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1.0  Educational growth in industrialised countries and in most developing countries has followed substantially different trajectories.  There are considerable differences between the experiences of England and America as relatively early industrialising countries, Germany and Japan which industrialised around the turn of the last century and Kenya, Nigeria, Sri Lanka and Malaysia which have been making strenuous attempts to industrialise in the latter part of the twentieth century.  Here I have chosen to use six main dimensions to view growth in educational provision.  These are rates of growth in participation; the distribution of participation; changes in the structure of selection and allocation; the economic context of expansion; the nature of financial support; and the form of the curriculum.  These, I would argue, are key differentiating features which condition views of the nature and purposes of mass educational provision and shape contemporary policy.  The quality of education that a mass system of provision is capable of delivering is conditioned, but not determined, by views of educational purpose and possibility which are shaped by historical experience. 

1.1  Any attempt to generate a typology of educational system development runs the risk of doing violence to the detailed locus of change associated with particular systems. Country groupings will always be to some extent arbitrary and groups will remain heterogeneous in important ways. Different development patterns within countries will inevitably detract from any rigid assertion of developmental types.  Nevertheless, since commonalities do exist between systems such a typology can provide a useful framework for the more detailed consideration of country specific case studies; at their best they can illuminate perspectives lost to analysis which does not risk the pitfalls of comparison.

The literature on development is steeped in analyses which separate out patterns of national development in sequences determined by the periods over which "modern" structures of production and employment become widespread.  Typical indicators of these are the proportion of the labour force involved in agriculture and other subsistence economic activity, the rate of growth and proportion of Gross Domestic Product associated with manufacturing industry, the size of the money economy, the consumption of energy, the growth of markets and changes in patterns of mass consumption, the development of infrastructure (transport, communications etc.).  Early contributions focussed on the analysis of structural changes necessary if development towards modern economies were to take place, implicitly advocating convergence in economic form towards those prevalent in industrialized countries ( e.g. see Rostow 1960).  A substantial minority perception, which gained more credence with the apparent failure of some economies to respond to such crude, linear models of development, was that development was increasingly taking place in a "Divided World" where fundamental asymmetries of knowledge, power and economic resources precluded imitative development (Seers and Joy 1970). Economic development as therefore seen to require strategic concentration on the possibilities of comparative advantage and the "room to manoeuvre" which existed for countries seeking to industrialise in a fairly hostile international economic environment (Seers 1983). In extremis, some commentators developed these perspectives to advocate withdrawal from linkages with developed economies, arguing that such policy was necessary to prevent indefinite subordination and exploitation of developing country economies (Frank 1972).  It became fashionable to use dependence and peripherality to classify national economies, though in many cases the countries grouped in this way corresponded to a large degree with those differentiated by earlier economic indicators.

Well known typologies of education systems, produced largely by sociologists, have focussed on the role of education in the selection, induction and allocation of individuals to roles in adult society. "Sponsored" and "contest" mobility (Turner 1958) have been used to distinguish English and American educational forms.  Selection practices were used by Hopper (1968) to distinguish characteristic ideologies - aristocratic, paternalistic, meritocratic and communistic - which could be used to group education systems, again drawing on examples from industrialised countries. Collins (1971) developed some of these ideas in his well known analysis of functional and conflict theories of educational stratification. Karabel and Halsey (1977) succinctly summarised different approaches to understanding educational change from functionalist and Weberian and Marxist conflict perspectives casting educational development within the broad sweep of theories of social change. 
Beeby (1966), implicitly aligning himself with the functionalists (or to those of a different ideological persuasion, the paternalists) provides the classic example of an evolutionary perspective on system development which classifies according to progress through four stages of sophistication in provision. These are Dame schools (rote learning, unorganised narrow curriculum); Formalism (syllabus bound, highly organised, memory orientated); Transition (some creative instruction within recognised boundaries); and Meaning (meaning and understanding stress on a child-centred environment).  In this model the general educational level of teachers and the quality of their training are viewed as prime determinants of progress between these stages.  Paulston (1976) has produced a detailed typology of change distinguishing between conflict and evolutionary perspectives on educational development which extends to include the radical and "visionary" propositions advanced by authors such as Illich (1970) and Reimer (1971).  Later  Williamson (1978) used a two dimensional matrix of the level of economic development and extent of institutionalisation to distinguish between education systems in a variety of countries at different stages of industrialisation.  This forms the basis of categorisation into capitalist, state socialist, dependent and underdeveloped socialist societies. Fagerlind and Saha (1983) present their contribution to education and development typologies in somewhat similar terms concentrating on differences between developed and less developed capitalist and socialist countries, which can be distinguished in historical background and in the presumed relationships between education and development.

1.2 The concern here is with patterns of educational development which have implications for contemporary decision-making and the quality of educational provision in developing countries.  Some dimensions of the theorising summarised above are attractive for this purpose. Selective and allocative aspects of school systems undoubtedly do influence educational form, arguably to much greater degrees in the most recently developing countries (Dore 1976). Whether functionalist or conflict perspectives on social change really do provide adequate frameworks for analysis of educational development is a very complex question which has not been resolved by the partisan nature of most existing work addressing this question (Lewin and Little 1984). The comfortable complacency of evolutionary models is disquieting since it rests uneasily with major disjunctions in educational development with far-reaching consequences (e.g. shifts in ideology, rapid growth post independence).  It also presumes convergence to an ideal-typical form which there must be doubts about the existence of in industrialised countries. Conversely a conflict perspective is often at its best in offering interpretations of radical changes and weakest in explaining the conservatism and inertia that seem to afflict many systems, despite changes in the distribution of power and the socio-economic environment.

Institutionalisation is a significant feature of educational development which appears in many different forms and will be considered here.  Ideological classifications are less useful in exploring differences in development patterns, partly because of the contradictions that exist between the rhetoric of ideology and the reality of the extent of shared political values.  There are, of course, differences in political organisation between countries and in the "ideological state apparatuses" (Althusser 1971) that were so assiduously sought by some Marxist radicals.  But these are elusive, ambiguous and often contradictory in their relationships with educational development.  In practice there are often far more similarities between educational reality in avowedly capitalist and self-proclaimed socialist states than there are differences which can be reliably attributed to political organisation.

1.3 This paper retains a fairly orthodox classification based on the timing of development of modern structures of employment and production.  This has the advantage of relative simplicity, is fairly unambiguous and avoids spurious implications from political rhetoric. It has parallels with the "late development effect" (Dore 1976) though here the analysis is restricted to patterns of growth in educational provision alone. Table 1 condenses the analysis that follows to display patterns of educational growth in early, mid and late developing countries and depends on six key classifying features.

In summary, patterns of growth in educational systems show:

1. High growth rates in enrollment are characteristic of many later developing countries with doubling times of less than 20 years
2. Growth has been uneven and has fluctuated and prioritised different levels at different times with higher levels expanding before mass access to the first level in many developing countries 
3  Selection and allocation have played important roles in shaping schooling particularly where access is very limited modern sector employment.

