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INTRODUCTION

The Seventh General Meeting of the Comparative Education Society in Eurape,
“eld at Sevres in June 1975, was one of the most successful meetings so far
neld by the Society. More than thirty papers were presented by participants
frum more than twenty countries, and the guality of the material presented
and of the discussion which it stimulated was particularly high.

Tnis volume offers edited versions of a representstive selection of the
conference papers, together with a complete list of the papers accepted

for presentation by the organising committes. Regrettably, given the large
number of papers presented, selsction has been a necessary if invidious
task. Some papers have appeared or will appsar elsewhere and have
therefore besn excluded on these grounds, Others, no less worthy of
publication, have had to ba excluded simply on grounds of cost. Even so,
this volume of the Proceedings remains among the largest so far produced

by the Society.

School and Community, the theme of the conference and of this volume, is an
obvigusly impartant one. It is also a currently fashienable one, with all
that this implies, both for goed and for ill: it benefits from justifisd
attention and appreciation; but, at the same time, it suffers from
aversimplification and uncritical acceptance.

The comparative context in which the papers included in this volume were
presented, highlighted and illustrated a degree of complexity in the notion
of 'School and Community! which is apparently unsuspected by the authors of
much recent writing which has appeered on this theme. General approval of
the desirability of a better understending of the reslationships involved
and of the utilisatinn of that understanding to the benefit of both school
and community has clearly not blinded the contributors to this volume to
the major and intricate problems which such objectives raise. Moreaver

the totality of the papers points up the impartance of diversity of context,
not only in the nature of existing relationships but also in their valus,
not only in the implementation of policies but alsp in their formulation
and selection.

For the purposes of this volume, the papers selected have been re—-arranged
in three sections:

1. The Framework for Ciscussion
2. Participation ip Educational Decision-making
3. School and Work

The papers in the first of these sections lay a ground plan, in historical
and comparative terms, for the mors detailed discussion which follous.
What are the relationships between schocl and community? UWhat should they
become? How has the present concern for these relationships come about?
How does it fit in to the general pattern of current thoupht about
education and zbout the community? What kinds of scheol are most
appropriate in different circumstances? What schooling should thay coffer,
taking account of different cbjectives and of different notions of the
school - community relationship? And what notions of that relationship
are most relevant to current situstions? These are same of the main
questions which this section seeks to explore.

Section II, an 'Participation and Educational Decision-making', concentrates



its attention on that major dimension of the school-community relationship
which is concerned with the involvement or potential ipvolvement in the
management and definition of scheools and schooling of the various interest
groups which organise, use, serve, or are served by the schonl. Here the
major guestions examined include the legitimacy of participation, the
nature and problems of different models of participatory involvement, the
main fields of perticipation, including those of control, administration
and curricular definition, and the actual and poiential roles of central
and local government, teachers, parents, representatives of the community
and of industry, end the pupils themselves. 7Fhe organisation and
presentation of this section oues much to the work of Professer Oskar
Anweiler of Bochum, not only for his painstaking efforts in assembling the
contributions included but also for his incisive introduction to the sectien.
The Editors are much indebted to him.

The fipal section, on 'School and Work' similarly owes much of its form and
substance to Dr. Nigel Grant of Edinburgh, whose own contribution opens the
section., Hers the focus shifts ta the ways in which the school itself and
what it can offer relate both to the individual business of earning s
living and to the corporate function of contributing to existing and future
patterns of productien and service. Major guestions tackled in this section
are concerned particulerly with the nature and definition of the
relationships between schaol and work, both as they are at present and as
they should be. Aspects taken up in more detail include the guestion of
vocational versus general education, the differentisl needs of girls, as
opposed to boys, and the specific relationships between education, waTk,
and the community in different environments.

No introduction to this volume would be complete without acknowledgement of
the debt cwed by the Society as a whole and by the Editors in particular to
the verious bodies and individuals who made possible and contributed to the
success of the conference of which this volume is the record. Im particular,
our thanks are due to M. Jean Auba, Director of the Centre International
d'Etudes PEdagoniques, S8vres, and to the French Authorities, for putting
the Centre at the disposal of the Society. Thanks are also due to the

Staff of the Centre for all their help beforse, during, and after the
confarence, and to the organising committee of the Society for its work in
preparing the ground so well. A special word of thanks must go to
Professors Anweiler (Boehum) and Borghi (Florenmce) and Dr. Grant (Edinburgh}
for their admirable work in inviting and organising the contributions made
to the main sections of the conference theme., Finally, as Editors, we
should like to thanmk individual contributors for their willing and careful
help in preparing the firal manuscript of these Proceedings.

