
3

of the Organlzation for Economic Cooperation and Development (OECD)‘on

n of. hlgher education and w1dened acCess to it in member

U s

the expansio

céuntries in the/,l960s. The OECD conference -on “"Economic Growth and

- Investment in Education” held in Washington, D.C. :in 1961, set directions

for research and policy in/}his field for a decade or more. Among the

many scholars writing on the interrelationship of economic growth and

educatlonal expanslon were Fr1edr1ch Eddlng of Germany, Edward F. Den1son-

Sweden.
. {

Modern societies, the argument continues, are dependent on the

knowledge which is produced,and transmitted by educational institutions

in several respects. First,_economic growth is increasingly dependeiit

-

upon scientific and technological research Which:takes place within the

universities. Secondly, post-secondary institutions provide advanced

S

\ ) .
That education contri-
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: ‘ .
,.{g?f training for a whole series of professions and semi-professions. upon
i > ' . which the economy increasingly depends,vand which either did not exist in 7~

-che past'or have exploded in numbers and importance in the last quarter

of a century.  Finally (and often.stressed more than either of'the above);
’ -
° ’ pr1mary ~and secondary educational institutions perform the vital function

of providing a broad base of cognitive skills for the mass of the popula—

w

tion:-skills.which.are;néeded”not”mereIY"in a narrow or vocational sense,

\ ‘but which provide the building blocks from which a whole series of more
C specialicedfand,advanced skills can be.learned. In some versions of this

v

argument, indeed;‘it-is believed that the pace of economic change is so

rapid that future skills will become quichly obsolete and life-long N

¢

learning will become a necessity.
The new importance of education that these changes 'require, the

argument continues, 1is reflected in shifts in- educational institutions

—

\__/ . N
themselves. Thus, the relat1ve salience of liberal arts’ in the curriculum

decreases and the significance of training in the sciences and technology»

a ) "

Y ' " increases. Elementary schools become less concerned with moral instruc—

‘tion and with requiring students to engage in such practices as memori-

" zation of dates, places or. names. Slowly and haltingly schools begin to
shift to new curricula and to teaching methods which are more rational
and effective in the development\of students'’ cognitive‘skills.5

4 . K

Fox critics of. these assumptions, however, the ideas we have stated

| are less an adequate explanation of . what has happened and of the real - o
role of educatlon in modern society, than: ‘@ justification for and ex post

facto rationalization of .educationgl institutions. It is profoundly

misleading, the critics argue, to see education as meeting "fhe new needs"”

}
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' and performance .on the job as measured by supervisor ratings or salary.

.of industrial society and to interpret the’history_of educational expan-

sion as -a more;or less rational response to those changing needs. As

evidence, the critics cite the following'“the expan51on of educat}oh\in
the last century has been far greater than the expansion in the per n--

tage of jobs which, even by a generous interpretation, could be said to

require high levels of skill..  This is true if we compare the' eApansion‘

oof profess1onal jobs W1th the increase in numbers of college graduates,

and is even more true if we consider the changing size of the skilled

'non professional labor force.6 In the second place, studies of the

sklll levels and tra1n1ng requirements-of particular jobsjindicate"that'
the level of complexity involved is often greatly exaggerated, and, for

most nonprofess1onal JObS, can be acquired on the job in six npnths oY

.1ess.7' Most studles. of the relationship between education - and job

performance, furthermore, have failed ‘to establish clear relationships

Lo :
between performance in school (as measureed, ‘for example, by grades),

8

[}

‘ Finally, there is no research wh1ch clearly demonstrates a relation-
ship between measures of educational quality and economic growth. In
this'connection, it is of interést that Frederick Harbison and Charles

A; Myers in their remarkable study of the correlations of economic and.

educational indices in seventy—five .countries, Education Manpower and

Economic Growth Strategies of Human Resource Development (1964) found,a

negative correlation between ‘the percentage of univers1ty students en-

rolled in science and technology and the countries . GNP. We know of
. \

no_re§€arch which shows that the mathematical skills or sci;ﬂtific

3

AN /




',literacy of the mass of a society's population has effects on national

ﬁroductivity or’ even on the lével _of scientific achievements in‘ that

society. Perhaps such relationships do exist--relationships, for example,

s

between enrollment in business courses and increasing entrepreneurial

ﬁactivity, or between: the low quality of high school science teaching -and

s "

a possible relative decline in American as compared with European or.

{ .
Russian scientific achievement. But it is beyond our skills to validate

-

them.:

Such relationships,arewby_nowmeans”implausible. But that’is.also{f

true of a series of quitevdifferent assumptions: that successful entre—
preneurial actJVity depends more on the level of savings or on the
prestige in which bus1ness is held than upon what is learned in business”'
courses; or that scientific achievement depends more on the quality of
the selection and training of ‘a tiny gifted minority than upon the
scientific literacy of the mass of the population.

‘Our point here is not to debunk education, but only to draw attentionk

to the character of an increasing percentage of the arguments that are

y

-made on its behalf. “In these ~arguments, more investment in education is

seen as essential to growth in productivity and even to national surVival.‘
President Sovern of Columbia, for example, recently connected our lack
of investment in education to the fact that the U. S. per capita G.N.P.

"has slipped to tenth place in. the world and asserted, as if it were

-~

. common knowledge,'"that the skill dexterity and knowledge of the popula-

tion has become the critical input that determines the rate of growth of

the economy.”9 There are two. dangers ‘with this kind ‘of argument.

First, to the extent that the argument is not true .or not demonstrably

3

4 .
\
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true it can backfire and undercut support for education. Justifications

for education in rather narrow economic ‘or utilitarian terms run the
risk that if the society does not get richer (and another society which
spends-less on education does) or if the indiv1dual does not get a better.
job the public will become entirely. disenchanted with our educational
institutions. Something-of this sort already appears to be taking place,.

particularly among recent graduates whose diplomas, because of the infla-

ytion of educational credentials, have lost much of their anticipated

s

Viewing education as an investment in human resources which will pay

off in the future also tends to increase the already strong vocational

. tendencies in American education and thereby may undermine other educa-

i

tional values. Growing ‘percentages of undergraduates in recent z?ars
have been deserting courses in History, Physics, French, Biolog# and
Mathematics for courses in Marketing,: in Travel Administratlon, in
Leisure Studies and Food‘Science. These students seemed to have learned

well the implicit message of the "education as an investment argument”
that only directly and immedlately useful knowledge is valuable, and

that the rest of .education is a luxury.

PURPOSES, GOALS AND VALUES OF EDUCAT%ONAL‘SYSTEMS’

‘\y B '. . ¢
| |
. ‘

S~ H
r

Introduction

f 1
\

I4
Lt
{ .

A .
We are distinctly uncomfortable wifth the term "educational purposes"

'

and only slightly less so with the expression educational goals. " To

address the issues which we believe that the Commission has in mind - we

t : ) ) -




f_iﬂpteferfinstead to talk about values or ideology’ which justify or underlieh"L }

a particular educational system. A word of explanatior1 is in order.

(First the problems of comparing official statements of'educational

t
purposes or goals are quite. formidable. Lists of educational objectives - - ’

-

from different societies might at first sight appear to offer a basis for
comparing educaLiona\\priorities. One might compare the prioriLy that
'u/’" bl

societies give, for example, to citizenship training or patriotism on the

 one-hand-- as —opposed - to.. academic compe.t‘.ence_s or. the. «ée,ve_l.Qp,mevnt,,_,_9.13__,,!%.1!9__-_,,,,,,,4._;,..,,1

individual personality on the other. But the problems which surround

. obtafning truly comparable material from a number of societies are im4
mense. The statements must be representative ofiofficial opinion, not

. of the potentially idiosyncratic views lof a particular educational orga-> i
- |

nization in that society. For example, one should not confuse statements \

of educational goals issued by the Japamnese Teachers Association with

statements dissued by the Japanése Ministry of Education. The list of

official purposes should be for comparable schools and comparable curri-

‘

cula as well as the same age group in the different societies. And if

‘this were mnot enOuyh a comparative study of educational objectives must

v find some way of comparing societies that tend to have explicit national

' goals and those which do not. We have not been able to gather such
|
materials which even begin to meet these strictures. Gathering a repre-

‘sentative sample from the school districts of the United States alone.

\ -

for example, would be a formidable task and even with highly centralized

‘'systems like 'the Soviet Union, frequent changes in official statements

make the sampling task very difficult. L
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" Iif addition, these statements of purposes are uninterpretable without
knowledge of the -values an? the culturaI‘néanings that are attached'to
education in dif ferent societies.” Many of the ’ statements of purposes we

/

have seen address the obl/gfiVe of development of the potentialities (or
personality) of Ehehchild. Consider, for example, that. the educational
objectives of the ourrent Constitution of'the‘Soviet Union include giving
"citizens more and more real Opportunities to apply their creative’ener-
. gies_and _talents, and. to develop their personalities in every way.
Shades of American\progreSSivism l970's style! "It is hardly necessary

\ . : ’
to add that these ‘apparently simila. ohjectives have quite "different
meanings in the Soviet Union, Japan aA the United States?

For these reasons e try tc avo“d comparisons of educational pur-

poses. We find it more illuminatxng instead to compare the values which

0

- justify and surroundeseZooling in the d'fferent societies, calling atten-
A : i .

tion to cases where o ficial wvalues sharply ognflict with the values

that are implicit or abtually‘conveyed to\students.

A
\

1 —
. X . . BN . - \ ‘.\

\ , The Distinctiveness o¥ American Values I
. !
There are many structural and organizational differenced

between

v J v
American schools and sehools in the industrialized world, and;we shall
|

-describe some of the more - significant dlfferences later in thhs paper.”
. '\ .
But these structural differences can only be understood in the context of:

the verv dif ferent values which justify and support educational practice
3
in America and elsewhere. This is not to sa;\that all or even most

organizational or structural differences in Ameriean schooling are pri-

marily a reflection of differeneesgin values betweeen America, Europe

'




s,

and Japan (we shall show below, for example, hqw the variable of local

\s\

versus cenbralized control over educaﬁion has effects which are powerful .

..:

o~ -

"in their own right and separablemfrom the effects of value- diﬁferences)

Nor do we wigh to imply-that values are always static;or permanentafeatures .

an -

of 'a particular society. 3apan, for example,runderwent.a substantial

%v,‘ -~ ®

changP in values during and after the American occupa%{on. 4Value emphases
lin,the Soviet Union shifted radically from the l920s to’ the Stalinist

era, We do want to argue,“however, that very littie*of the distinctive

-

character, orgadization or outcomes of American education can be grasped

America and the nest of the world. fhese values have shaped odr relative
€ /

lack of:selectivity, our lack of national examinations, and our suspicion

z .

of the traditional “high culture” iiberal arts curridhlum. They have

s

also had a profound effect on'educational standards andmthe meaning of

(4

excellence in American education.

)

Education in ‘America bears indelible marks of several longstanding

. values which together form a distinctive and recognizable American pat-

Q.
K

tern.' Amedicans value equality, practicality and utility, and they‘are
both individualistic and suspicious of government@l authority. - These
values, noted in slightly different forms by Tocquevdlle in the’ 1830's,

', have been described repeatedly by European and Americén observers since

| N\
that time.ll And although nmst Western European soci\ties have moved

closer to these American values in the last 25 years; the differences

between the U.S. and Canada, on the one hand, and virtually the whole

-

of Western Europe on the other, remain notable.

. -~

/

° without prior consideration of long standing valu differences between -

~
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Equality. The thrust of equality in America has always been toward
equal rights and equaLgopportunity rather than toward equal income. - As

Tocqueyllle Ttressed Americans/have been hostile to the idea of’rank or

degree or to' any conceptlon that one man is better than another except

through_h1s worldly aocompllshments. There is- llttle questlon that the

i

-(influence of these ideas upon ,American schooling has been powerful.
v’/

4

Slnce the early days of the Republlc, schools have been looked to as the
major avenue of opportunity and moblllty from poverty to\fame and for-
‘tune. Virtually from . its inception; as Horace Mann reminds us, the
common school was- sgen- as an instrument for creatlng a more equal soc1ety
‘and , as an ant1dote to poverty.12 Through publlc schoollng, many‘Amerl—

cans have believed that claSs distinctions could be erased or neutrallzed.

W1th ‘the exceptlon of Canada and poss1bly Australla, no other non-

. Communist soc1ety viewed’ schoollng in th1s way untll well after World War'

~II. The trad1t10nal Western European pattern was to prov1de oeparate

schools and separate currlcula for what were thought to be dlfferent
kinds of students, and to sponsor the moblllty of a few students from loy
status origins into that part of the system’designed for the future elite.