4. Educational growth typically precedes industrial development in recently developing countries.

5  Public finance has provided the bulk of support for educational provision from an early stage of growth in developing countries.

6. School curricula have been grafted or transplanted into many developing countries through transnational processes 
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2.1 Among the first group of countries which industrialised over the eighteenth and nineteenth centuries six main features stand out.  Firstly, growth in enrolments was slow and continuous over long periods of time.  In England, for example, schools existed as far back as medieval times and the growth in their numbers proceeded sporadically until the late nineteenth century, when a phase of slow continuous expansion set in.  Between the sixteenth century and the late nineteenth century the number of grammar schools per head of the population actually decreased although the absolute numbers grew. (Anderson 1966 p320, p359). By 1860 a little less than half of school-aged children were enrolled for a period of elementary education but it was not until 1890 that elementary school attendance was made compulsory in the wake of Fosters 1870 Education Act.  (Landes 1969).  In the USA the first schools were established by statute as early as 1647; growth in provision was very uneven and concentrated on the Eastern seaboard.  By the middle of the 18th century the number of colleges and degree granting academies exceeded the number of similar institutions in the U.K. (Storr 1965).

Growth in provision in both countries tended to expand patterns already established without radical changes in direction.  Thus in England the traditions established by the old public schools and voluntary elementary education largely sponsored by the church set the pattern for growth in the 19th century.  Educational provision was "in a muddle" throughout most of the 19th century with educational institutions falling under no less than ten separate cabinet ministers (Webb 1901).  Even at the elementary level after the 1870 Education Act which first provided for universal provision over 2,500 school boards existed pursuing largely unco-ordinated policies for provision (Webb 1901).

2.2 The second feature of early industrialising countries worth noting is that when growth did take place it was the elementary level that grew fastest towards universal provision.  Only when substantial progress had been made with this did significant expansion take place at higher levels.  Thus secondary enrolments in the U.K. in 1870 were no more than 2% of the age group. As late as 1904 there were only 86,000 pupils enrolled in all secondary schools supported by the Board of Education (Board of Education 1943(a)) and total enrolments were still about 2% of the age cohort.  In the USA only 3.3% of the age group graduated from high school as late as 1890 at a time when elementary school enrolment probably exceeded 50% (Collins 1971).  Scientific and technical education was particularly slow to grow in the U.K. the main initiatives being taken from the mid 18th century onwards with the establishment of the Royal College of Chemistry 1845, Government School of Mines 1851, Owens College Manchester 1851. The well documented prejudice against technically orientated education in the U.K. meant that provision in both higher and further education lagged considerably behind that in the USA or in Germany.

The drive towards universal elementary school provision was motivated more by considerations of moral duty and the need for a literate and informed electorate in the wake of the Reform Bill, than by pressures arising from social demand. Indeed enrolments in the 1860s were declining and increasing numbers were apparently:

"Idling in the streets and wynds; tumbling about in the gutters: selling matches, running errands; working in tobacco shops, cared for by no man."

                    McCosh 1867

Growth in secondary education was much more closely associated with disquiet over British economic (and military) performance as foreign competition began to cut into manufacturers' profits in the latter part of the 19th century.  By 1901 many were echoing the sentiments of Roscoe (1901) that:

 "Our trade is slipping away from us, and he would be a bold man who could with confidence assert that it would be safe to trust men trained in the present system of (public) schools to win it back again ... our national system of secondary and higher education is unfitted to, or at any rate does not, supply a great and crying national want, namely for men fitted to cope with the danger we run of losing our pre-eminence in industry and commerce."

The fiascoes of the Boer War also brought into question the adequacies of the time-honoured public school/military college systems that seemed to have failed in producing competent officers. School provision began to be influenced by the aspirations of the growing classes of skilled workers and middle-class merchants who wished to open up access to professional jobs to their sons.  This became a powerful force for change in the wake of the social dislocations of the First World War.

2.3 The third feature of educational growth is the growing use of schooling for selection and allocation to social roles.  In many early developing countries, especially those in Europe, dual systems of education were established with few connections between them.  Old established schools provided for the education of gentlemen from the higher social classes in the tradition of a liberal education that could trace its origins back to Homeric Greece (Muir 1981).  Classical learning and the possession of leisure were key attributes of the Victorian English gentleman, the former providing access to "high" culture and the latter the opportunity to indulge in it.  Though work might be seen as a moral duty, particularly in public service and government, it was not essential nor financially necessary and thus appropriate schooling needed to take little cognisance of knowledge and skills related to production.  This view of education contrasted with that applied to other social groups. For them it was thought more appropriate to stress moral virtue and the basic skills of the three Rs - reading, writing and arithmetic. These, it was hoped, would contribute to the formation of a compliant and motivated work force.  Thus teachers in elementary schools were exhorted in 1904 (Board of Education, 1904(a)) to:

 "implant in the children habits of industry, self-control and courageous perseverance in the face of difficulties, they can teach them to revere what is noble, to be ready for self-sacrifice, and to strive their utmost after purity and truth; they can foster a strong respect for duty, and that consideration and respect for others which must be the foundation of unselfishness and the true basis of all good manners; while the corporate life of the schools, especially in the playground, should develop that instinct for fair play and for loyalty to one another that is the germ of a wider sense of honour in later life."

As H.G. Wells later commented (Wells 1937) the 1870 Act was:

"not an act for universal education, it was an act to educate the lower classes for employment on lower class lines, and with especially trained, inferior quality teachers who had no university quality."

Implicit in these views was a sense of order and regularity, so beloved of Victorian English society, which determined that schools should fit individuals according to their different needs to "the work of life".  As a well-known hymn put it:

     "The rich man in his castle

      The poor man at his gate

      God made them high or lowly

      And ordered their estate."

               (All Things Bright and Beautiful)

Things began to change after the First World War.  Orwell (1941) noted:

"In 1910 every human being on these islands could be "placed" in an instant by his clothes, manners and accent ... after 1918 there began to appear something that had never existed in England before; people of indeterminate social class."

The tradition of the "dual system" which separated, from the outset, children destined for different roles in life proved remarkably durable.  Secondary schools had from the mid 19th century been classified into three grades by the Schools Enquiry Commission (1864) and the Secondary Education Commission (1864).  These were first grade schools leading up directly to universities and colleges of university rank; second grade schools which stopped short of this point for the bulk of their scholars; and third grade schools which did not attempt to carry education beyond sixteen and were directed at supplying manpower for commerce, industry, teaching and apprenticeships.  These divisions, far from being introduced by the 1944 Education Act as is commonly assumed, reflected very closely those that were enshrined by legislation eighty years earlier.  The confirmation and refinement of a tripartite system state system in the 1940' was justified by arguing that

"the evolution of education has in fact thrown up (sic!) certain groups, each of which can and must be treated in a way appropriate to itself ..." (Board of Education 1943(b))

The groups were characterised in the Norwood Report (Board of Education 1943(b)) as

- "pupils interested in learning for its own sake, able to reason abstractly, to appreciate elegance and culture" and destined for profession and administrative employment;

- boys (significantly not girls!) whose interests lie in the applied fields of science and art who have "uncanny insight into the intricacies of mechanisms" but not language, and who become engineers and craftsmen;

- pupils who could "only deal with concrete things, needed immediate gratification and were interested in things as they are and the realm of facts" who were to take up "the work of life" - or perhaps more accurately a life of work.