Raymond Ryba
Denis Kallen
December 1876
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I THE FRAMEWORK OF DISGUSSION



1. SCHOCL AND COMMUNITY: OPENING ADBDRESS

Brian Holmes (President) (London)

The theme of our conference, School and Community, is troad and generous in
conception, It is the first time that the Spciety has deliberately focused
attention on relationships between schools and the socio-economic and
political milieux in which they function. The response by members to the
committee's invitation for papers suggasts that aspects of our theme are
occupying the minds of many comparative educationists. This is hardly
surprising. After a period when it seemed that the steady expansion of
educational provision was assured and that its tenefits would be real and
obvious, the future of education and the contribution it can make to social
betterment now seem less certain and secura., The hopes for society which
found expressisn in the UN declaration of human rights and which have
informed the work of Unesco and government poiicies all over the world for
more than a guarter of a century have, at least far the moment, faded.

Jhat are the constituents of tha problems we as educationists face? Clues
may be found by examining educational and social change since the late
forties.

ince that time attempts have bsen made to extend education to all as a
uman right. only against over ambitious hopes such as those expressed in
the Indian Constitution and at the Kerachi conference can it be said that
nolicies to universalise primary education in countries where previsusly
little existed have failed. More and more children all over the world
attend primary scheols. In those countries of Europe which, by the forties,
sere already providing primary education for all, admission to sscondary
scnanls has owvertly depended less and less on ability to pay and more and
-ore on ability to bemefit. In these countries policiss to re-organise
secondary education along comprehensive lines have been pursued with varying
zegrees of vigour. Rapid expansion of higher, including university,
educaticn, as a human right controlled largely by student demand and
“aculty power took place in the fifties in the USA, 3apan, the Federal
Fepublic of Germany, and in India, When Frank Bowles published his study
o4 Access to Higher Education he was able to show that the proportion of
yaung people in higher educatian was related to the structure of seconcary
eaucation. As expansion gathersed momentum in the sixties growth rates
seemed less dependent than befare on the proportion of students in
zomprehensive or one track secondary schools. Expansion in France was
sreater than in Britain. After a slow start numbers in Canada and
tustralia grew rapidly. The Swedish example, however suggests that
resrganisation of secondary esducation does influence higher education.

>
=

I1 short the quantitative expansion of education between 1945 and 1968 has
ceen impressive. The desirability of providing education to all, increasing
tne pariod of compulsory attendance and expanding higher and adult education
uas not seriously questioned by right or left wing governments. Indeed tha
-roportien of revenue spent on education rose steadily in most countries.
Expansion has been a central fsature of national and indeed international
oolicy. Political considerations played a mejor role in the adoption of
such policies in most countries. They were supported by belief and by
sacial science evidence. UWhen Unesco was being established in 1945-46 some
narticipants at those early meetings held that universal education would
safeguard peace and democracy and raise standards of iving. Proposals to
srovide secondary education for all were based on the belief that social
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class differences would be reduced., Fvidence from the USA showed how access
to pducation was Telated to the social class position of pupils and students.
In Britain aznd elsewhere similar evidence was produced. Socioloaists went
on to suppart proposals to re-organise secongary education an the grounds
that opportunities would be equalised. Later economists joinred in. They
supported expansion as an investment which would bemefit individuals and
society, arguing first that the universalisation of primary education should
receive priority and then that selective investment in the higher stesges of
education would give greater returns. There can be no doubt that
sociological and economic arguments reinforced political considerations in
Favour of educational expansion. Politicians claimed that education should
be provided as a human right. Sociologists and economists stressed its
instrumental value. Many educationists were probably more concerned about
the intrimsic value of educaetion. And in the final analysis it is they who
have controiled, either by veto or by positive action, the ways in which
epducation has expanded during the last thirty years, The conseguences af
expanding education ostensibly in the interests of society yet largely under
the control of educationists should be examined in comparative perspective
in much the same ways as revisionist historians in the USA have done.

Shifts in policy may be explained by suggesting that while expansion has
been pursued almost without guestion by governments in the face of popular
demand and public acquiescence, educationists have fought with come success
ta retain control over the way resources have been allocated, over the
admission of pupils and students, over the content of education and methods
of teaching and over labelling procedures based on examinations. In the
face of political pressures to eliminate or postpone selectiaon at the point
of transfer from primary to secandary education educaticnists have made
concessions, In their hands guidance and counselling procedures have
allowed them to influence the allocation of students within the educaticn
system. Political pressure tc change curricula has been less obvious except
perhaps in the USA since the early 19%50s and in the USSR around 1958,
fqainst the opposition of teachers it has been relatively ineffective. In
the USA the battle for curriculum control has been between university
academics and sducationists. A similar battls is likely to be waged in
England if the Black and Red papers are valid indicators. A close study of
reforms advacated by teachers may reveal that overtly or covertly they
ghsure that power remains in their own hands. Ap overt example of how
constraints are placed on curriculum ressarch is the English Schools!
Council whose membership and terms of reference ensure that practising
teachers retain their traditional power ito determinme curricula. Emphasis
on new methods of teaching based for example on student participation and
activity or on individualised learning may covertly ensure that teachers
are still in a position to rsgulate rates of learning and what is learned.
In so far as school examinations serve an allocation function and are
agministersd by educators ths latter decide who should enter an ipstitution
for higher educetion, who should go into industry {and at what level), and
who shauld embark upon a political career. English CSE procedures and
continuous assessment do not weaken the position of teachers. Far from
sharing power teachers, when they have not abdicated, have consolidated
their position while advocating reform and while supporting policies of
educational expansicn., Government attempts in France and Britain in the
mid-sixties to regulate university expansion by creating nesw technolegical
institutions of higher education is a case in point. The battle for control
of the Swedish universities is, in my judgement, by no means over. A