The system‘was not designed to provide American style equallty of opportu—
n1ty but to prov1de a ladder for only a few outstandingly talented ‘students
from humble origins. In Amerlca, thls pattern of separate publlc schools
.
“for the ellte and the masses has been very\rare, appearlng only in the
' : o~
1nstances of ‘a relat1vely small number of h1ghf?\selecflve h1gh schools

)

in the larger cities of the Eastern seaboard._ But thfo hout Western

OSSN

Europe and Japan until after World War 11, it was taken fdr granted t

[}
only a relat1vely small proportion of the children of -the poor could

N
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the highest status. Thus, only about. twklve per cent of Japanese twelve-
year-olds went on to an academic secondary school at the outset of World

War 11, and only‘about twenty per cent of the age group passed Britain's

Y

;notorious 11+ examination to gain access, to University preparatory

-

grammar schools in the late 1940's.13.~
. s ;
The contrast is almost as §harp between America and the restkof‘the
industrialized world in /the' kind f the subjects which are believed
/!
/

appropriate for studentﬁ/to study. Americans have been d1st1nctly catho-—-

- 1ic in -their view ofﬁ%hat constitutes a worthy/or prestigious course of

study for students.' American universities and high schools have for

many decades of fered courses vof study that would have been' close to.

— :
unthlnkable at virtually any European university or selective secondary

"

school: courses in marketing,‘ accountlng, nursing, creative writing,

typing and home economics. Part of the reason for this catholicity is a

pragmatic and utilitarian att1tude towards education. But the\extraordi-

\
nary breadth of the subject'matter deemed} appropriate for Ameﬁican youth
\

to study also reflects- the absence of a clear and immutables hierachy of
: \

prestigious or’"patrician" and low status or\‘plebian subject matter,

and is part of a moré general reluctance to distinguish between'patriclan

and plebian classes of pecple by sending them to separate schools. 'Inkg

America, no one curriculum and no tWO or three schools have enJoyed the
. . /

kind of effortlegs/prestige accorded to the ﬁlassis curricululm at Oxford
or Cambridgelor French literature at the Sorbonne.

:;ﬁomé'of these sharp distinctions between education in America and
that in much of the rest of the-industrialized world are disappearing.
*The:traditional-liberal arts curriculum still commands high prestige in

£
[
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. The tradltlonal llberal arts curriculum still commands high prestige in

foreign secondary schools and\un1vers1t1es, particularly in France and
England, and in the latter it is stlll linked in almost a symbiotic way
with access to the topmostrlevel of the civil service. But 1its relative

-

prestige has declined virtually .everywhere _and other  almost equally

,prestigious models have become serious rivals. The -separation of early

.

adolescents. into university preparatory and terminal separation second-
ary schools with quite.difierent curricula and prestige has been blurred
or reduced throughout the industrial world. For specifically egalitar-

ian reasons, forﬂexample, the British division between grammar, technical

and secondary modern schools has heen largely abolished in- favor of a

unitary comprehenslve school plan modeled ot the Amerlcan/high/school./“J

RS

Even where the old divisions between academlc and vocational schools are
retained, as invmuch of West Germany, France and Japan, selection has
been postponed and the percentage of students attendlng the academic
schools has vastly increased since World War II. 14 Large numBers of
Europeans now believe that separate schools for able and medlocre students
lead to re1nforcement of class divisions and make for b1tterness and
rancor betweén rich and poor. Finally in this regard, the prev1ously
enormous,gapdbétween'the Unlted States and the rest of the 1ndustrialized.
world in the percentage of young people who attend college has -been
dramatically closed in the *years since 1960. College enrollments have
more than trippled in the United States since 1960, but they havé
quadrupled and qulntupled in many countries in Europe and in Japan.‘ Part-
of this increase reflects‘the spread 'of the ideology of equalLopportunity
frod‘the United States to the rest of the industrial world.

e .

Y
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All these changes mean that the stark contrast that used to exist®
between the egalitarian open access American systems and much of .the
rest of the educational world is less sharp than it was. West-European
universities are now expected to show progress in their admission of
working class youth. It is now cdmmonplace for curricula and teaching

style in Germany, France and England to be attacked as "elitist” or as

irrelevant to' the needs of lower class youth, so that educational policy

™

1
&

in rhpqp“countries becomes linked quibé'explicitly to larger programs of

<" egalitarian reforms.15

TN

But in«its thorough—going egalitarianism, the U.S. remains d1st1nct.'

In affirmative action, in open admiss1ons and in easy transfer of credit
-

between institutions, American higher education has shown a preference for

access, for equity and for equal opportunity over maintenance of a set of

unambiguous and rigorous standards.' Britain s Open Un1vers1ty, by con- -

trast, 'while open to all comers, is especially careful to maintain the
same standards of evaluation as the most prestigious British Universi—
ties. . The provision of opportunityhalone is not, as it has tended to be
in the United States, a criterion of leg1t1macy' or justification for
public expenditure or education in Western Europe.

Pragmatism and Utilitarianism. Many observers have noted that Ameri—

\

cans are by and - large rather'practical-minded people who tend to \see/
N~

institutions in primarily utilitarian terms. Much of the appeal o

-2

education to Americans has been that it has been seen as a preeminently

- useful activity, useful 'in that it provides skills (from fluency (in

b

foreign languages to mathematical competence Or typing), advances ;ca—
: !
reers, and enhances job prospects. After talking to contemporary American

undergraduates, one could be forgiven for thinking that no other concep—

16

o




prestige hierachy of that period,

15

But in most of the world and for -most ¢

tion of education was possible.

£ human history, education has' not been viewed in suchi a utilitarian
. . - i!

manner. The highest prestige and esteem have frequently been .reserved

for subjects which are distinctly, even defiantly, non-utilitarian. The

famous toast at Cambridge University in the 1930s, "To pure mathematics,

may it never- be of use to anyone"! expressed these sentiments exactly,;

Subject very - rapidly became immensely

with the added irony that the
useful in ways that _could not be foreseen before World War II in the

demand for cryptographers and decoders. One 'cou1d 'alm\ost sayv that

throughout Europe and Japan prior to World War II sub3ects were restigious
and laékin& in prestig_ to the

to the degree that they were useless,
degree that they were directly or immediately useful in providing some
Thus in the traditional

skill of a technicalvﬁor applied vari’ety.16,

classical languages had higher status

th“an modern 1anguages, Oriental languages higher than European, Mathema-

tics a higher status than Science, and theoretical sclence a higher

prestige than applied science.
From the point of view of the indlvidual students, of course, studying

these arcrane subject:s ‘was far from useless: the more prest:lglous the

/

ject and the more prestigious the institution at which it was studied

sub
But the

the greater the student ] chance of a high status occupation.

link between education and jobs was through their common relationship to
S

‘'skill that the education provided..

i

lprestige.rather than a particular
British, French and Japanese civil sefrvants were not ra_ined in the public

o administration or "even the history of the civil service.

there were claims made about the moral character and respect for high

»

To be sure,




* o t . o /'

ideals which a traditional, classical education was thought to provide,

-

L~ " but such an educationa wgs never seen primarlly' as .training and still

f’less as the'acquisition f i

[ d,,,

as tpe absorption and 7cquisition of high culture which in turn, was

/

[ -
. _thought to fit applic ntsg for high office. Only Canada .and post-
o, . i
~f»Revolutionary Russia epr?&ent sighificant exceptions to this dominant

/,

pattern, \\\ _ / //vn o
L M Z ) i ’,’ 3

This traditiona

ehtirely abgent in America (one thinks -especially of preparatory schools
A

/,,,)

&

models of »a good educatiOn. - On the on€ hand, a* “good education has meant

:»

s0mething modeled after traditional European education w1th a few minor

154

A, modiflcations. A good education ‘has meant the acquisition of the know-
ledge and particularly the values and tastes of an elite, and is ranked

LR as excellent or indifferent to the extent that it conforms to that elite

&

" model. At the same time, Americans have subscribed to ‘a very different

e
*

conception of a good education: that which is most worthwhile is that
which is most useful and practical. Prestige is accorded to utilitarian

- knowledge because it is useful. Suspicion and even disdain are shown
toward what is seen as useless knowledge.‘-

In many institutions’ (and this is perhaps the genius of the American

_\\\" system), these two conceptions have coexisted rather happily. The 1land

“grant universities of the Midwest, for example, have long offered

distinguished vocational programs in Agriculture and Engineering without

>
\

irectly useful skills.l? It was seen rather -

European ‘conception of education has never . ‘been : .

in the North ast and the high prestige enjoyed by Ivy League universif

ties) But Américans have long possessed two, to some eéxtent competing,




.

‘

"~ in the least consigning Philosophy or History or Mathematics to oblivion.
In many high schools, too, there is a juxtaposition of what, to European

B / i
eyes, are extraordinarily difflrent areas of study. The inclusions of

'\

vocational subJect matter &n the curriculum does mnot contaminate the “

v -

cuirriculum as. a whole, nor \has there been a sharp prestige distinction \
be tween students who take cational subjects and those who do not.

French students bound for the university rarely take typing in high ;
’ N

°

school. American, and to a lesser. degree Canadian students, frequently
o , ; A . o N

do. : L : Y

The greater prestige of vocational subjects is not the only conse-

quence of American utilitarian conceptiqns of education. There is also

o al tendency to see virtually’ all the subject matter of the curriculum in
broadly utilitarian terms. The enormously influential Progres31ve Move-
ment, whether' in its most necent reincarnation in the 1960'5 or 1ts>
earlier manifestations in the 1920s and 1930s, has been very much  °°

- an attack on what was cons1dered to be\the irrelevance of the traditional

Curriculum.18 In contrast to the situation in Western Europe, American}u

©

educational rhetoric_ has long - stressed how education should meet the ’
"needs"” of students and the "needs” oF society, and.this rhetoric has
been employed as a weapon to attack the trad1tioﬂal curriculum and the‘

o 'traditional teaching methods. (We note parenthetica ly that Japan,-after
a strong dose of progress1ve education 'during the .5. occﬁpation, has'
e . I n ~ : :

steadily retreated from progre581ve principals since abeut-1960.) - |

-
o

L Progres51ves have long - argued that’ contemporary literature and
.
contemporary history ‘meet student needs more closely than ancient history

or class1cal 1iterature and that follow1ng the logic of meeting the needs

| | ‘- » | . R “‘.H »‘ ) ) : S . 1
ERIC T T o

B ] . , : B _ i . [, o
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A : ~—

dr»more relevant than any history or~any»literature. ,The-very logic of
Progressivism and its requirement of relevance, therefore, tends to be
corrosive of the traditional liberal arts and even the science curriculum.

Since much of “that curriculum~ is not of demonstrable utility, and a

o ’

considerable part of it clearly bores substantial numbers of students,
one can'well ask, according ‘to this 1ogic why students should be required
study it. During the latter part: of the l960 s and l970 s,'_American
.-educators had considerable difficulty~ responding convincingly to these
'arguments precisely because they tended to  accept their utilitarian
premises. H -

Not only do vocational »subjects, broadly .defined. have ~greater
prest1ge in American schools “than 1n Western Europe'and Japan, but, at

’_

the same time, progressive 1deas and beliefs that education should be

Sl .
PR

~useful t have tended'to produce a more thoroughgoing transformation of the
LS . } - e
traditional curriculum and traditional disciplinary boundaries in America

than elsewhere. .Latin and Greek disappeared early from 'American high
: schools - as did emphases upon penmanship and grammatical drills.'.Ameri-;

can bchools led the way in developing new useful' and"relevant' curricfi

ulum |{in the emercence‘ of social studies as 'a partial Substitute for

- histo y, geography and moral instructionq aﬁdg themdevelopment of new
»'.i

»_\‘q - ,‘ ,.S . rr‘v‘

"sciente” c0urses whichy attempted to’ break down disciplinary boundaries

between'physics and chemisfry or biology, and at the college level

|

ence of business or commeﬁce.‘ "And while t,

gulf between
i

the eme

.America apd Europe’ has closed sbmewhat in recent’ years, we’do ot know

N ©

of any Eu opean country: ﬁmere an hndergraduate specializing in/business

\
would.enjoy\as high a statqsaas a st dent studyingnhistory or mathematics.
Vo . 4\“

\

:
Sonay

4
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In Japan, Germahy and .the Soviet Union, educators are frequently called -
upon to persuade the public Ehat a 'good' education‘ . and a,vo'cational

education (or. that excellence andr utility) ar’e not necessarily incom—,‘-

?