Traditional public school education was outside the scope of the report, though its influence on the grammar school curriculum was plain enough.  Thus despite the upheavals of the war years divisions based on ascription (in the public schools) and early selection (the 11+) in the State systems continued to separate out pupils into fairly discrete educational careers.  The aspirant middle classes who had emerged after the first World War as a real force began to swell recruitment to grammar schools and transform their functions from those more akin to "finishing schools" to those of providing access to lower professional occupations (Lacey 1971).

More than anything else, perhaps, the differences between the two parts of the dual system, though diluted over time, can be highlighted quite simply.  By and large one group of schools confirmed social status for those whose family background gave them access, whereas the other conferred status by providing some limited opportunities for advancement through academic achievement.  The latter of course also confirmed the lower status of those who failed to demonstrate such achievement.

2.4 The fourth observation is that schooling in the U.K. developed well after the transition took place to an industrially based economy.  No convincing case can be made that schooling contributed significantly to the first wave of the industrial revolution since so little was available.  Indeed many of the 18th century entrepreneurial innovators and inventors did not have the benefit of any systematic education (Ashby 1961).  Crompton was an impoverished spinner with no formal training, Faraday a bookbinder, Arkwright a barber, Watt an instrument maker, Bessemer an amateur inventor.  None had relevant formal training.  The traditions of British industry recognised the "hard way men" who succeeded on a combination of sheer drive, a modicum of "natural" ability and luck, at least until competition grew and production became more complex.  It also revered, as did government, the cult of the amateur who possessed character, largely latent at birth and developed by public schools which revered independence, initiative, loyalty and a stiff upper lip in adversity and devalued "swots", "boffins", "egg-heads" and "cissys" who needed to learn things in order to act.  What might be called the Biggles syndrome.  Thus, even in 1959, half of the managers of British industry were "hard way men" who had worked up through the company and 33% of top management were public school educated though they comprised less than 5% of the work force.

A widely argued consequence of these anti-intellectual and anti-scientific values was that they contributed to the gradual erosion of British industrial pre-eminence leading up to the First World War.  German technical education certainly grew much faster than in England after 1850 and was not hampered by such values. A cult of Wissenschaft and Technik developed which valued highly scientific and technical training to the extent that it began to attract Englishmen to study the latest advances.
Though education was not important to initial industrialisation in England in the sense of providing training and skills, it must be pointed out that it did make a more general contribution through the extension of basic literacy and numeracy to most of the population.  Basic literacy was becoming fairly widespread at the end of the 18th century and this must have contributed to the spread of new ideas and the growth of knowledge of new production techniques.  The social organisation of schools is also likely to have contributed to the acceptance of social norms associated with factory work (punctuality, discipline, obedience). Elementary schools were set up within an assumption that "as the division of labour applies to intellectual processes....the principle in schools and manufacturies is the same" (Sir Thomas Bernard , a founder of the Society for Bettering the Condition of the Poor quoted in Armytage 1966) 

2.5 Fifthly, in most early industrialising countries private sources of funding provided very substantial proportions of the finance necessary to support educational institutions.  Early educational legislation in the USA tended to favour provision without mandatory conditions on sources of funding (Storr 1965 p135).  Philanthropy in the U.K. was encouraged and formed the main basis for school provision up until 1870.  This provided a model for the fast-growing American states.  In the 19th century the benefits of running schools and colleges as profitable private enterprises added another dimension to mass schooling provision, particularly in the USA.  In England in 1860 only 40% of children enrolled were in schools inspected by the state and therefore entitled to some grants-in-aid if they were judged efficient.  As late as 1900 approximately 30% of expenditure was in voluntary-aided elementary schools.  Early expansion was not therefore normally constrained by central government funding; rather it depended on philanthropy and various kinds of community-based taxation (through church revenues and local taxes).  Indeed the Board of Education (1904(b)) was careful to represent the role of State funding in secondary expansion in the U.K. as assisting rather than replacing locally based initiatives.

"The Board desires it to be clearly understood that the fact of a uniform scale of grant being given to all these grades and types of schools implies no belief that they are of equal importance or have indiscriminate claims to State aid ...  The uniform scale of aid given is designed to give impartial encouragement to a well considered local effort towards developing a general system of secondary schools through many channels and in varying directions ...  The case of elementary schools shows how difficult it is, even after a generation of practical working, to reach any certain conclusions as to the relative efficacy of different subjects and methods, and as to the exact point at which the control or influence of the State ceases to be an expanding and stimulating force and tends to fetter or to sterilize individual genius and local patriotism."

In higher education the situation was similar, as late as 1920 U.K. universities as a whole were more than 50% privately funded (Levy 1981) and some continued to draw on substantial private funds throughout their subsequent development.  It was therefore not until substantial growth at all levels had taken place that provision became largely the responsibility of the state and resource claims foe education had to compete directly with other types of public expenditure.

2.6 Finally, school curricula in the U.K. developed over a considerable period of time and were not heavily influenced by contemporary practice elsewhere.  Two traditions dominated public school curricula - that of classical culture and that of an ethical code.  The former emphasised familiarity with the Greek and Latin antiquity and defined a culture of "civilisation" which conveyed some sense of superiority to those who were familiar with it and could make appropriate allusions to it in conversation.  Access to public schools dominated entrance tests.  As in Imperial China:

Puns, euphemisms, allusions to classical quotation, and a refined and purely literary intellectuality were considered the conversation ideal of the genteel man."

                     (Weber 1947)

Public school etiquette served to promote ethical values that would separate out future members of the administrative and social elite through very characteristic patterns of socialisation designed to promote loyalty, veneration of tradition, hierarchy, and "good form".  Residential schools with a panopoly of organisational devices - house systems, prefects, initiation rites, colours - encouraged the acquisition of these.  With their acceptance came conformity within a protective social elite which was orientated to professional occupations (preferably removed from the "vulgar commercial process of receiving money" and cultivated the "effortless grace, a casual assurance, the light touch in command" (Conolly 1948).  Amateurism was regarded as a great virtue, true gentlemen were above specialisation and technical knowledge since both were unnecessary, except to those who needed them to make a living. Specialisation brought with it a narrowing which could only limit individual influence on the great affairs of life and State.