'patible. In America,' by. con‘t':},‘{rast,,,___,s,_gh-ﬂ ex_h [tations are__not real]y_l..,.“ e i

necessary. - ' . -/
’ /o

.Individualism and Authority. A final/American value with important
/ o

implications for edu‘cation is individualissm. By this, We mean the belief

.;/ <

that a society's worth depends on the/ extent to’ which individuals can -

achieve such personal goals as happiness or fulfillment.19 Such ful-
. B »?‘? .

fillment, moreover, is not usually/seen as resulting from workJ.ng for

collective or societal goals (as /1t “is ‘in the official ideology of the

Soviet: Union). Rather, the t‘h/’ust of 1nd1v1dualism J:S that roads to -
h‘ ‘ ' ‘ .

fulfillment or happiness canr}ot be socially prescribed Liberals and

i

“conservatives_have not always agreed on the meaning of 1nd1vidualism - and

particularly on the role ?f government in safeguarding or reducing indi—
vidual freedom.f But: even co‘nservatives, unlike their Europe.an counter-
parts, have not dissented from the American impatienoce with tradition
and emphasis upon yénovation.'zO; Americans are supposed to'innqvate,
not.merely to follow tradition. Children are encoura’ged to strike -out

. on their own and to stand on their own tWo feet. And .authority of mvir'— ;,.jij’.
tually any kind, especially governmental authority, is seen as poten—
tially threatening to freedom and to individual autonomy. o

i:,_,,Seyer;al,__;dirstinctiye.,.if_eatgr_e?s of _American.’ edu,cation suggest the S

impact. of individualistic values. More than other people, Americans have
tended to see the primary goal of schooling in essentially individualistic

terms: to_ help them get a job, to achieve personal fulfillment or self—

i
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i

itizens or to teach a

. i‘,
realization rather Egan as an instrument to unld c
common body of knoy&edge. 1 Especially in recent decades, Americans have
" a "resource” which helps meet their own .
on the other —

)

tended to view s hooling :as-
In/much of "the rest of the {ndustrial world,
d awaken in the

elat10nsh1ps to a commun1ty

obJectives.
hand importa/t stress 1is placed upon how education shoul
Such a sense of obligation

individual a sense of his part1cipation in and T
school '

for example.
where loyalty o the

as in France,
e
e soc1ety

and a tradition
Shex

seems extraordinarily poWerful in Japan,
ery much a part of developing a broader loyalty ror
ts (though with what

becomes 'V

as a whole.

Soviet ‘educators make.enormous ef for
suctess is unclear), to overcome selfishness and 1nd1vidua11ty among stu—
r of collect1ve or soc1etal goals. .

More gen-

cess

dents in favor of a caree
ually every society, " education has been seen as'a pro
schenm of the

erally, in virt

:by which the individual learns his place in-the larger

moral and nﬁterial world, a process of subofdiﬁafion of . .the individual
Learning | /

to societal authority.22 :
nation ex1sts 1n Amer1can schools today.

Some such subordi
and there remain at least vestiges of a

values. and moral max1ms that virtually all ‘
ledge of alleg1ance and the singing of school -j

is not'highly indiv dualized
\ f the -individual to a greater /
)

common body of knowledge,
students must Jearn. The

. " songs still\dramatize4the subordination

r . \ . authority. But if we leave :aside‘ such Aspecial institutions as West

T P st and Annapolis, where preceprs like 'duty ‘and"'honor' -still resound; : Z"“‘*““*T‘

L
the rhetoric of duty and obligation is not much heard today in contemporaryv "/ :
in recent decades educators have spoken !

Increas1ngly

J

American Schools.
. . ..0
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of the “rights™ of students as well- as_.their responsibilities, and of the
obligations of schools ‘to serve students rather than the moral .claims

— mﬁmmm students.23.

Individualism shapes not only the goals of American education, it has

also sh‘aped its’ organization and structure. High school and college.

%3 o :
curricula in America haVe long. been organized into a series of courses,

i

each of which is, evaluated separately by the instructor teaching that
course and at least ‘some of which are elected or chosen by the individual

. student.24 In contrast to the system of external examinations in much of

~

the rest of world, educational 'authority, and more specifically the
authority to evaluate students, is extraordinarily decentralized. ~ For

. . ‘\.‘ s . .
example, in Japan, West Germany, Russia, or France a small number of
. . \\‘ -

~

.examinations taken over a couple Oof "days time and graded by several .

a

usually anonymous figures-‘virtually determinec one's' whole educational, o

fate. In the United States, on the other hand, the. authority to evaluate )

[y

students is spread over a substantial number of individual teachers and

over many years. v

Instead of a system of" relatively uniform or n'ational acadenic B
standards, Americans leave the job of separating the able and the hard .

° working students from others to dozens of individual teachers, each of

‘\‘
whom, of course, may“have\qu:LtT different standards of -his own. And

R < S —

N

- _where. Americans .do .  use. nationalJ tests, .as -when- universities Use SeA Tall

H -
- By

'sgores to help ‘make admission decisions,' the tests are quite unlike

Eur'opean examinations in that there is no firm benchmark of a passing or

v ' l , .
failing mark nor any real,‘- attempt to test knowledge' of the particular St

subject matter whic"'h»has"' been studied and worked up for thé examina-

s

tions. 25 . N . - _ '
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o

A system of examinations sets severe constralnts on the freedom of
,_______——-——4ndtv1dual—teacﬁers’ﬁﬁd—Ind1vidual schools. Much of Japanese secondary

education, and the later years of Russian and French secondary schoollng,

‘

are dominated by forthcoming-examinations. Teachers must teach the sylla—

-

A

bus and curriculum which will be tested in the examination. Teachfng C

tmethods,.partlcularly in Japan, tend to be: those which it is thought
'/ will best ensure the rapid ass1milation of large amounts of material.
And severe- limits are placed on the students freedom of choice. #The

great bulk of classroom ‘time must be spent pre@arlhg ‘for examinations
i .

yhich are offered only in a limited number and usually rather traditional

B, ‘fields of study.

“u B -

Recent developments\do little. to change the sharp contrast between

the Amerlcan (and Canadian) course credit system and the national or.

. : . .
" regional examination system of most of the rest of the world: Over the

past twenty . years,. the authority of the traditional. curriculum- has

. generally declined . and the amount of student choice increased in most
% : n}
' soc1et1es, but they have been kept severely in check by the limits imposed -

by the examination system.' French students can now offer a’ greater

"

variety of subJects at their baccalaureate ex mlnation, German students

[4

recently have begun to enjoy more choice in t subJects for the1r Arbitur

N

(academlc school: final) examinations, and th number of.subJects in whlch

the Brltish student can take the "A" level G'neral Cert1f1cate of hducation

[

1

examinatlons has. greatly increased. But deci51ons to add new subJects

are. made by national or central educatlonal authorities who see themselves

as guardians of{educational standards/and who are often acutely sensitlve

.
i

- !
to the charge that any innovation means a lowering of standards. Demands
-—x*g / - N

’ that the curriculum be'made more/relevant or responsive to student needs, -

» )
. /

'y

é o .




. .v~¥¥— e, are met only after well-established. educational authorities

Al

— e ——

have placed their seal of approval on them.Z26
: \

By contrast American secondary schools and un1verS1ties have become

verltable supermarkets of educational ch01ce. ‘The traditional liberal
. ES T . “ - \ X
arts curr1culum never had the. authority that it enjoyed in Europe. 'Nor

w3
cog

was. its legitlmacy prevented from eros10n by central guardians of educa-

v . «

tional standards. iIncreasingly, therefore, American education has been

- e . \

Py

to a partlcular discipline or course, of study but as a series of ch01ces

made by individuals in accordance with'their needs. There is di'ssatis-

y
N

» N

. ‘common course of study. But there are few signs of consensus 'as to what

that core . should be, and consensus is ‘a prerequisite for a reversal of

recent trqnds. Iron1cally, both deeply held ind1v1dualistic values and -

!

\

undermine attempts to‘prescribeia fixed coursg of study or an unambiguous
set of educational;standards. o : ’ o .

~Our revlew of -the educational 1mp11cations of * séme maer American

values has 1eft us conv1nced hpth of fhe 1mportance of these values in
\ h \ )
shaping the American educational systém and of their d1stinct1veness.

{
| -

_«\— sociefdes, Americans have held different cultural . assumptions about ‘what

\ education is forband what its outcomesfshould be. Americans have‘tended

\to see .education as a means to- - an end rather than as a good in itself,

-

have been far less overawed by the prestlge of high culture than Europeans

< . '

and have been reluctant to prescribe in any detail what any well—educated"

..

wWe . . e

i v : ]

seen in ind1v1dualet1c and anti—authoritarian terms. .not as subm1ss10n~.

faction among many at the d1sappearance of a ¢éore. curriculum and a

i_ithe,decentralizedl,chatacterAHot _Amezlcan-educational author1ty work EO— e

Onel might say that, compared to people in ,other advanced industrlal'




edu\cated" person should know. They have seen schooling both as -a way to

achieve success and mobility for each individual and ‘as a way of achieving.

~
’ A N

a. more egalitarian society. Viewed separately, of course, none of these
beliefs is distinctive, but seen as a complex, these values are .clearly._v
distinguishable from those held by much of the rest of the world’ Let
‘us illustrate this theme by contrasting the American values and the . S,

educw SYStem with those of societies about which little has been:

-

said thus far, the Soviet Union and Japan.’

Soviet Educational Values. The:°Soviet Union and the United States:~

‘ have a number of apparent s\n{larities. both are societies born out of o

' revolution which consciously attempted to. distan‘ce themselves from pre—
>, .\ by
vious tradltion, both value egalitariani\m and emphasize the importance'
) \
-and dignity of . the cOmmon man; and both have~=~instrumental views of

~

— .___.,___schooling so-_t:han -vosational education»enaeysﬂgreater off‘xcial 'prestfge*ff‘ k

| _ .
than. in Western Europe.27 Soviet educators made a conscious effort to

,\_ ! ~ -

cripple the prestige ,of the ’traditional curriculum and to increase”-

respect for manual :%abor and for°techtfical and vocational skills. At
. . o AN} . .

. the same time, therel were drastic. attempts to reverse the previOus tend‘-'-

ency towards the virtual exclusion of low status students from uniVersi—'

I

ties by a, policy of favoring the children of manual workers amd excluding

)
the children of former businessmen. In this early period, much of the'

language of SOViet educators is reminiscent of ‘American progressivis»m -

and of John Dewey in particular.28 There was a strong thrust to break

“down‘,the barriers beWeen life and education and between school and

"work, and to abolish the @ld disc1plines in favor of a newer i-nterdisci—’

N
) ]

plinary curriculum.-
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It ‘seems quite clear, Kowever , that the Soviet system has retreated
a great deal from its earlier commi tment to these values. Stalin restored

the traditional disciplinary boundar1es and ended much of the experimenta-—

e

T

;tion'of/the l@20s-with the integration of school and work. Krushchev

attempted to reviye compulsory manual lapor for univeristy students, but
this effort seems to'have.failed.29 In pedagogical style and in curri-
culum content indeed, the contemporary Soviet system'is deeply hierarchi-
cal. Students have little ¢hoice in what they study, teaching met hods
do not- encourage ;student° particlpation,b and the cur1iculum is highly

prescriptiye and centrally determinedg Examinations, though of a face-

3

to-face nature, determine admission to a university, but access to presti-
. ,‘o
gious institutions remains’ strongly connected to possession of privileged

status. The implicit values’of the Soviet system, with its stress upon

authority and hierarchy, are’ rather close to those of the Europe of the
l950s and far removed “from the contemporary U.s.30

The greatest difference between:Soyiet educational values and those

of Western Europe and America is clearly the stress upon collectivism as
-

an 1deal. Sov1et educators stress repeatedly that’ their first objective
is to make Sov1et c1tlzens who live uﬁ to the ideal of socialist man.
The 1deal citizen keeps the welfare of the collectizgﬂ;>uppermost in his

mind and is constantly willing to sacrifice 1nd1vidual interést on behalf

<

of that greater good. Soviet children are taught the parable .of a

F)

twelve-year-old boy who, on dlscovering that’ his father was concealing

-

his own pr1vate plot “of land in def1ance of laws requiring collect1vizaj

"tion informed the authorities and, it is hardly necessary to add, saw

his father executed for the offense. Such shunning"ofAotherwise'admi-




rable filial piety in favor of a higher’duty to the collective exempli-

fies Soviet virtues.31

-

* In addition to such explicit moral teaching, Soviet schools try to

harness the energies of the peer group to impress students with the

3

3 importance*of the collective rather than their own selfish interest.

There is._ competition w1th1n classes of students by rows as well as
/

1nd1v1dual competition. Able students are expected to help those failing
with their work. There is a close articulation between school clubs and

societies and the nationwide organizations of Sov1et youth the Young

Pioneers and the Komsomol.

Reports by Western observers of the effectiveness of this system in
instilling loyalty to the collective vary a great deal. ~In the earlyt
l960's, Bronfennbrenner described what he claimed was a highly effective
system for enlisting the energies of the peer group in support of school

vand official goals. He argued that in America, by contrast, there hao

i ' been a massive erosion in society's control over youth since World War ~
I1: family, youth organizations, and .school organizations having lost
their effectiveness with the result that most American youth were, in the
early l960's, aimless and  bored. 32 Quite explicitly, Bronfennbrenner
points out the Soviet Union as a model of how to enlist youthful energies
for societal goals.

- . Hedrick Smith, on the other hand, who both spoke Russian fluently

. and whose children went to Soviet schools, paints a very different picture

of the system in the mid 1970s.33 Smith reports that older students hold
as cynical an attitude toward the Russian school System aslother Soviet

citizens hold concerning other Soviet institutions. He notes that al-~

though the official prestige system rewards students who support the
' /
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practice of informing on other studenes who break school rules, informal

preseige among students is not allocated on this basis. Smith argues —_/>
that:the ideal QUalities'of the new Soviet man have little resemblance

to how Sbviee youth behave with each’ other. The> dffference between. 7 !
Smith and ﬁronfennbrennerﬁmay reflect a ten year gap between the visits

of the two meni but it may also arise‘from the fact that Bronfennbrenner

was .confined to classrooms seleceed by the educational authorities. We

tend‘to think the Smith's account conforms more closely to current reali-

ties.34

‘We think it reasonable, therefore, to speak of "the Soviet system as

one which. is questionably effective in transmitting its key values and

which is characterized by a large gap between of ficial values. and imnlieit

. -

values. The ° fierce competition among individuals for admissién to :
universities, the authoritarian character of teachlng methods, the rela—
tive lack of discretion and chOice in the curriculum for students = all

display an implicit message which is rather different from the Offlclal

values of the Soviet system. ;o » -

Japanese Educational Values. The Japanese educational system pro-

vides an instructive contrast to both the ‘Soviet and the American. What

is perhaps most notable about the Japanese system—4and this seems true
of Japanese industry as well as Japanese educational institutions—-is

the amount of cooperative and selfless behavior which is married te a

fierce competitive spirit, a combination which seems contradictory to
Westerners. }n a number of respects,<ironically; Japanese school chil-

dren display the qualities‘tnat the Soviet system hopes to encdurage in NS

their students.
. ?

FRIC
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Japanese schools, for example, have virtually ‘no janitorial staff.35
. Students and teachers are expected to play the major role in cleaning
buildings and serving 1unchtime meals. The more able students are
expected to (and .bv all accounts do), help the less able students with

-

their wor}c. Japanese school children, furthermore, “yearn for the day
'when they can"don (school) uniform which gives them identity and“sta—
tus."36 High levels “of  participation in schoo,l clubs and societies,
weekly school .assemblies where songs are sung and inspirational messages
read, and the importance of .friendships made in school for later life -
all these are .evi,dence that school solidarity ~and school spirit are
stronger in Japanl than ‘in either the Soviet Union or‘ the contemporary
United States. Even the examination system, with its fierce competition
for ‘scarce places at prest1g10us secondary schools or un1vers1ties, does
not appear to undermine peer classroom OT school solidarity/ ¢ The
eicamJ.nations are national so that it is theoretically possibl‘é, though
unlikely, for a].l the students in a part1cular school to pass. Further-
more, unlike the case of the American grading syste\m, one's owr failure

does not imply an acquaintance 's succesSe Japanese chool children

are encouraged to work for the honor and glory of their school their

N

\

lass and the1r family in these examinations.
‘ The Japanese educational system is a good example of the prem1ses
with which we introduced this section: that official statements of purpose_-
or objectives are a much less significant guide to ‘the messages and ideals

conveyed by school systems‘ than the long-standing values of the culture

as a whole. Du.ring'the American occupation, Japan promulgated a new

I
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Fundamental Llaw of Education which replaced the objectives of "1ovalty'
and filial piety" and "national unity"” with’the distinctly progressive
ideals of lfull development of thelpersonality," “individual dignity,"”
and "independent spirit."38 The emphasis on duties was replaced with an
emphasis'on rights, and the stress on vnationalism and patriotisn1 was
X changed to a new emphasis upon the -United Nations and International
cooperation. Under American pressure, the schools‘were‘radically decen-
traliZed and elected local boards were established, much of “the tradi-
tional "morals' curriculum was replaced by American style social studies,
and the traditional teaching method of dictating the text was much criti—
cized and officially abandoned 39 . In the early years of the Occupation,

the Japanese, ‘who were in no position to resist, embraced virtually all

/
of these and other recommended changes (with the notable exception of

L

2 the Romanization of the alphabet) 4O Junior high schools were esta-
‘blished, comprehensive high schools began to replace the old separate
vocational and academic schools, ‘the curriculum was radically‘revamped,
and new educational objectives reflecting these more progressive ideals

. were drawn up.

Some : of ‘the American influenced proposals——the decentralization of f‘
education, the establishment of comprehensive high . schools, the abolition

"/ of the teaching -of Japanese mythology—-were virtually stillborn and

; // . disappearéalsﬁortly after the Occupation ended.: chers——the recommenda—

f/ h' tion for junior high schools, the broadening of access to higher educa—
tion, the introduction. of coeducation—~were‘adopted enthusiastically and
are now successfully institutionalized. But a number of proposals whioh

are embraced by the Japanese have come to be interpreted in a rather

different spirit.than what -their original American advocates envisioned.

-
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One‘of the innovations'in the:social~studies courses was the establish-
- ment of discussion of social issues, hut that discussion has remained a
search for‘ the' “correct” position ‘rather than an airing' of diverging"
points of view.al It is still likely to be dominated not only by the
teacher but by the position advocated in the approved textbook chosen by
the Ministry of Education in Tokyo. No doubt teaching styles dld become.
more flexible in the post—war' period but even as late as the 'early
1970s many teachers dictated from the text and students were expected to

)

memorize vast afounts of material. At the beginning of the first class
period, furthermore,gstudents‘in many'classrooms still rise and chorusv
"Good morning; teacher,"vand at- the end rise‘again,ibow, and thank the
teacher for the lesson. Student-desks in'Japan are still almost  uni-
versally arranged in rows rather than in c1rcles or in horseshoes; and
teacher desks remain on raised“platforms symbolizing their high
authority.42K “

Implicitly, therefore, Japanese schools are conveying very different
messages to their students than'those which were intended by American
progressive educators during ‘the Occupation. They imply'what, to American

yes at least, is an extraordinarily high level of deference to authority:

a sense that the individual has very serlous obligations towards the

_community, the society and the school before he may indulge in private J

i{nterests. There is some evidence furthermore, that Japanese children
are very satisfied with this'particular regimen and that they believe

‘what they are taught§43
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-THE STRUCTURE AND ORGANIZATION OF EDUCATIONAL SYSTEMS

_ . -
/’ : ‘ The Control of Educational Systems

a4
P .
] e . .

‘One way to compare,the locus of power‘and control in educational
sys tems would-be to provide a kind of organizational chart for different
countries. Thus, in centralized systems, decisions could be shown flowing

(I

down- the organizational hierarohy from Ministers of Education to regional

to teachers and their students. In decentralized systems, a morelcomplex
model could be presented showing how, in theory at least, grass roots
support at the local level affects, day to day/educational decisions, But

we think'such a formal approach is,often misleading as a guide to how

important decisions are actually made.. From a strictly formal point of

view, for example, Japan.c. "1950, with its "locally elected and American_

'inspired'school boards, was as decentralized a system as ‘the Unlted
\‘:' States in its educational decision-making.44 Even by that time, how~
ever, éffective power had reverted to the Minlstry of Education, although

chool board elections continued to be held. ' o 3‘
Instead of this formal approach, therefore, we'would rather offer

~judgements concerning the effective locus of power in such matters as

'

school organization, curriculum and personnel policies. Viewed in this

way, the Soviet Union, France and Japan stand out as highly centralized
systems where virtually every important educational decision is made at

the national level. ' England and Germany, though very different from one

another,"are cases of mixed local, regional and ‘central control. And in g

this respect (as in so.many others),.the United States stands, with much

L . . . -

administrators to~school superintendents (or their equivalent) and then

\




of Canada, virtually alone at the other end of the continuum, as perhaps‘
the only remaining__ exange/of 'an educatio‘nal system’ where local control
is usually ‘decisive. Although (the detisions of state and ,f_ederal courts,
in recent years, have increasingly had an impact on standards, funding,

and other matters, considerable local and pop\ular control is still evi-

-
a

dent.

To the extent that power to make educational decisions is central-

ized, the role of parents and of loecal c mmunity opinion, is ‘minimized.

'In the Soviet Union, for. example, parents| avre often criticized to their

face by teachers for their child's shortcomings--for allowing the Chlld

- to stay up late, or for failing to insist; on homework. In considerable

- part, this relationship reflects the -rela ively weaker power of parents'

and the greater prestige of teachers . th t seems to be associated with

centralized systems. Japanese,/ﬁoviet and French teachers are in fact

civil servants, paid a salary. by the cen,tral government and enjoy’ con-

o
siderable independence from parental or community control.45 Teachers

career paths often involve cons1derable geographic mobility. A French
secondary teacher, for example, might expect to begin a career in a
small provincial town as _one of two subject matter specialists in the

school, rise gradually in a series 'of jobs to department head, and end |

a career as a vice principal or principal in the largest sthool in a big

city in another part of the country.46 In these respects, the teacher

lives in the community but is not, in the American sense, a part of the

community. .
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In these three societies, the curriculum is also‘centrally deter-

*_mined. In Japan, for.example, ,great deal of effortvis made to create

the best and mos t "objective" textbook which then becomes the officialsi

J \

textbook for a particular course .of study throughout Japan. Textbooks

and curriculum guides are similarly uniform throughout Frarice and throughﬁ
out. the Russian republic. It is’ not only the students who have llttle
) N \ . N

choice; teachers and principals also have little control over the

curriculum.

Central control of education means that educational change, when it
occurs, is likely to be planned change. ‘hugrea; deal of;this‘planning
has taken place in Europe in the last 25 years.47 While the expansion of
hmerican four year colleges after World War I1 and the extraordinarily
rapidigrowth of junior colleges and private vocational schools was, in
consideyrable part, a market _response to student demand, the European

expansion of higher education has been shaped by professional educational

planners. New ‘universities, polytechnics and technical schools were

_created after World War II as part of what was in many countries a national

plan of educational expansion.48 Planners' conceptions of likely future '

educational needs as well as polltical pressures and - student demands

helped -shape the expansion of higher education in much of Western Europe.
Planners projections were frequently wrong-—student demands shifted
educational fashions .as to what was relevant and worth studying changed,

and the huge increase in demand for college graduates, which was antici-

‘pated in the l960s, failed to" materialize in the’ 1970s. The'British

government,_to»take one example, is now engaged in the painful task of

©

partial or total elimination of a: numbev/ of the institutions that it

. li v
7
i ;
. h
. /
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“ries of intellectuals than do decentralized systems.

ERIC

: o :h . /.
created in the <1last quarter century.49 This suggests that /planners
cannot necessarily forecast the future better than the market. f

: _ _ - - N
Central educationdl planning has also been important in the trans-—

N -~

' formation of secondary education since World War II. 1In virtoally\every

P

country, there has emerged a recognition that separate schools for able

/
i

_and for less able students tend to 'work to- the dJsadvantage of low status

children, and ‘that access to schools should be' democratﬁzed and made

less selective.20 wIt is not clear that these beliefs were held by the

mass of the populatlon in most countr1es, indeed there /is considerable'

Y - /‘ ! Ry

ev1dence from a number of countr1es of deeply felt oppos1taon to the aboll~
I' ./J :

tion of the old separate college preparatory schools and‘their replacement

by comprehensive schools on the American model. In/#arge part, educa~
tlonal change in centralized systems does not originate from_ popular
op1n10n as much as from theor1es about how to achie%e equallty of access

I

or to discover -’ talent. Centralized systems provide a greater role for

‘educational experts and educat10nal planners and ko the ideas and theo—

/

51

In most of these respects, the U.S. offers the greatest possible

f

contrast. America does not have- a federal /system of, influence over

education as much as local control: In a very real sense, prlmary-and”

A

secondary schools are creatures of local government and ‘of popularly
N ; / .

elected school boards. Local property'taxes continue to' supply slightlyv

over half of all elementary and sZcondary school revenues, with the

- wealthier districts contributing rather’ higher percentages and the poorer

'

districts rather lower percentages. In recent decades, this percentage

’

has been reduced (even more sharply in Canada);\ State and federal,go%ern—

. .

ments have greatly increased their influence:over education, particularly
i : i B

- ' .
. <

. . . !
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in the areas of minority education, busing, and in the education of the

handicapped 52 _But although the states control‘teacher training and
specify.curricular guidelines, they do not employ teachers or hire or

1

fire principals. Nor do theyxusually,decide'whether sex education should

be taught in the school or whether;Lady Chatterly's Lover should be in

the/library. In a- way that would be incomprehensible to most Europeans

Vo

and Japanese, many American high school principals must worry least

their teachers be found'in compromising positions-and'canibevfaced with

v

demands from angry' parents for their ‘abrupt dismissal on grounds . of

‘moral turpitude. |

Local'control tends to be associated with low status .of teachers.
American teachers are believed to be ‘answerable to the local community

and«pamenfs in particular both for their own and their students'hconduct

- and performance. In contrast to French or Japanese teachers, contemporary

American teachers routinely  seem to suffer from-,harranguesz of angry

parents, even "if demands for their behavioral and moral conformity are'
%z

less' exacting “than was the case 1in the past. And although in large

cities, both the pay and professional autonomy of teachers are somewhat

more favorable,‘given the current condition of local finances and the

public's current disillusionment with schooling, the‘prospects for Ameri—

A

can teachers nationwide can only be described as dismal.?3
‘Local control of education has‘also accentuated the utilitarian and
vocational emphasis described earlier. The vocational thrust of American

high schools has long been noted. In thei »study of Muncie, Indiana, in
_ : 5

the 1920s, for example, ‘the Lynds pointed\dut that, perhap's because of

1.
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the higher Xwages they could command outside, vocational, and 'shop'
teachers weﬁg paid mbre than the rest of ‘the teaching staff and that it

Eq s
was the vdcaﬂdonal curriculum which was most stressed by the school on
. . .

civic and cerémonial occasions.54 Although these tendencies have been
0 ;.& .

reduced in recént decadesm as smaller schoodl districts have been consoli-
7 ) 4 . . .
v dated into 1arg r ones and cosmopolitan ideas previously restricted .to
,sthe large citie§ have 'spread~ throughout the society, large numbers of
?

hlgh schools must still gain local political support for scarze\hevenues
. B
’
by stressing how kheir educational programs are useful in a quite speci- -

St e

fic vocational sepse._ American schools must justify and explain their

- .

activité::vzo loecal business elites whose view of education is likely to

‘be more rrowly Tocational than that of the national’ elite -to which more

FoL ) =

centralized systems appeal.