These dominant traditions of public school education have had considerable influence on curricula forms even though they originally developed in the mono-sexual world of elite institutions serving a tiny minority. Grammar schools incorporated house systems, prefects, and academic, literary curricula and an emphasis on gentlemanly sports and attributes (rugby not football, cricket (batting not bowling)).  The majority of these schools grew more from the secondary and post-elementary schools of the 19th century, than in direct descent from public schools and lacked the characteristic social bias in intake of the latter.  Increasingly they tried to ensure access to the lower professions. They did so by mimicking elite school traditions with an overlay of concern for the academic achievement which was becoming necessary for recruitment into professional jobs.  Comparable education for girls grew from the time of the Taunton Commission (1864-8) which first officially recognised the need for educational provision for women. Single-sex girls schools were the norm for middle class girls and academic and social goals fitted the role these women were expected to play in adult society based predominantly around managing domestic life efficiently. Some have even argued that the severest burden on the middle class Victorian family was that of unmarried daughters (Musgrove 1959). Idleness was anathema to the Protestant ethic and a meritworthy alternative was study and subsequently work as a governess if marriage failed to materialise.

Regulations for secondary schools for the State system gave priority to English - reading aloud, speaking with correct pronunciation, writing grammar and the recitation of pieces of literary merit - and Arithmetic, and included practical subjects designed to help pupils acquire useful skills.  These were to include drawing, handicraft, gardening for boys and cookery, laundry work, dairy work and household management for girls. With the special consent of the Board "in schools in seaport towns" cookery for boys was permitted. Where Latin was not one of the additional languages studied "the Board required to be satisfied that the omission of Latin is for the advantage of the school" ( Board of Education 1904(b) p17)

Much more could be said about the development of school curricula, the slow growth in technical and vocational education, and the rise of secularism in schools.  The key points to bear in mind however, are that during the periods of formation and consolidation of the education system

-  elite traditions dominated provision at the higher levels and devalued practical knowledge in favour of the development of "character";

-  mass provision was organised in ways which presumed a fairly stable social order which made it necessary only to fit pupils to likely occupational future, not transform and develop new forms of economic activity;

-  external influences were marginal, even in technical education which was increasingly provided more effectively elsewhere;

-  changes in curricula content and pedagogy were gradual and continuous and very much in sympathy with dominant social norms reflecting the general conservatism of the educational and administrative elite.

2.7 The general characteristics of educational development in early industrialising countries can therefore be listed as:


-  slow and continuous growth over a long period;

-  growth in elementary enrolments to a high level before expansion at higher levels;

-  co-existence of dual systems of provision that have only gradually and partially merged;


-  industrialisation before mass provision of formal education;

-  high levels of private support with gradually increasing state support and centralisation of control;

-  gradual and continuous evolution of curricula patterns well established in the culture, heavily influenced by elite models and designed to reflect rather than change social and economic structures.

3.l The characteristics are in sharp contrast with those found in many later industrialising countries.  Before considering these in detail it is useful to examine how Japan and Germany, what might be called "second wave" industrialising countries, moved towards the provision of mass education systems.  In both countries very substantial political realignments took place as provision expanded (the Meiji restoration in Japan, the unification of Germany) and in both there was a strong sense initially of "catching up" with industrial expansion of the U.K.

Japan embarked on a deliberate, State directed, policy of modernisation in the 1870s that included the development of a mass education system as an essential element (Dore 1976).  Before 1868 a dual system of provision existed that catered for the sons of Samurai, on the one hand, and those commoners thought to be considered worthy of some basic education, on the other.  Samurai education was based on close, repetitive study of classical texts from antiquity in a foreign language - the Four Books and Five Classics in classical Chinese providing what Latin and Cicero, Virgil, Aristotle and Plato did for English public schools.  Scholarship was similarly thought undesirable and unnecessary for gentlemen and the "arid pursuit of knowledge" was left to those of lower social status seeking a professional career.  Provision for commoners was organised in a fairly ad hoc way and supported by charity and fees to provide some technical and bookkeeping skills for aspiring pupils underpinned by concern for basic literacy and moral rectitude.

The Meiji restoration in Japan was the prelude to a modernising drive which radically transformed Japanese society.  The revolutionary leaders retained control and imposed reform on Japanese society sweeping away much of the old ascriptive structure in favour of much more open competition for power and reward.  In England the restoration of the monarchy after the civil war in the 17th century effectively choked off similar transformations until after the industrial revolution had matured.  After the first tentative efforts at reform the momentum of change rapidly increased and in 1872 a plan was announced for a centralised, unified education system drawing on the French and American models.  This reflected a determination:

"... (a) to bring the whole nation within the scope of the elementary system and (b) to make the national school system a unitary pyramid of graded layers in which all children started from the same place, moving as far up the ladder as, in the words of the 1872 decree, their "ability and their means permitted
(Dore 1976)

3.2 As a result the slow period of growth in educational provision was superseded by a rapid expansion in elementary school enrolment in government-sponsored and controlled schools, which increased enrolment ratios at this level from 28% to 98% between 1870 and 1910.  Only after elementary school enrolments included more than 90% of the relevant age group did secondary provision start expanding. Moreover, these growths in enrolment were achieved at a time when the majority of the labour force was employed in agriculture not industry (83% in 1870 and 59% in 1910)  (Japan Education 1965). Qualitative changes in the education system reflected both the concern to accelerate industrialisation and the willingness to accept external influence to achieve this end.  At exactly the same time that Victorian school curricula were being fossilised around the mythical utility of classics and social segregation Japanese education was beginning to borrow enthusiastically from the West and produce unified curricula.  Tokyo University (established in 1869) was deliberately promoting the combination of studies of Confucian morality with Western technology;  Fukuzawa did much to effect the fundamental attitudes which turned Japanese scholars from objects of contempt to respected and valued members of the community (his writing sold over 10 million copies by 1897); a Glasgow engineer and eight compatriots were recruited to found Tokyo College and use the latest teaching techniques to train engineers.

Thus, after 1872, Japan's educational growth can be characterised as:  fast and discontinuous with the past (new institutions were created in proliferation based in large part on imported models rather than developments of existing schools);  abandoning a dual pattern of organisation under the pressure to modernise; and the general rejection of ascription in favour of more meritocratic methods of selection for jobs and acquisition of social status.  This largely preceded industrialisation and high rates of economic growth, focussed initially on elementary school growth, and was heavily state subsidised.