~

The decentralization of the American system finally makes long range

educational planning-or even a national educational-policy'difficult if
[ not impossible. It is both significant and ironic, for example, that we

are presenting this paper in Washington and not in Springfield, Illinois,'

Jackson Mississippi, or Austxn, Texas. Educational expertise*and new
. 8

educational ideas are concentrated in this*éOUntry, as elsewhere, in the

- same places as expertise and new knowledge in general: in the large

- Y ' o .
cities, in the central government\ in the  major universities. State

governmfnts (with the conspicuous exception of California), do not rou-

e .

tinely commission papers on high "school physics in Russia or in Japan.55
Whatever many virtues they may possess, statehcapitals (unless they are
v in the largest city) are not usually full of,the best educational talent

in that particular state, _still 1ess in thea~nation' as‘ a whole. The

1rony, of course, 1is that the states and the local communities have the

o sy




power‘to introduce such innovations as new certification -requirements
for high school teachers of science -or to require that all students “must
- ‘take a serious mathematics .course_or study a foreign .language in order

to graduate from high school.' Thus, there. are severe' limits in.~the

- be addresed nationally.56

’ -

E‘Selectivity of Educational Systems

.
- K . N ?

. States has ‘an extraordinarily non-selective educational system. In the

possible for*'a mildly pers1stent but singularly untalented student to

complete high school attend -a two year ccollege, transfer to a four year.

a

institution and obtain a bachelor s degree. Virtually every other society

~

places a series of checkpoints along this path s0' as to screen out' the -

«

examinations repder it unlikely that ‘such a student would achieve a
university place. In the unlikely event that this occurred, examinations

o at universities would <screen out the student’’ before graduation. In

© -

Germany or Japan, furthermore, this hypothetiégl student would probably

not’ be admitted to the academic preparato;y secondary school, and thus,

,v would have almost no chance to attend a non-vocational higher educational

’

institution.?] ' A ” v -

K

But'this example oversimplifies a complexv‘matter.‘ The contrastv

between the American and Canadian sySSEQS and those of most other societies

,in this.regard‘is really three-fold. First, the American system permits

extent to which national educational problems in é%f United States can .

. ;(4“ .
Compared'with virtually all other industrial societies, thé United °

United States (and virtually nowhere else until very recently), it is

less able -or determined students. In Britain and France, a series of_

PP
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or encourages high-percentages-of students to remain in the, system for:

i - . . .
long perlods of ‘time. Second, the American system tends not to‘erect

clearlyfmarked boundaries between high and low status education either in

Vo [}

bthe form of sepa‘ate schools or in the form . of impermeable divisions

within schools. Fi ally, the American system tends to select by attrition

" rather than examinatiyn. American students tend to drop out as ofLen as

o L A}
they are flunked out.

-

‘Although America remains considerably ‘ahead of the ‘rest of the worldaz
in the number of years that students spend in schooling, the dlfferences
" have narrowed dramatically. Japan and the Soviet Union, for example,bnow

approach or equal American rates for secondary completion.58 The expan—

¢

‘sion of higher.education“in virtually all countries has been even more

&

rapid, than in the United States, so that ,by the end' of the l970's -a_

number of countries began to approach or surpass the ZSA rate of atten—_'

¥
dance ac‘nieved by the U.S. in the mid -1960's. In much of \\Europe and

»Japan the size of, the more prestigious institutiorm has greatly in—'_

L3

creased——Rome as the most extreme example, now has over 150 OOO students.

This expansion has been accomp?nied by changes in how students are

selected. Early selection for an academic secondary school has been '

,feither postponed or abolished entirely. Some societies, notably England

and Sweden, have - dopted a comprehensive secondary model _in which

selection occurs within the‘institution. »dthers, like Japan, have kept

the division between the academic,~more prestigious secondary school and

r

the Vocational -school but have introduced comprehensive schools for the

junior high school years. In viﬁgually all societies, furthermore, there

. 1 . N
¢ PR . - . o &
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has been an expansion in the percentage of - students enrolled in school$

N .
&

or curricula which are academically or college oriented.. At the secondary
-e : i

as well as the postsecondary level, the problem of selection has been

addres;sed p_artly by alTowing more students to take the same kind of

-

curriculum ‘that was previously reserved for the small minority. ¥
Despite this evidence of ' convergence between the American system and
the rest of t:he industri'alized world, the dif ferences remain profound.

. N _ EE
Access has -been democrat1zed almost everywhere, but tHe process of

democratization remains controlled by ?aminations which imply the exist-

ence’ of agreed upon academic standards. Examinations, in turn,  mean

that boundaries between different kinds of inst':i‘tutiions and between
. N B i ‘

curricula within institutions areo- relatively imip_erme'able. At _first

- sight, for example, comprehensive schools in England ‘may resemble Ameri-"

can comprehensive schools¢59 _ Certainly they aim 'to overcome the klnd-

of rigid divisions -between ‘curricula and students_ which character1zed

the difference between the old academ1c preparatory '“gramm'ar' schools

and the Vsecm‘W between one third ‘and half of

the student body in the new comprehensive schools age. preparing for the
relatively prestigious General Certificate of Education Examination ande
the remainder for the much less prestigious Certificate in Secondary
Education, and sometimes, for no examination. The difference in the

curricula appropriate for ~preparation for these two examinations is
substantial. And since the curricula are different as‘ a whole--in Math,
English, History, and languages--they -are difficult to move between.

!
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This tendency toward impermeable boundaries which is characteristic -
of examination based systems is also visible 'in higher education. Ameri-

. can universities, with the conspicuous exception. of Harvard allow the
. . 1
'ready transfer of courses and credits from one institution to another.

'Thus, students can move sharply upward in educational prestige from a
community college to a major state university because of the‘-l (probab y
» f1ctional) assumption that an introductory biology course at both insti-
tutions is _comparable. In the American and Canadian system, courses and
credits are a ki:nd of currency, which, with minor exceptions, is accepted
A o
virtdally everywhere. 'But elsewhere, with the possible exception of
West Germany, transferring between inst1tutions tends to be difficult.60_
. 5 .
.,Difficult and demanding ekaminations either before admission (in the.
Japanese case) or before graduation, separate .the more prestigious insti-
tutions from others as guardians of high educational standards, standards
which would be threatened by easy moveu@nt from lesser institutions.

Because of the existence of examinati'ons, t,herefore, selectivity
takes on a different character outside North America. Courses and credits
"create a system of equivalence of the knowledge or skills acquired at
different institutions or by different students within the same institu—
tions. Differences in prestige exist, of course, but they do not
approach the sharpness of the differences between institutions in other
nations. . Examinations, by contrast, often tend to be' associated with

~

almost caste-like divisions between institutions and sharp distinctions
v :

betWeen those students who are preparing for prestigious examinations

and those -who are not. Thus, in Ontario. in the 1960's when the old
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British inspired'seéondafy school examination system was still in place, °

divisions between tracks or streams of the high school were equivalent
to the division between szaparate schools.fl With the replacement of

examinationsqby a course credit system, the boundaries between academic

£

[

and vocational tracks were reduced.
‘All these differences are differences of degreé, not of  kind.

Community colleges, for example, complain that their uniQue.missioh‘is

not sufficiently appreciated and that they gre reéaraéd merely as inferior

‘kinds of colleges. American high school students eﬁfolledtin primarily

>

o

vocational courses may feel that there are virtually_cééﬁe-iike divisions
5 - . . A ;

°

‘bétﬁeen them -and the sEudents‘_who will bé ‘gbing ton to: college.. The

» A}

American system of education exhibits a Hierarcbyiof prestige. - Some. Amer—

ican students still feel exciuded from any activities that are highly
valued, many studepts fail to make the grade in their freshman year in

college, and in some states a goodly proportion fail high school equi-

valency examinations. e ‘ o ’_n“;~«ww
But the contrast with Japan,hFrance or England is still significant,’

In all these societies, the hierarchy of educational ﬁrestige among

institutions and between curricula is more clear cut than -in the United

.Staﬁes, And perhaps psychologically more important, the experience of

failure and exclusion is more ﬁrevalent.' Not only a?e students excluded
(some‘choose to exclude theﬁselves)‘from sch;ols or tracks which prepare
for particular examinations, but éxamination failure is common.‘ A tiny
percentage pass every hufdle and'%gradﬁate with high hoﬂors from the
Universities of Cambridge,'ngord'or the Sorbonne. But the great majority

fail at some (uéualiy rather early) point in this journey and>learn in a

rather unambiguous way that "they are not good enough.” These blows to

o 43
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self~estegem are the price paid by T

AN

selectivity and

|

system of high

unambiguous'educational standards.62
‘ ' ’j i ‘
N ,OUTCOMESKANDH;MPLICATIONS ;
Comparing the—ﬁnﬂiomes of ¢ différent educationaL/systems is rather- |
F1rst, the differences in select1v1ty '
L
I

between

like comparing apples and oranges.
that we have noted make any comparisons of educational attainment
the U S. and other countries very d1ff1cult. In the mid- ~-1960s, for |

mong 17 year olds. in Germany, f

‘example, comparing mathematé;s achievement a
ar1ng the achievement of somewhat less

France, and the U.S. involved comp
in France and Germany w1th somewhat over 70/ 1n‘
. ¥

‘than 20% of the age group LN
the age group 1n the U. S ' Most American 17 year . olds 1n the mid—l960s

» mathematics.63 In mucm
q

continued to be in school and continued to study
far fewer 17 year olds were in school a
|

of Europe, on the other hand

and of those that remaine

USTE-

all,
having started to specialize in other subjects.
ring the performance or achievements of college studentsvis‘even

achievements of students

Compa

in

compare the
selective and wherenall'students have

students in

more difficult. One cannot

un1vers1t1es which are both h1ghly
specialized early and intensively Wlth the achievement of
Which system

selective American four year: inst1tutions.
w one ranks the various

typically non-

prefers depends on one s values and on ho

intensive specialization, general -

one
goods™ of‘equal access, opportunity,

'education and educational standards.
parisons of different countries are treachero

Second, com
in different societies.

ional obJectives are weighted differently i

educat

us because:

d d many were 1o longer stuc study_ g mathematics;
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It has become fashionable in the last few years, for example, as it was,

fashionablevin the 1950s, to lament the decllne of literacy.64 Fr:e—

quently, this seems to mean the 1ncreasing use of 1nelegant or jargon-

~ laden phrases\as well as the increasing incidence of grol;esque grammatical
\

-

or spelling errors. qFrench or -British or German students, it is of ten
sa1d, are vastly superior in this regard. _ But while this is perhaps

true, it is also qu1te m1slea1ng because it assumes that American educa-

tion, and American society, in general, places as h1gh a relative value

on cult1vated and elegant speech and writing as do_these other socie-

ties. Outside of relat1vely small llterary c1rcles and a few prestigious

"-un1vers1t1es, however, this seems hardly the case. American pres1dents

. do not (as a French pres1dent recently d1d) appear on a ‘T, V. literary

. . - ' .
game show to demonstrate their knowledge of poetry. Elegance and’ refine-

s v

ment of style,~ as John Simon a\'\t{ Williém Safire polnt out v1rtually

'every week, are not widely practic d or emulated in our media.on public

‘,A

platforms or in our classrooms. Ame ican students spend little if any

time writing preéis ‘of the work of famousAa.uthors and infrequently

N

F .
write esays whose evaluation depends upon their clar1ty and elegance.’

Closely related to this theme is the problem of standards in American
v

educat‘-i{)n and the difficulty of comparing systems wherestandards are

3

~essentially imposed upon schools by external ekam;inations'\ with systems

. where standards must- arise out of m}"'riad decisions of individual teachers

»

balanc1ng the clalms of academic rigor with all the other ob3ect1ves that
«th“ey' wi_sh'_evaluation to accompllsh. For all the current rhetoric about

_:Ecco”unt:abilj;ety»of‘teachers and schools, it is far 'from clear' aga1nst'
which standdards American teachers can or should evaluate students. since

- <
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no external criteria of excelIencp or high achievement are universally

accepted -or even available.65 Lacking such an external standard, vir-
3 . L .

&

tends to be a moving one, rising and falling as student achievement

rises and falls. And these grades, of course, must serve the function

not merely of evaluation but al$o of’ motivationﬁ an objective which
' could hardly be acheived by failing one-third of the student body - as
many examinations in other countries routinely do.

<

If we define excellence as the maintenance of high academlc standards

(and that is one, though a limited definition), one could say that the

[y

whole thrust of' the American educatlonal sYstem is in a rather dlfferent

tually all that remains for the gyidance of the evaluator are the actual -
achievements of a teacher s current students and the remembered achieve--

: ments of,previous students. The American}standard of grading,]therefore,_:

e direction. Other values, such as giving encouragement to the average
. . )

student motivating the less able student, and’ meeting communityvdemands

for useful knowledge ’/ave historically taken precedence in Amerlca over

the maintenance of centrally determined and’ unyield1ng standards against

which both students and schools could be measured, Con51der, for example,

T

the likely reaction if faculty at leading universities were ‘to devise

and perhaps even grade examinations for college students at unselective

S i

. universities, community colleges or high schools. Yet, this or somethlng

&
.Jn

rather close to itf is standard procedure in Endland and several conti-

nental European countries where the maintenance of standards is of great

importance.

-For all these reasons, therefore, comparisons of educational achieve-

o,

ment in different societies are extraordinarily‘difficult. Since it _ is

our understanding that .others are reporting on these differences, we

-]

r

'
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-simply note here that such comparisons are generally not to the advantage

of the UjS. even after adjustments have been made for,'selectivity.66

In achievements in science 'andlﬂmathematiCs, in particular, American

stuHents fall behind those of most other industrialifed‘countnies and a

considerable way behind Japan, a c0untry which managés to achieve not
3
only high achievement levels for the minority of glftedvstudents but high
67

E3

“~

average achievement as well.

if achievement levels in American schools are generally low by com-

parison with those in other industrialized societies,-this may reflect‘

)
differences in both curriculum and in the amount of homework ass1gned.68

By comparision withh the Soviet Union and Japan,'American students tend
E < - *

to spend relatively few classroom hoursistndying the sciences. in a sys-

temmatic way, far less time in mathematics, and appear to Be assigned -

perhaps'half as much homeworkkas'Japanese and Russian~students.69 And -

‘e

while comparisons with countries which encourage earlier specialization

are highly problematic, it appears that here,'too, American high school

*

3

students do not work very hard and_attain rather ilow leveis of.mastery .

of most subjects. : R -
. i ' ’

Py i

In considerablea part, as we have repeatedly . emphasized, these
i i ) : . .

differences result from cultural emphases and the organization of American

education rather than “from what might be considered a' failure in the

system itself to deliver what it promises it can deliver. Thus, it would f

| X by

be foolish for us to become righteously indignant because French or British

students achieve high levels of liteéaryAproficiency while ignoring the

3 . N

"fact that French middle class adults, by comparison with Americans, are
singularly incapable of a simple home repair; We can deplore the pragmatic

values which produced these different outcomes, but it seems profitless to

S 47




46

+
o+ - . ©
i [

. claim that ‘the schools are failing when such "failure" reflects .long-

standing priorities and preferences iq American culture. Criticisms of
the relative absence of foreign languages in Amerian schools, for: example,

often .seem to ignore the fact of a more\general societal lack of inter-

1
t

est in events.occuring outside the English speaking world: as well‘as.the
lack of kind of obvious immediate utility that,~for example, a foreign
language has for a typical Dutchman.70 No doubt Americans should be
less.insularfthan they are, and- it is:distressing to. find evidence which
lsuggests:that they have'bbecome less rather than more internationally
minded:in the ‘last 10 years. But it is rather unreasonable to blame our

e,

educational system‘ for reflectingv societal insularity and for placing

A

its priorities inkdirections that mostlpeople prefer.7l

At the same time,.however, we do not believe that all of these dif-
< ] '
ferences in achievement and in what appears to be a relative lack of

academic effort on the American side ‘can be thus 'explained away." We
have stressed differences in emph%ses and obJectives precisely because

- .", Americans semetimes forget their tendency to believe that the grass isv-

-
) +

. greener somewhere else, and to think that all educational objectives can
y . : : o
be simultaneously maximized: equality and academic standards, high cul—

ture and practical skills, “"discovery learning~ and acquisition of vast

»

- amounts of factual knowledge. There is considerable and disturbing
“* evidence, however, that, in important respects, sécondary education in. the
U.S. has deteriorated significantly in the last 25 years,.with the possible

result that the gap between ourselves and other‘industrialized.societies

O B ’ | 4

has widened.

.

The major evidence'for the:argument that “achievement has fallen con--
/éists of changes in standardized test scores administered ovér time to-

J . : -




(It is important to note here

that there is no evidpnce of a decline in the test scores of elementary
school students, a fact which should be. borne in mind throughout the
: P :

; ' following discussion.) =~ The results of several rather sophisticated

‘ -

in SAT sc¢ores from the mid l940s to 1980 represented a real fall in levels
of academic achievement.73 Studies of the effedtsv of an increase of
proportion of the cohort takingithe test suggest that in the l970s, where
most of the decline is concentrated, only about one-third of the fall
“could be so‘explained 74 Furthermore,ﬂcareful research on the cdntent of

%

8 : the tests suggests that they have become rather easier, and thus, the

: potentially most serious of all the- absolute number of students scoring

[

above 700 on each part of the test (verbal and mathematioal) has fallen,

S

Suggesting that the most able students, assuming they are scill taking

the tests (Ghich is not absolutely clear),jare learning less than they

used to.76 Studies of -, other sources of test data indicate, in the
oy, L Lo o o N\ .
! majority of cases, a deciine in academic achievement among high school

students over the same_periodi77'

e

The evidence"for Io?g-term'historical trends *is much Weaker; but

studies of the comparative\reading ability over long periods of time ‘and

~ studies of trends in'I.Q. scores over th1s century. have not supported

what some conservative critics“allege is a steady decline in the intellec—

-

tual skills of the population since the l920s or 1930s.78v The decline
’ in academic achievement among high school students, therefore, does mnot

seém to be part of the long secular trend, and since. elementary scores

€ s ', '. /

analyses of this data indicate that there is little doubt that the decline ‘

* real decline is-. understated rather “than overstated.75 In addition, and

t
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have not declined similarly, it would not em appropriate to explain

the decline with reference to,changes in child aring or early childhood

~ .experiences. 79

IS

-~

Yet, a number ‘of other c¢hanges over the same pe iod suggest possible
R S ) , o \ ,

but partial eXplanations ‘of the decline in a_chievemen . There seems to
b_e a_de.cline Ain homework during the period over the t enty-year‘ period

" frém 1960 to the present and Af widespread reports of failure to do

1]

homework on the part of large numbers of students are to be elieved, the

‘declirne in h0mework assignments may understate the extent of "the .declire
¢ .bin work accomplished.80 Elective course enrollments increased greatly

-/ over the period and‘it appears that there has been- a- reduction in the

v
’

number of. hours spent in studying thosegsubJects 'which Would be most

E

'relevant for performance ‘on -the SAT tests.81 Absenteeism rates in high

[ W \
)

. scho'ols increased dur1ng the late sixties and ‘early seventies, as did

'reports of student assults ‘upon teachers.82 All of these changes, it

v \

. should be noted, took place against a background of generally rising
grades’ given to students in high . chools for what, apparently, was,
increasingly less satisfactozy work.83 Thus, by this measure, at least,
academic standards fell during the period in question. e -

Research currently in progress by one of the authors of this report
indicates a number of " shifts in the character of the relationship betwen
high schools and students over the pastﬁgO years which may illuminate these
discouraging trends. School assemblies, prize winning ceremonies and ban-
quets have tended to disappear -or have become much 1ess frequent than

"—

they were in - the past. There is some evidence,' though not conclusive,‘

that attendance at sporting events and try~outs for school teams have

fallen off. Membership in school’ clubs and societies seems to have

R4

@

- 50




¥

declined. In onewsmall town-school in Massachusetts, for example, mem-
bership fell from over BOZ of~the student body.in 1960 to rather less -
than 357 of thevstudent body in l979.84 Many schools which were bee-=
hives of social activity in the late afternoonlin the early sixties are
) nowvoften virtually deserted by. 2.30 or 3.0Q.\ Schoold - attempt iess
control over the deportment and demeanor’of students'than in the past,
from such matters as-running,in.corridors to twisting in one's seat in
class, or chewing gum Qr smoking on school grounds. ‘These changes.partly

reflect newnconceptions of "student rights“ in which h1gh school students

comeitoube defined much more’ as’ adults with rights than as children with

privileges.85 And_;LL may_JLJJ, he 'that the,_reduction or narrowing in..'~‘

.

-,'scope of the school s authority that these rights_symbolize s relatedﬂ)
'~ to a more general decline in the ability of  schools to get students to
do homework and to attend class reguldrly and on time.86
‘ls conservative critics \\uggest, these changes may “reflect the
-influence of deeply held progressive ideas over the last twenty years: a.
surrender of traditional school authority as educators became convinced
- that schools should be 1less ﬂrepressive and authoritarian and should

N

meet "students needs". The loss of'morale and solidarity may also repre-

~ sent the strain of the extraordinary demographic bulge of. the 1960s and
early 1970s combined with increasing retention rates. As the market for
unskilled»teenagers deteriorated, hlgh schools faced increasing numbers of
students WhU,WQUld.th traditionallyihave been high'school graduates and
found themselves having to play a~babysitting or holding operation-at a
time when the courts and public opinibn/were placing’severe limits onl

¥

their coercive authority. High schools have afso became more rationalized

) —

1
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~~.—and_ impersonal institutions over the last 20 years.87 The consolidation

of school districts ‘and, the’ increased enrollments ‘of the late 1960s and

%  early 1970s made many schools much larger--a fact which we should note .

o ST

.,. was probably very important in. making increasing number of elective
courses possibl‘e\. Schools began to hire more specialists—-vocational &

counselors, psyrc\hologists, specialized administrai:ors-—who have tended

A}

to usurp the traditipnal multifaceted role of teachers, who in turn, it'

o T >

.
seems, have tended to’ withdraw from the extra-curricular activities that
Y .
i were expected of them in the past. Relationships between administrators

°

and students, too,have tended to take on a more impersonal and bureau-'

A

e e e e D e

craEic character, reflecting the increase in . the size of the 1ns*t1tu-
Loon ot (3N to h ot '- 1 . A N v

tions, the_declining frequency of cerem‘onies at which administra.tors e -

"

Pl

were visible fto students in’ other than a disciplinary role, and the

,(»‘i -

- .

1ncreas1ng importance of w‘ritten rules and regulations governing the

‘.r ..

relationships between schools and students as the,-‘-.courts ‘have become

more involved in the life of éducational institutions. As a result of

all of these changes, it is likely t:hat the school has become for many

‘e [

R students simp'ly a physical place where~they do work and receive credit

rather than -an institution to which students owe loyalty or for which

they feel affection.88

But there are- also a number of changes in youthful behav1or as a

o . >

e ' “whole during the last two decades which help explain some of the difficul-

“ties schools have been facing. Rates of teenage pregnancy, despite

increasing contraceptive knowledge, have increased sharply. Rapid in— \
¥

crease in drug usage has occurred and spread to earlier age groups.89_

Perhaps most notable of-—all; a sharp increaseA in youthful suicide has

E's
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_‘America and other countries.

PR
o

-t

taken place, an indication perhaps of: an’ ingreaging.disturbance in the

collective psyche of American youth during the last 15 or 20 years.9O‘
- Interestingly enough, there is some” evidence (although it 'is almost

kentirely impressionistic) thatysimilar'trends fn youthfulvbehaviof are

evident in Japan, Soviet Unibn and‘a number of -Western European coun-
1

tries. In many of these countries, we - have reports of 1ncreasing rates/

of suicide, far greater rates of juvenile delinquency, sexual activity

s
)

at an earller age, and a sharp rise in hostility towards adult author-

ity.

”i4“__mEolacyAimplicatieﬂs.‘»The policy impllcations ‘of the above arguments"

. }
are generally discouragin Let us’ consider the ‘problem of declining
U;S. achievement f1rst, andh then the problem of comparisons between

s
-

- - : - . . . o ¥ ' Lo
The causes -of the decline in high school achievement dn. the last
twenty years are not clejrly understood nor, it must be added, does there

. .- ;
seem to be a maJor«reseanph effort to answer this question. . Instead. of

serious inquiry into the noot causes of th1s~decline, we f1nd (as it

" often the case w1th educational"policy)'a reliance upon the fashlonable

.