3.3 In Germany compulsory education had a very long history - Frederick the Great issued his General Landschulreglement in 1763.  German schools were admired all over Europe in the 19th century for their discipline, rigour and relative openness of access to them.  As early as 186O Prussia and Saxony enrolled virtually all school-age children.  This was significant as an expression of a deep-rooted conviction that schooling was a cornerstone of the social edifice and that it was to the advantage of the State to educate the next generation.  The rise of German nationalism in the 1870's provided another spur to the growth and consolidation of the system and encouraged both more open access to schooling and a greater emphasis on training and knowledge which had industrial utility.  As a young ambitious nation, following in the wake of the triumphs of British industrialisation and uncomfortably aware of dependence on foreign experts, Germany began to place more and more stress on the development of expertise and technological capability. Higher schooling and research institutes were built on a base of a fairly extensive elementary system less grounded in the cultural divisions characteristic of Victorian England.  German secondary and higher education developed alongside industrialisation and was directly related to it much more closely than in the U.K.  Indeed education and training were seen very much as a necessary catalyst for the development of newly emerging technologies and their relocation to German centres of excellence.  By the end of the 19th century English university education was quantitatively falling behind the USA, Germany and France and was turning out fewer chemists and engineers than her main competitors.

4.0 It is very difficult to generalise about educational expansion in developing countries.  The experience of Latin American countries with long periods of independent government is very different from that of Asian countries with a strong colonial legacy and historically rich educational heritage.  Both differ markedly from African countries recently independent and often chronically short of resources.  The different traditions of the major colonial powers complicate matters further.  Very broadly speaking, in most late developing countries the growth of education systems exhibits many of the following characteristics.

4.l Firstly growth was very rapid once expansion had begun in earnest.  The catalyst for this in many countries was the anticipation and achievement of political independence. This unlocked frustrated demand for schooling which had been carefully limited by colonial administrations and channelled to prevent substantial demands on national budgets.  Sri Lanka is a good case in point.  It is a country with a long history of educational provision with schools associated with missionaries dating back to the fifteenth century and traditional pirivena education existing since antiquity.  The formal school system in Sri Lanka grew continuously throughout the nineteenth century to the point where there were over eighteen hundred schools in 1900.  More than two thirds of these were grant aided schools and most taught in the vernacular languages (Jayasuriya 1979). Government aid was concentrated on Christian missions schools and the growth in government schools was severely restricted in favour of those supported by grants in aid and private (usually denominational) funds.  At this time about 500 schools were government schools; of the grant aided schools 211 were Buddhist, Hindu or Muslim though adherents of these religions represented over 90% of the population, and over 1100 were Christian grant in aid schools (Sumathipala 1968).  Expansion continued to follow this pattern in the 20th century accelerating in the 1930s in the wake of the introduction of the "Donoughmore" Constitution which provided for a universal franchise and the appointment of a Minister of Education (Jayasuriya 1969). On the eve of independence in 1946 nearly 950,000 pupils were enrolled representing about 14% of the total population and somewhat less than 50% of the school age population.  The consolidation of free education policy after 1947 and the government take-over of denominational schools resulted in a dramatic increase in enrolments adding 1.25 million pupils by 1960 and a further 500,000 by 1970.  Thereafter growth slowed as a majority of children were enrolled in grade 1 and further expansion was directed towards increasing participation rates at secondary level.  It had taken 20 years prior to 1947 for total enrolments to double; it took only 10 years to 1957 for them to double again.  Current projections suggest that a further doubling will not occur until the late 1980s after a further 30 years.

The expansion of Nigerian formal education followed a slightly different pattern and is complicated by substantial regional imbalances and the existence of large numbers of Koranic schools in some areas.  Nevertheless it does have a number of features in common.  Provision by the colonial administration was left until more than half a century after the first Christian missionaries arrived at Badagry in 1842.  Growth in the number of schools was slow and continuous in the South until the 1950s when, in anticipation of independence, enrolments increased rapidly.  From 1906 to 1947 primary enrolments increased from 11,900 to 538,000; in the next decade they leapt to 2,420,000.  In the North enrolment growth lagged considerably, partly as a result of the "indirect rule" imposed there and enrolment rates remained much lower, though showing similar patterns of growth in the late 1950s and 1960s (Bray 1981).  A second wave of rapid increase in enrolments took place in the 1970s as the first efforts at  Universal Primary Education policy began to have an impact.  The first of these periods of rapid increase resulted in quadrupling enrolments in 10 years, the second approximately tripling enrolments in 10 years - rates of growth not matched by the experience of any of the earlier industrialising countries.

Some countries did achieve substantial growth in provision prior to independence and India is a notable case in point.  As early as 1921 about 17% of children were enrolled in primary schools and some states achieved in excess of 60% enrolment (Carnoy 1974).  As elsewhere grants-in-aid were only given to schools which collected fees (in accordance with the provisions of the Woods Education Despatch (1853) which was underpinned by the belief that education should be left largely to private enterprise).  This policy also had the effect of encouraging the withering of indigenous and informal village schools which could not meet the requirements for trained teachers and fee charging for government support.  Total enrolment growth in India (a difficult statistic to compute with much accuracy) does seem to have grown rapidly after independence doubling from 1950 to 1960 and taking more than 15 years to double again.  In contrast in the 15 years from 1921 to 1936 it increased by slightly more than 50%.

Characteristically, therefore, growth in provision in many developing countries was explosive after long periods of relative neglect with low levels of direct State involvement in support.  Growth was also often discontinuous in the sense that when State intervention began to take place on a large scale after political independence it was often but not always secular forms of provision that were supported, albeit that they were influenced by earlier Christian missionary forms of provision.  Very rarely were resources directed towards traditional patterns of schooling, whether it be Muslim schools, as in Nigeria, pirivena Buddhist education in Sri Lanka, or the informal village schools of India.  The pressing political demands were most often to expand school provision in the image of the prestigous colonial schools rather than direct resources to developing vernacular education or schools which were firmly grounded in domestic cultural contexts.

4.2 The second main feature of rapid growth in educational provision in developing countries is its uneven progress. In some periods it favoured enrolments at post primary levels and in others primary enrolments. In Africa and Asia as a whole during the 1960s growth rates in enrolments at secondary and tertiary levels were typically double that at the first level and in some countries very much higher thought these were often from a low base (UNESCO 1983). In the 1960s in Sri Lanka when gross enrolment ratios at primary level were approximately 60%, primary enrolment grew at less than 1% per annum while secondary expanded at about 5% and tertiary at over 10%.  In contrast in Nigeria where gross primary enrolment ratios were about 18%, primary enrolments grew at about 2%, secondary at 8% and tertiary at over 12% before the push to universalise primary.  Aggregate and historic statistics have to be treated with caution. The general observation is that growth was not planned systematically but reflected the changing aspirations of politicians and their power bases. 

The second point which is important is that expansion which favoured higher levels often has cost and equity implications of a striking nature.  Typically unit costs per student for higher education in Sub Saharan Africa in the 1970s were of the order of 100 times greater than in primary schools; in Asia these differentials are substantially lower but are invariably at least an order of magnitude in difference (World Bank 1980).  This helps to explain the observation that large and increasing proportions of education budgets have been allocated to higher level provision despite the relatively small number of students who participate.  In 1975-80 Nigeria allocated 43% of its education budget to primary schools which were responsible for 86% of total enrolment, 35% of expenditure was directed to higher education with much less than 10% of total enrolments.  In Malaysia during this period 33% of expenditure was directed to primary (with 61% of total enrolment), and 14.4% to tertiary (with less than 1% of total enrolments)  (UNESCO 1984).  Such distribution of support can be seen as particularly inequitable when it is recognised that it is disproportionately the children of relatively affluent parents who benefit from the high levels of public expenditure on higher education.  It is estimated that in Malaysia public education spending per household at post secondary level was 15 times greater for the richest 20% of households than for the poorest and this almost certainly understates what would be the case in many African countries (World Bank 1980).

One way of interpreting these observations is to argue that in the wake of political independence most governments responded to the accumulated demand for schooling which colonial administrations had treated parsimoniously. The rapid expansion that  followed allowed much greater participation but also increased competition for access to higher levels previously monopolised by favoured groups. Domestic elites might then ensure that the strategically important secondary and tertiary cycles, which provided access to modern sector jobs, were expanded more rapidly than the provision of primary schools to what were often marginalised rural populations. Industrialisation led development strategies that seemed to require considerable amounts of highly educated manpower provided a ready rationale for such growth. This was often predicated on the assumption of the much greater likely future productivity of the educated though whether for example African university graduates really were 100 times more productive than their primary educated peers (as cost differentials implied that perhaps they ought to be) was not easily demonstrable.  Early growth in secondary and higher education provision certainly served the interests of indigenous urban elites in extending and legitimating their access to remunerative modern sector jobs. Historically this was a less important feature of growth in early developing countries. In these, ascriptive social role selection was more important initially and only later was growth in higher levels of schooling fuelled by the pressure for access from upwardly mobile emergent middle classes.  It is to differences related to this that we now turn.

4.3 The third common feature of growth is concerned with changes in the structure of formal educational provision and the social functions that it served.  Colonial governments differed in their attitudes towards the development of embryo school systems.  In those countries with large settler populations (e.g. in East Africa) elite schools were established for the children of Europeans, often subsidised directly or indirectly by the State, and designed to replicate in an exotic setting what was thought to be the best traditions of the English public schools.  These high cost systems sought to preserve European culture, prepare children for their expected roles as administrators, businessmen and professionals in their "adopted" country and provide access to metropolitan universities.  Characteristically access to them was denied to the local population or restricted to the progeny of the most cooperative and powerful of the indigenous elite.  The medium of instruction in such schools was invariably that of the metropolitan country.  In other countries where settler ideology was not so well entrenched (e.g. Sri Lanka, Malaysia) elite schools were established which served a predominantly indigenous clientele and which were intended to provide an English (or French) educated elite who could occupy subordinate roles in the business of the administration and commerce of the colonies.  Though often sponsored in some form by missionary activity the proselytising role of such institutions was not always condoned by administrations wary of offending local religious sensitivities.  Thus many became secular institutions at a relatively early stage.  A dominant goal of most such institutions was to promote the formation of indigenous elites, speaking European languages who could take on the role of intermediaries between the colonial governors and the governed well illustrated by Macaulay's famous minute (quoted in Carnoy 1974 p100):

 "We must do our best to form a class who may be interpreters between us and the millions we govern ... a class of persons, Indian in blood and colour, but English in tastes, opinions, in morals and in intellect."

Predictably those who were not part of this favoured elite found many, usually derogatory, terms to describe the products of such co-option - in Sri Lanka kalu suddo (black whites) was and is used to deflate those with an over-zealous adoption of metropolitan culture and values.  In Malaysia "orang puteh puggung hitam" (white men with black backsides) is used to similar effect.
Alongside such systems most developing countries had more or less widespread provision for the bulk of their population through schools most often established and supported through various kinds of voluntary organisations of which religious ones were the most common.  Such schools generally concentrated on basic literacy and numeracy and the religious conversion of native populations.  Where indigenous education systems existed prior to the arrival of colonists (e.g. in Islamic countries) these usually persisted in competition with secular schooling. Generally it was schooling in a foreign language that controlled access to jobs outside the traditional sectors of economic activity and vernacular schools were a blind alley to those seeking access to small but growing opportunities for modern sector life styles.

After independence in many countries mission schools were taken over by governments and free education policies were introduced allowing much wider access to all types of schools.  Elite schools previously reserved for settlers had access opened to much wider groups though typically their enrolment continued to be unrepresentative of the populations from which pupils were drawn.  The promises were of equal educational opportunity and meritocratic selection for places.  The competition was always unfair, however, since access to former colonial elite schools was a highly prized asset in securing jobs and influence.  By their nature it was generally not difficult for such institutions to find ways to protect their character despite integration at some level into the state system and despite attempts to broaden the base on which students were selected.  Thus in Sri Lanka the major elite schools retained to a large extent both their style and the narrow social base of their intake.  This has been achieved as much through the efforts of parents who have found ingenious ways of subverting the purposes of geographically based entry quotas as through any direct policy of such institutions.  The dual system that existed before independence carried over though exclusion and access is now more likely to be controlled by wealth rather than membership of a colonial elite.

There are echoes here of the maintenance of the "dual systems" referred to in relation to educational development in the U.K. but there are significant differences.  Firstly the move to apparently unified systems of free education at all levels was usually abrupt.  Often this took place within a few years of political independence rather than over many decades.  Understandably it fuelled the belief that the artificial barriers created to limit access and demand had been removed at a stroke to provide an equal chance for all to participate within an egalitarian system where merit would control progress.  Given the historical segmentation of colonial school provision this was obviously optimistic. Gross disparities in the regional, ethnic and gender related provision were sufficient to many countries to make universal access to chimera on the horizon rather than a one act play.  The creation of single systems, rather than those characterised by early selection and tracking of different "types" of students (as in the U.K.) was a predictable consequence of political self determination in many countries.

Secondly, and perhaps most significantly, changes in the direction of more open access systems were often not nearly as radical in practice as they appeared in principle.  Public examination results and transition rates in different schools in competition with each other show this very clearly.  In Kenya the development of "facade" and "action" schools has been charted in detail by Somerset (1982).  Facade schools are characterised by achievement scores not much better than chance levels with extremely low transition rates to the next level of schooling.  Teachers are often untrained and temporary, school organisation is haphazard and activity sporadic, curricula goals are poorly understood and teaching is unimaginative and often misleading.  In contrast "action" schools score highly on achievement tests and succeed in getting a majority of pupils access to the next level.  Staff are trained, more stable and schools well organised with adequate supervisory systems and purposeful and committed teaching.  These schools succeed in achieving their institutional objectives.  Almost invariably they have their origins in elite schools established before independence, serving elite and urban clientele and closely linked to centres of power.  In Malaysia similar patterns exist with similarly large differences between transition rates and measured achievement.  Extreme examples with, for example, science public examination scores in some schools demonstrating a majority of candidates scoring within a grade of chance guessing levels contrast with those where pass rates exceed 98%. In Malaysia in the 1970s an old established urban school achieved 100% pass rates in agricultural science despite the handicap of no access to agricultural land and an urban catchment area, in contrast to substantial failure rates in many rural schools (Lewin 1981). In Sri Lanka, after the curriculum reform of the early 1970s, there is evidence that transition rates to upper secondary schools increased disproportionately in those schools which already enjoyed high pass rates at the expense of the more peripheral institutions.  These were the majority which were largely unaware of the implications of changes in content and teaching methods that were necessary for pupils to perform well in new examinations or unable to respond effectively to them.