' certainties of the present. In the current public mood, this means a

* belief. that the decline can be remedied by a’ reassertion of school

~ . ) . ‘ ) . ~

ﬁ'authority, by insistence on excellence, and by a general abandonment of

rpermissiveness.» Perhaps this is true, although it is difficult to point’

to the effects of a.rather similar diagnosis made just over twenty years

ago.1 T ' ' ' -
Our argument here, on the other hand has,suggested that, to the
‘extent that they are understood, the’ changes assoc1ated with the achieve-

ment decline are rather vqeep-rooted and largely out ide the policy-

53
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/'maker s direct control. Schools have indeed lost a good part ‘:of"th_eir

N ,

SR _—authority- to control youthful behavior and to inspjre the loyalty and
oA . —

affection of the young. But a: good part of this decline may result from

H

changes in- youth as much as from changes in schools--young people will
s : “ L

e X

o ,v.

\ .
courts have placed on school's coercive power and- corresponding r1ght.s
granted to students. Finally, .thevincreasing size and specialization of
"high schools, with the effects of bureaucratization and impersonality,

have probably undercut efforts . by! schools to. win the loyalty of neéw:

, / )
students. ‘None of these changes can be read’ily reversed and we do not

%
4

believe that a simple attempt to .:reassert authority without understanding

)

‘the. reasons why it has declined will be successful.

<,

Q

l
art but because 1t is both difficult and misleading to take an institution

o‘p practice out of the context of the 'system and to transfer -it to

another very 'dlfferent system. We cannot simply bortow Japanese homework

-

practices, Russian mathematics curricula, or French examinations. Each,” -

is part of a system which has different priorities and .a different orga-—
ization from our. oOwm. ‘ And in comparativer perspective, »Am_erica has
perhaps the most’ unusual and mos t distinctive system .in this regard.'

o Excellence in America does not mean what it means in France or Br'itain.
. In these countries,' excellence tends to mean. the maintenance ‘or achieve-’
ment of the high academic standards that prevail in the most prestigious

educational in [titutions. There are national standards against which

all can compare themselves in regular examinations~-even, for example,’

| 7 H

B‘)
e

not accept child-like behavior controls anymore and demand to be treated )

as adults. Another part has much to do with ‘the increasing limits. the

We -do not believe that any clear cut policy recommendations flow,

“from our comparative analy51s. . This is not because of chauvinism on our

B N
X,




in such subJects as piano or art--and standards are maintained b_y indi-
viduals who are ’trained in or employed by leading universities. But
. 4=

: (‘Harvard or Ahdover or New Trier High School do pot play even a remotely
equivalent ‘role in the U.S. to that played by ‘the University of Tokyo

and the prestlgious schools tkat prepare for its examinations in Japan.
By comparison with the rest of the iTustrlalized world, the U.S. has
multiple criteria of excellence and no clear hierarchy of excellence.
America_n community collegesare not .necessarily inferior to state univer-
siti@s; they ha‘ve. -rather different ohjectives“. Demographic;1 or - equal
access and the acquisition of "useful svkills are more highl'y valued in
‘the U.S. than elsewhere, an'dji’ristitutions which sacrifice rigorou_s aca=--

~-  demic standards to achieve these other objectives ,do,not' necessari‘ly

¢« lose support. Nor do prestigious American universities, as ‘their Japanese’

and Russian equivalents tend to do, shape,or defermine the high school

curriculum.. ) ; .
e ' Consider, for example, as an illustration of the complexities of
borrow1ng institutions or practices, the increasing use of‘\s‘tate-wide

‘examinations in conJunction with the award of the high school d1plomas.

In the last decade, there has been a move by some states to establish

exam1nations for high school graduates partly in response t¢6 concern that

the high school d1ploma has become devalued. But, the examinations we m‘e
aware of bear little resemblance to the examinations in much of‘Europe
and Japa,n. They appear to be oriented as much to pract1cal or useful B
slgills as to academic or intellectua-l mastery and (unlike-examinatlons

&

Saemuch ‘of the rest of- the world) and they seem to be designed so that .
r ﬁ - “ - VQ' . -

N \

s
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the great majority will pass them. Most .examinationms in America seem

to have this latter' characteristic, which makes them less than ideally

useful as a way of raising or setting high academic¢ standards. Examina~- -

tions designed for raising academic standards would likely run into the

problem of the absence of agreed upon nation-wide ‘or even state-wide

'

standards of excellehce, opposition on the grounds that they discrimi-

nated against minorities, and claims that they measured skills of dubious

utility.
Differences between systems also render rather problematic proposals

to borrow or emilate foreign curricula, especially ‘the science and

*mathematics curricula from the secondary schools of Japan or the Soviet

Unlon. Such rigorous curricula would demand a great deal more effort

from students ‘and teachers alike, some substantial retraining of a good
v » ‘ N~

number of teachers, and a willingness to sacrifice some of the more

1mmed1ate1y useful skills which the elective curriculum ‘teaches. In

b}

Japan and Russia, these efforts are made in part because of pressure from
competitive examinations which govern access to prestigious universities.
It is true that some state universities have begun to tighten admission

standards as competition for admissions has increased because of a tight

Job market and a cohort size that remains large. But the long run trends

“seem to be in the opposite d1rect10n. toward a scramble by 1nst1tutlons

of higher educatioh for available students which (unless we have a radical
devaluation of college degreeS" from lesser institutions) is likely to

mean a IOWerlng of standards.

None of ‘this means that we are pessimistic about the trend of academlc

achievement in the United States or that we predlct a decllne in achieve-

ment relative to that of other countries. Indeed, to the contrary, one

o6

”

.4»,:7'
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could well argue.that an end of demographic bulge and a greater emphasis
‘upon requirements and excellEﬁce“in public opinion may signal a reversal
of the trend,of,the past 20 years. But, our major recommendation is that
policymakers abandon. the hubris which has led them in the past to propose
‘éblutions,for problems“that»do not exist ‘and policies aimed at correcting
trends whose causes are only remotely understood.
Rather than endinglon this rather sour -note, however, Wwe conclude
with three economical and practical suggestions for 1mproving excellence.
A We think that excellence is more likely if it is honored and publicly-
-recognized.‘ lt is our impression that scholastic excellence in America
is honored and recognized rather less than was the case in the past:
that high school prize award ceremonies are often attended by the prize

. . ’ a
winners families and few others, that dean's lists and other honors are

less publicized. than they were. \§oms\\or the following inexpensive;
i e . .
- (1) Expand the

suggestions might help change this state \of affairs

National Scholarship Program and encourage Public Television to broadcast

J
~

the ceremonies and to produce some short documentaries on the winners,

stressing particularly those from- minority\\southern or rural backgrounds.
(2) Give'small4grants to each state (much leSs than one million dollars)
'specifically for the purpose of staging and\ publicizing state-wide
'competitionsland award ceremonies for outstandingxstudent’achievement in
mathematics, the physical‘and biological sciences ;ﬁd foreign languages.

Some of this money could be earmarked for awards in é ch school (these

could be teIEGised‘ove{;local‘accesS'channels), and in th larger states

for regional competitions. (3) Any federal monies that gti\presently




used to devise tests to weed out incompetent teachers should be used in-

stead to give prizes and honors to outstanding teachers, again at well

publicized ceremonies.J'The states should be encouraged to use their own

.-

- funds for this purpose and to abandon efforts to purge incompetent
teachers' efforts whose major effect, we suspect,'will be to lower still

further the extraordinarily low morale of the teaching profession.

-

APPENDIX I
/- . SCIENCE.AND MATHEMATICS EDUCATION: THE SOVIET UNION AND JAPAN

There appears to he increasing concern in the United.States that
this country has ,Iost its leadership internationally in science add
technology. A‘major factor, it is alleged, is the much greateq emphasis
on science and mathematlcs 1n the school systems of other countries,
notably the Soviet Union and Japan. A recent report by the Congresslonal
Research Service states that "Teg¢hnical education in the United States
trails that/in the Sovlet Union and Japan because of inadequate labora-
tory facilities and shortages ofiscience and eng1neer1ng 1nstructors at

s

both the secondary and uniVersity lenels" (Chronicle of Higher Education,

Vol. XXIII No. 20 [January 27, 1982], p. 12).

- Izaak Wirtzup, professor of mathematlcs at the Unlversity of dhlcago
D

and one of the leading observers of Soviet‘education, has reported in an

unpub11shed study for the National Science Foundatlon that the new Soviet

~‘'science education has brought changes which "are trantamount to an

educational mobilization of the entire 'population." Its program in

mathematics; He says, "is modern in content, innovative in approach, well

integrated and highly sophisticated. It gives strong emphasis to theore=

o
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‘to Wirtzup, the Sovietlhigh school student. "is requireaytn complete five

\
years of physics, four years of chemistry, one year of astronomy, five

and one-half ‘years of biology, and g0 on down a list that would empty
America’ s high schools via the dropout route_ (Daniel S. Greenberg,

*The Intellect Gap, " The Guardian Weekly, Vol. 122, No. 23 [6/1/80], p.

AN

9.

Japan likewise stresses mathematics and science in its schools. It

is introduced at an early age: three hours ‘per week in the first grade,

increasing to six hours each -in the fourth. to sixth grades. In lower

secondarydschbol‘ (grades ,7-9) all students have four hours weekly in

grades 7 and é; the non-college-bound have three hours in grade 9, the

-

college-bound five. The college-bound student takes six hours of mathe-

>

‘ matics weekly in grade 10, five and three respectively‘in grades 11 and

12.: Students admitted to the 100 top senior secondary schools in Japan
take 18-20 hours of mathematics. College-bound studentshcomplete cal-
culus in high school in Japan (Anderson, pp. 119, 130-31, 147,,167—68),
and Soviet high schools offer two years of this subject, whereas in the
U.éa it has mostly disappeared from the public highischool curriculum.
Both the Soviet Union and Japan place a najor emphasis on teaching
-sc1ence in the schools. In Japan, the special Science Education Centers
set up beg1nning in 1960 in all 46 prefectures offer tuition-free programs
to school. ‘teachers- at all levels to upgrade their knowledge and learn
about the latest in science education techniques. Interestingly enough
these centers, since broadened from science to include all.school sub-

jects, draw heavily on science'curriculum studies in the U.S.: the Bio-—

logical Science Curriculum Study; Physical Science Study Committee,

" Chemical Education Material Study, etc.
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| Chemicai Education, Material Study,-etc.

While the record of Japan and the Soviet Union is undeniabiy impress-
ive in strengthening science and mathematics teaching in their schools,
one must look beyond curricular programs in ‘assessing their‘ impact.
Thus, in Japan, dnere most youth.elect the academic rather than voca-
tional'streaml'in‘ senior secondary scnool, it 1is estimated' that 530
peroent cannot Treally handle it" (Anderson, p.. 175). . Moreover,' as
schools are Judged on their ab111ty to get ,their students adm1tted to
the best universities, teaching in the lower secdndary school is geared
lto students likely to be adm1tted to the senior academic secondary
schools"” which prepare for university admission, to the neglect of stu-
dents proceeding to vocational educatibn. Tnér while the best students
may excel in the structured rigorous schoo /system, the less aole exper-—
ience irustration, alienation, and disilluzZonment.

In the Soviet Union, there'are other side effects from the intensive
school program. The enormous pressure, 00 children from the highly
structured-curriculum (there are almost no electives) 1is aliegedly
producing increasing delinquency and Violence,'out-otlshool cramming for
’university'admission, graduates who are too. narrowly vspecialized, .and
rote learning rather than the ability to probe and analyze. Recent
reports of a significant decline in student 1nterest in the sciences and
engineer1ng may be another by-product of the extraordinarily demanding:
‘school programs in math and science.

One should therefore examine the costs and.casualities of extensive

compulsory school programs in  math and science, and to inqoire whether'

they are worthwhile (if dindeed American schools were able to better

.

*
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,gééch the Japanese and Soviet recprds in these respects). Thé.costs appear

//;o_include neglect of {and even hos;ility froﬁ) school childrén who

| canndtvﬁahdle such deﬁandiﬁg curricula, emphasis on mé@orization rather

.than analytic probiem—sdlving,‘the paucity of‘opﬁortunitie; for school
children to pursue éctivities important to their social,»artiStic,!and

.'personal development because school demands are so all—edcompassing,‘and

-~ a turning away from those fields characterized® by ‘force—feeding in

school.

[

Tt would be difficult in this point of time to turn back the clock

3

in American schools and impose compulsory and comprehensive programs in
. . ; . /

mathemati&é and - science for all students. The;system of electives 1is

not only ingrained but reflects the educational_values'discussed earlier

!

in this pape?: ihdividualism,' pragmatism, wutilitarianism (relatively

few youhg Americans will find calculus useful later in life), ,and the
™ ° <

@ 7 pos§ibiiity'of making choices in education. If indeed- more and better

e
- S

teaching of science and mathematics to more >young people in American
.schools is a national priority, some measures can be taken which in an
incremental way can take us in that direétion. It is submitted, however,

that the values and traditions of American education give priority to
3 . . ' ) i

certain developmental'proceéses and outcomes which would inevitably be a

[ : EE . ? ) g

casualty of expanding compulsory curricular programs in our schoe%sT___,__,///

’

even assuming this were feasible. The inadequacies of math and science
i

R . \ N . ’ .
teaching must become, and be perceived to be a . far, greater national

.
~

crisis for this to happen than appears now to be the case.