For the purposes of this discussion the key point is that, though the appearance of unitary systems was widely adopted, divisions within them were often as great as they had been previously (with the general exception of racially segregated enrolments).  Such appearances of unity were introduced much more gradually in the U.K. and matured after, rather than during, periods of rapid growth in enrolments towards universal access.  The replacement of the sponsored mobility characteristic of colonial systems by contest mobility, presumed to be more equitable, was often a misrepresentation of what transpired.  The identity of the sponsorship changed; the contest remained a race with a severe handicapping system.

4.4  The fourth point that differentiates the experience of most developing countries from that of those that industrialised earlier is that educational growth precedes any substantial development of an industrial base.  Typically high enrolment rates at all levels preceded significant shifts in the proportion of the labour force in agriculture.  Part of the reason for this lay in the belief that expanding the education system would increase the rate at which development would take place.  The great majority of developing countries have had most of their labour forces in agriculturally related economic activity throughout the twentieth century.  Only more recently have some of the most rapidly industrialising countries (especially those Newly Industrialised Countries (NICs) around the Pacific rim) succeeded in creating economies where the majority are employed in industrial and service sector employment.  In Rostow's terms (Rostow 1960) "take off" is still nascent in most of the poorest countries, has taken place in a number, e.g. Malaysia, Thailand, South Korea, India, in the recent past and was a 19th century phenomenon in most of Europe.  The "drive to technological maturity" which follows this is incomplete in the recently elevated economies which are approaching the "high mass consymption" characteristic of the "economic maturity" achieved in Europe by the inter-war period and by Japan as late as the 1950s.

Rostow's crude conceptualisation of stages of economic growth cannot be pushed far in relation to its significance for educational development.  Three pertinent observations do stand out that are important however.  Firstly, in the most recently developing countries growth in mass educational provision preceded growth of industrial wage employment.  In the U.K., where it was only relatively late that school achievement could provide a proxy measure for employers of employee suitability.  In most developing countries schools from the outset provided a ready mechanism to filter and select a socialised workforce, whose selection could be justified through appeals to their manifest ability in matters associated with metropolitan culture (from whence production technology often originated).  The need to do this was acutely felt where modern sector jobs were scarce, highly prized and rewarded, and offered access to "modern" life styles. The propriety and necessity for this went largely unchallenged since alternative selection criteria were usually more difficult to identify, use and legitimate. The widespread adoption of bureaucratic employment practices comfortably reinforced the importance of schooling and educational qualifications in recruitment practices (Dore 1976). Schools rapidly became bridgeheads to the modern sector controlling access to the narrow conduit that led from rural poverty to urban affluence.  Bearing in mind the argument of the previous section, this was contingent on the extent to which demand could exceed supply from those "action" schools that persisted and had preferential access to the desirable occupations in the economy.  This was the case during periods of rapid localisation and in those economies which did show sustained structural change away from traditional patterns of employment. Where few modern sector jobs were being created, and access to them was monopolised by established local elites, the importance of school qualifications grew commensurately more slowly.

A second set of consequences that flows from educational growth prior to industrialisation are concerned with the generation of surpluses which can be used to support mass provision.  Subsistence agriculture by definition does not generate surpluses, nor does it create a viable taxation base.  The experience historically of many developing counties was the systematic export of surpluses to metropolitan countries with retention of a small proportion to provide the resources for civil and commercial administration necessary to keep such surpluses flowing.  Moreover, because of dependence on export commodities for which pricing systems have continued to ensure that most value added occurs in the mass consumption market of sale rather than in producing countries, taxation bases have remained small.  The implications are obvious - that provision must remain low cost if it is to be widely distributed - much more so than in circumstances where productivity is high (as typically it has been in manufacturing rather than agriculture), and where capital is being accumulated from abroad rather than exported.  Historically high population growth rates exacerbate this problem since they increase the ratio of dependents to the labour force and related taxation base.

Thirdly, for countries now industrialising the association that exists between high levels of economic development and high levels of enrolment implies, but does not demonstrate, that the two are interdependent.  In the U.K. industrialisation was not clearly led by developments in the provision of mass education.  In later industrialising countries mass provision seems to have played a more important role.  The increasing sophistication of production technology and its widespread dissemination appear to require skills and qualities associated with high levels of formal education.  The user of mature technology does not self evidently require the same insight and technical inspiration of the originator.  However, there is clearly something in the argument that the "common sense" technology of the early nineteenth century entrepreneur is not comparable with the "high-tech" manufacturing technology of many multinational companies serving global markets.  The more imitative industrialisation is promoted, the more reasonable the goal of achieving similar national educational profiles to those of metropolitan countries.  The conditioning effects of this on patterns of growth can be very significant though often grounded on supposition rather than a balanced analysis of manpower and skill needs across all sectors of a developing economy.

4.5  The fifth point that has to be considered is that growth was increasingly financed by the State and that this was the case from a very early stage. Before independence in most countries the bulk of funding originated from religious organisations, from communities with a tradition of support for education, and from wealthy patrons.  Government finance was usually forthcoming with reluctance and often in a proportion merely sufficient to guarantee a level of control.  The traditions of voluntaryism and private sponsorship of education which persisted in early industrialising countries were widely replaced by the takeover of all responsibility for the school system by the State.  Thus from an early stage in growth systems became highly centralised reflecting the common priority to make available to as many as possible free education provided by the State and replace elitist systems with one system for all.  Though there are often very real costs to schooling, concealed in forgone opportunity costs or connected with direct payments for materials, books etc., there are very few developing countries that do not claim to provide "free education" and which have not abolished fee paying in the public sector.  The proportion of costs born directly by pupils is usually very low and represents a small proportion of total costs, particularly at higher education level, making schooling a very profitable investment to those who succeed (Psacharopoulos 1980).

In Latin America the situation was different to a significant extent.  In most of these countries there was no educational discontinuity at independence in the 19th century of the kind experienced elsewhere since at that time there was very little provision in total.  Many of the countries in the sub-continent began to develop long traditions of private education in the European tradition of high cost and high quality for a socially restricted range of pupils and these have persisted to the present day.  This situation contrasts with that in much of the rest of the developing world where much private education is of relatively low quality and is widely regarded as a second class alternative to mainstream State education.  Thus private schools, which are fee paying, in for example Malaysia, are attended overwhelmingly by pupils who have failed at a particular level to stay within the heavily subsidised state system.  Their staff are not well qualified and their resources inferior, with some exceptions, to comparable state schools.  