ERIC | - |
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APPENDIX 1T

EQUIVALENCIEb IN SECONDARY SCHOOLING: THE UNITED STATES, -
CANADA JAPAN, SOVIET UNION, WEST GERMANY '

\ I

It is extremely difficult to define precisely the level of secondary
school study in- Canada, Japan the Soviet Union and,the Federal Republic
vof Germany which is equivalent to the completion of high school in the

United ‘States. This task is all the more difficult because the substantial

y

‘variation in quality among American high schools and the diversity of

" _curricular choices open to high school students'offer no firm yardstick

a

which defines high school education in the Uu.s.

‘The'graduate from a highly selective and rigorous American high
school, public _or. private,. has probahly mastered more knowledge than
his/her counterpart-in a relatively less well funded and’ non-selective -
inner city high school. Hovever, high ability and high achieving students
from virtually any high school may graduate from it with. an educational -
preparation enabling them to compete with the best students”coming out of
the best high schools for-admission to the‘most selective higher education .
institutions in the Uu.S. | |

The Carnegie unit system was initiated early in this century so that
a high school education could be assessed in terms of the numbers of

years of study in different subjects that graduates had completed. This

enabled colleges and universities to have some measure of the scholastic
accomplishments of students seeking admission to them, ‘about the quality
b .

of which they knew little. ‘The importance given to electives in .school

(and college) curricula . have reinforced the need to measure students

L
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. p

educational experince in the absence of -an external examination which{ as
' \

discussed in this paper, is as ‘common means- in many countries for assess%ng

educational accomplishment on a national basis.

The credit system is, thus, part and parcey of the individualisti
American approach to education. YBut it measures achievement ~on a
: . ! N\ . '

. N\
quantitative, rather than gualitative basis. Hencé! Americans tend to

“look to numbers of ”years invvcourses?\inb assessing equivalencies with
foreign school systerds, a measure which‘is‘inherently‘imperfect as it
neglects qualitative criteria. hational tests of scholastic achievement,
such as those administered by the Educational Testing.Service formsome

0

decades, give a national measure of students' achievement, and hence,

yoe R . a . . '

factored into any system which produces a qualitative measure of what an

) American high schoolveducation represents.
This being the case, the determination of equivalencies between U.S.

and foreign secondary school completion is mostly measured in terms of

-
\

years 1n the school system.

v

2z

. The following charts of ‘the high school systems of éermany, Japan,

\\. and the>Soviet Union show the numbers of ‘years 1nvolved, and'pathnays
Kfrom one type of level of school to another.

In the Soviet Union, high school "completion involves eleven years of

elementary and secondary schooling, on the theory that because schools

have a six day week, ‘as much schooling is comoleted in that country in

eleven years as in twelve years in the U.S. and in other nations the

twelve year system. In the Federal Republic of Germany, the combination

of elementary and college-preparatory school involves thirteen years;

indirectly, that of schools across the nation, but so far have not been *

s

g

[




. 1
[

German specialists - on eqniValency claim that the combination of quality

oy

- and._.quantity  makes the Abitur, the certificate then achieved,’ the

equalivalent of twd’ years of higher education in the United States. N\

¥

College adm1ssions profssionals in the U.S. tend not to agree with this

and are .likely -to accord one year of advanced placement to holders of the C
/ : x;

Abitur. Japan has a system similar to the Amerlcan in school educatlon. 6

- : plus 3 plus 3. The situation varies in Canada depending on the province, ,

with 12 years of schooling required in some, 13 years expected in others, -
but with a lBth.year student admitted to university without the requirement

of a pre—un1vers1ty year. The follow1ng charts set forth the school‘

'«

structures in Japan, the Soviet Union and the Federal Républlc of Germany,

v . B3

but do not purport to provide answers to equivalency.

Aruitoxt provided by Eic:




. e . 63
_.'u : TABLE 1..P_g::“.-réenta;_;e of ape group(a) entering higher education for
selected countries ,
a — e o - ~ = - —_—— - — !
65 no 73 I T
Austria (18-20) 7.6 . 15.5 15.1 7.7

Belgium (18-20)  « - 20.5 2907 3249 -

France (18-20) 23.4 27.8 26.2 | 8.8
Germany (20-22) 11.6 17.4 o 24,4 20.2- .
.  Ttaly (19-21) 12.0 24.9 25.4 .. 28.0
Japan (18-19) 14.5 . 26.5 .31.2 37.0
‘ Nethdrlands (17-20)  12.0 19.8 21.0 253
Sweden o - 33.4 33.0 - 41.6
United Kingdom(18-19) 11.5 0.6 21.5
United States (18)  38.8 « . 45.0 43.2 o427 \
(a)age group: age, of at last 70%Z of new entrants. e
- Source: L. Ceryen and "Nlolton, "Summarizing Recent Student Flows," European
\\.\ . . ' 4 -
Journal of Educatian Vol. 15 No. 1. -March, 1980, p. 29. ' .
N\
. .
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5 . ' General'structure of the édu;ﬁtion System in the Federal Réiaubiic of Germany

} -
.
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. ‘g‘ Ji Grammar/senor 11415 E
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£ ' ' R T | ean| g A= Genenenwance quaificaton for regher scucason
E-@ N ) . e B F _Supn:kicdcnfquq?QNt:monfrhqnu-«xmauw
l)i ) : . : 78 £ Z = Entrance qualificaton for potytesenre
2 nGtin af Lknder -~
SUIT ey sl emwmes
-6l o ’
. - o E = for pant of T puDils O TaINes, .
Knoerganen } : P 5 e party schooi expenments ) .
3. 4% Sourcs. Feceral M.rhlqﬁéwmm
&
o o : ~THE SOVIET EDUCATIONAL SYSTEM" .
. hstitutions of higher learning: academies,
2 ¢ universities, insututes (day, evening, cor
: respondence) - :

. N . © Y
- .
2z 5

Secondary general and polylecﬁnic pecialised secondary technical - [General - secondary e;eniné (tw01

I3

schools with vocational training - chool)s (day, evening, correspan- phift) schools
ence T -

3

3 B
g = X X - I oational schools (urban and x;ural)
2 LE)ghb)'ear general schools (compuisory ffering also a secondary general edua

or all children above 7) - pion

reschool establishments for children up
- 'fo the age of 7 ‘ .
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> '
OB\FP?..—Stmcture of the edugationa! system .of Japan: 1972

+

"
\
: . v " Graduate schools
. ’ !
- Usua! '
. Grade age o
’ , 24 e
' 23 —
o ) (correspondence)
22 == technicsl colleges
1€ . Miscellsneocus
2] v schools ?
15 '
14 0=
Junior &
= 19 = collegas ’ : ns:h.:‘o?l'
g("q ) 18 t—— i pover
12 . tc .
17 = iy 52
k i1 \ " (tuii-time) el
- 16 == CEN
10 | y Sy
R s . b Js — LA XY RN
9 e
. ~— M A 53
[-29
. - - o ®
F - 12 — g LT T}
I |
e < an
L H Eg
4 . .z as
- go—d 8 22
3 5 £2
§ sy i 2
2 .
o | 1
x - seen
6 353
. 8s:
: s — 228
oK .
. 4 — 5;
) 3

1 For tha blind, deaf, and “otherwise handicapped.” . 2
! Including @ wide variaty of institutions that provide practical, vocational, and cultural
Instruction in such skillg as dressmaking, cooking, typing, and flower arrangamant.

Scurca: Adapted from Agancy for Cuitural Affairs, Gutline of Education In Jopnn‘(‘fokyo. the
Agency. 1572), p. 2. . : o
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o INCREASE ™ RATE OF ENROLLMENT IN ALL HIGEER EDt GTION ‘
Enrollmént in all HEigher- ~ New Entrants in

:o. ' Country ‘?d‘A59 Group o ZSE; . Education in relation .to relation to age .
| . | 5 < i age growp (%) . growp (%)
8 : et T . S L i E
o Trmee 63 12,9 18-20 234 -
N 70 15.8 . 26.5°
. 7 20.9 28.3 .
| 7 - 21.5- 28.5 (1976)
Federal Republic - . , . |
03 Gsgmany ‘ 65 6.5 20-22 . . -
. , ' - .70 . 12.3° 15.9
5 17.3:. 20.2
77 ' 18.2 19.4
) Japan - - L el - . P T
18-22 65 . 10,1 18-19 - 14,5
~ : .70 o139 223
» 75 23.8 I - 37.1
| 77 6.2 . ., | 37.3
Uhéted_%ingdom1 f , ’ AR G : -
18-22 . : S | : .
(universities only) sg _ 5-6 , N 18'19&;; };'3 -
' 7 - 6.6 L . 21.6
7, 6.8 R | -
T . ) ) }
Tnited States’ - S e
18-23 - : , 65 32.6 - 18 4y 2
. L. Y (¢ ©39.2 : 53.8
75 , 46.3 59.4
77 45,5 - 58.1
- ! )
- USSR - o -
20-2% - 60 1.0
' g : 65 1 29.5 -
- 70 - 25.3.
715 2nT

1. Ladislev Cerch Sarah Colton, Jean-Pierre Jallade, Student Flows .and
 Expenditure in Figher Education 1965-1979, Amsterdam “Institute of
. Fducation, Furopean Cultural Foundation, 1981 'pp 58-59, 61-62, 79.

i}
H




University Non-University

Ganad32 | Year Male Female M‘ale Felale
18-21, , 1973-7% - ¢ 21.3 .2 . - 12,8 - 115

1978-79 . 19.0 16 O »7‘_1?:"78> -
2. Information supplied by project consultant Professor Robert M. Pike,

Queens University, Ontario Canada. . ;

Y
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‘ .. R . Ve Aﬁ . B )
Percent of Age Group in Secondary School

R ‘ T 1960 1978
. West Germ.sa.ny:1 percent of 13 year olds in: Hauptschule 70 40
o ' Realschule 11.3 2k

Gymnasium 15 25

. ~ Soviet Tnion:° 96¢ of pupils completed 8 years of schooling in 1975 and °
’ continued into various secondary education institutions,

Aol : o part- -and full-time, 12% continued into specialized technical
e . secondary schools. Over 15% continued into 1-4 year vocationel
™ o schools. ' o ‘ ' g

-_3) . , ' : 1960 -+ 1970 1973
~Japan: ‘

percent of age group enrclled in: ’ \
_ elementary school "99.82  99.83 99.86

lower secondary school 99.93 99.89° }99-89 ‘
upper secondary school 55.16  79.3 89.5
' higher education =~ = 9.7 18.7 l25.7
'Ca.nadé:l+ percent of 17 year olds in s‘chool 1961-2 197«‘}2;3
o , ) male . T 51 g6
: : . female L2 63
/
W ' / ot [
/
/
/
|
i
1. Bildung wmd Wissenschaft, Bonn: Inter Nationes, BW 19 1, No. 12-79, pp. 158-9,
2. N. Euzin and M. EKordakov, Editors, Education in the USSR, translated from

“Russian by Fainna Glagolera, Moscow: Progress Publishers, 1977, pp.25-26.
Educational Statistics Japan, Ministry of Education, Govemment of Japan,
1974, pp 10-19,

Information supplied by project consultant, Professor Robert N Pike,
Queens University, Ontario, Canada. _
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New trants Eigher Education by Social Origin in % of Enrollment

Federal Republic of .Germany 1965 1970 1975 1976-7
" a) Universities - ‘ . ‘ -
- 'self employed and civil servants 59.5 51.7 45,y 43.8
white collar workers 31.8 34,0 36.7 37.0
manual workers 6.5 12.0 15.0 16.0 ~ -
other ~ 2.2 2.3 . 2.9 3.2
b) Non-Universities
' self employed and civil servants 45,7 : 36.2 35.0
white collar workers » 0 33.3 32.8 - 33.2
ranual workers - 17.5. " 27.6 28.0
other ‘ | 3.5 3.} 3.8
U.5.A.- all higher educatiop 1967-8  1971-72 1975 1976-77
by £ of income brackets in ’ ..
1967 dollars
less than £5,000 20,0 20.8 23.5 22.4
$5,000 to $9,999 37.9 36.6 35.1 36.3
£10,000 to $1k,999 51.9  L8.4  i5.) 47,5
~ $15,000 and up 68.3 61.7 . -59.6 58.2

Lad ) - ., St t Flows and Expenditure
lav Cerych, Sarah Colton, Jean Pierre_Jallade,\Student. ‘ .
. iiqéigger Egica%ion 1965-179, Amsterdam: Institute of Educatlon,'European_ .
Cultural Foumdation, 1981, pp, 68-9. ,
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