There have been many widely reported attempts, particularly in Africa, to shift some of the burden of providing school places onto the communities they serve.  Where this has been undertaken it has usually been the case that the state has agreed to meet a large part if not all of the recurrent costs of such ventures and contribute on a proportional basis to capital costs e.g. the Harambee schools in Kenya.  Even where this has not been directly encouraged some governments have tolerated the substantial growth of private schools which provide parallel opportunities to pupils who cannot be admitted to the limited number of State schools (e.g. secondary provision in Tanzania where more than half enrolments are now outside the State system though pupils in these schools compete for the same public examinations).

Two further observations are relevant to patterns of growth in developing countries.  Firstly, national education budgets were in direct competition with other public sector spending agencies.  In the majority of countries this probably worked to the benefit of rapid expansion since it was a populist measure commanding widespread political support.  Before long, however, the potentially bottomless nature of demand for such expenditure began to make itself felt - some countries were allocating in excess of 30% of government revenues to education in the early 1970s and clearly these could not continue to grow as they had in the recent past (Lewin Little Colclough 1982).  Cyclical down turns in global economic activity in the mid and late 1970s placed many countries under great pressure to cut public spending and education budgets were an obvious candidate.  Moreover the comparative advantage enjoyed by populist ministers over colleagues in arguing their case for continued high spending began to be tempered by widespread experience of rapid expansion and its attendant problems of poor labour market absorption and perceived decline in quality.

Secondly, centralised funding and control also brought with it problems connected with size and institutional inertia.  Large national systems had limited flexibility to adapt to different local environments and community needs.  Accountability was often remote and ambiguous and local initiative regarded with suspicion.  Moreover, concentration of decision-making within large bureaucracies with an urban base, in the absence of pressures to the contrary, inevitably influenced systems in ways which promoted the interests of urban elites.  Though it was also the case that growth in enrolments frequently doubled or more in less than 10 years it was the anomalous education system that expanded support and administrative services at similar rates.  The likely consequences of this were poor communications, lack of professional support and consequent diminution in efficiency.

4.6  The last distinguishing feature of educational development I wish to draw attention to relates to recent patterns of curriculum change.  Externally determined curricula were the inheritance of most systems in Africa and Asia at independence.  These reflected, with an appropriate time lag, the conventional wisdom in metropolitan countries often exhibiting a preference for the more conservative rather than radical traditions prevalent.  When explosive growth in enrolments began to occur little priority was accorded in most countries to curriculum renewal as this was regarded very much as a second order priority.  Thus relatively little curriculum development was in evidence during the 1950s and early 60s, most expansion merely building on existing syllabuses or weakly modifying them to remove some of the more obvious distortions inherited from the past.  Towards the end of this decade, stimulated by the explosion of curriculum development in metropolitan countries particularly in science and mathematics, many countries took the first steps towards taking a view of curriculum broader than syllabus definition and began to establish curriculum units or centres to produce new curriculum materials (e.g. in Sri Lanka and Malaysia).

The 1970s therefore saw the proliferation of curriculum development activity, much of it derivative and orientated towards adaptation of what was thought to be good practice in metropolitan countries.  Key perspectives during this period were to indigenise curricula to make them appropriate to national needs and, where it was thought necessary. update antiquated material in the case of accelerating modernisation.  Most attention was focussed on the design of written materials at school level and curriculum development activity related to in-service and pre-service training generally came a poor second priority.  Some adaptation and indigenisation took indirect forms - when, for example, some programmes were adopted for use in one developing country and these adoptions were used as the basis for second order adaptation in a third country e.g. integrated science in Lesotho, modern mathematics in Indonesia.  Frequently adaptation concentrated on content modification without questioning very deeply aims, dominant views of the subject-based nature of academic knowledge, and the prevalent international conventional wisdom on pedagogy.  Most activity centred on the strategically important secondary cycle level where allocation and selection of pupils was of most concern.  Much of higher education seemed largely untouched by the flurry of activity (as some would argue it was in the U.K.) and primary curriculum development was all too obviously the poor relation with resources generally forthcoming at a slower rate.

By the end of the 1970s most countries had "indigenised" curriculum materials in schools and had them in widespread use and some were contemplating the beginning of a second cycle of curriculum reform building on the experience of first generation adaptation and development and utilising the infrastructure of curriculum development centres which had been established.  The environment for such curricula reform activity had changed.  Firstly, the external "pull" exerted by curriculum development in science and mathematics characteristic of the late 1960s had lost its momentum as consolidation rather than development increasingly characterised curricula in metropolitan countries.  There were no contemporary equivalents of PSSC, Nuffield Science, Scottish Integrated Science etc., to act as catalysts and provide well articulated models as a basis for a new wave of curriculum reform. The high spots of activity, most notably in information technology, were in areas that were relatively high cost and where the expertise entry price was too high except for the richer developing countries.  Secondly, there was some evidence of disillusion with the impact of previous curriculum development activity.  The well known abandonment of modern mathematics by some African countries and the ambivalent reception of some discovery-orientated science programmes in Asia provide examples of this.  The costs, both in money and disruption, of substantial curriculum change were becoming more widely appreciated.

Thirdly, indigenisation of curriculum materials was no longer the priority that it was since it had been widely attempted and, though the experience had been mixed, this reduced pressures for further change.  It also sharpened debate about the purposes of further curriculum reform which could no longer be justified indiscriminately by appeals to nationalist sentiment and the need to replace "colonial" books.

Finally, in contrast to contemporary developments in some metropolitan systems, curriculum development had become an institutionalised activity at the national level.  The centralised nature of most systems promoted national level projects which sought to produce material and pedagogy valid for all schools in the context of fairly prescriptive bureaucratic framework.  Little differentiation in patterns of use or modification to suit particular teaching contexts was generally anticipated or encouraged.  It would be surprising if such curriculum development did not incline towards that most appropriate to the urban children destined for work in the modern sector.

5.0  In summary key features of educational development in recently developing countries can arguably be classified as likely to include most of the following attributes:


-  rapid and discontinuous enrolment growth condensed into short periods;
-  uneven growth at different levels rather than sequential expansion level by level;

-   the replacement of segregated (language, race, religion) systems by single secular systems which sustain the sponsored mobility characteristic of the systems they replace;

-  mass education well in advance of industrialisation and the development of mass consumption in integrated markets;
-  substantial state control and support from the onset of rapid growth and largely free provision at all levels at least in principle;

-  replacement of externally determined curricula by modified and transplanted imported material alongside locally animated curriculum development.
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