14



Janger is that, frustrated by attempts to control schools, politicians and
industrialists (and sven military leaders) will support alternative
institutions more amenable to their wishes. 0On the other hand when teachers
find that they have lost control, sither to students, parents, ar
seliticians, they may well abdicate, leaving the field clear for other
sroups. I suggest that this situation has been reached in some inmer city
schools, for example, in New York and London, This brief analysis is
intended to raise questions rather than to provide snswers because we have
ceen inclined as educationists to claim credit for successes and to blame
cthers for failures over this period of educational expansion.

Jn the other side of the eyuation namely socio-economic and political change
- a final assessment of events aver the last thirty years is difficult to
nake. UWe can point toc the fact that millians of people have gained
independence from foreign rule. Or has sconomic imperialism replaced
solitical imperialism? Moreover there is not much evidence to suggest that
cevalutions effectively distributed power widely. There is some reason to
supoose that they have transferred power from one paliticel elite to another.
~nd while the threat of total war has been reduced by nuclear detgrrents it
-3uld be unwise to assume that these have ruled ocut war as a possible
zxtension of politicel action.

-z far econcmic change standards of living have besn raised if the output
2nd purchass of cansumer goods are taken as indicators of affluence. But
"ou has wealth been distributed inside countries and between naticns?

Zomg individuals and nations have become very wealthy at the expense of
cthers who, while improving their standards of life, remain relatively

-orse off. The application of science in industry and commerce has made
zossible this kind of affluent society. Some of the macroconsequences aof
zgonemic growth have been predicted im the second report to the Club of Rome.
It suggests that undifferentiated economic growth will lead to the
exhaustion within the forseeable future of known rescurces on which
industries depend. Again the efficient use of machines places limits aon

the number of persons who can be usefully employed. An optimistic view of
this fact suggests that we shall all have more leisure to enjoy. Pessimists
caint out thet unemployment must imevitably rise. Parenthetically it may

te useless to send youngo people out to work at an early =zge however
difficult it is to keep them happily in schoal,

Looking now at the impact of economic growth on individuals, factories are
larger, industry is concentrated in conurbations, Some skills are more
complex, the acquisition of them demanding long periods of training. Many
more jobs are simpler and more rspetitive., Conveyor belts dominate
production schedules and the speed at which men and women work and the kinds
of job they perform. The mechanisation of agriculture means that
subsistence gconomies ere no longer of themselves viable, The mechanics of
distributing even the essentials for life more widely are not adequately
developed. The concentration of industry and commerce in particular
countries and areas inmside them and the iptroduction of industrial
technioues into agriculture have contributed to the growth of conurbations.
Several types of persan flock into them. Ambitious, well sducated young
men and women leave small towns for the city in search of better jobs.

They settle in the more favoured parts or by rehabilitating slums bring
their new enmvironment under a measure of control. At the other end of the
cantinuum are those for whom rural life is intolerable and the attractions
of the city, whether at home or abroad, compelling. Father or energstic



sen leaves ths village to find paid work in the hope that he can send some
money home, He may return to his village from time to time and for short
periods. Away from home he moves into a shanty town on the periphery of
the city or into its decaying centre. His fTamily may or may not follow him.
In most cases he has neither the economic nor political power to control

his environment. Public services may be non-existent cor in the old city
inadeguate and houses are over-crowded. Jobs, sven the most menial, are
difficult to come by. Thus in most big cities of the world great wealth
and extreme poverty co-exist,

Since 1945 seccial change has eliminated some divisions in society and
created new cnes, The balancs of political power in the world has shifted,
with the WSA and USSR as superpowers. 0ld alliances such as those based on
empire have been replaced by new ones. The economic unification of Western
Europe and the Organisatian of African states are examples of emerging
alliances. Attempts to create effective world-wide interpational
organisations have been slow and painful. They have not succeeded in
eliminating tension or conflict. Economic growth has not everywhere besn
accompanied by eccnomic development. The wealthy have become wealthier,
the poor relatively poorer. 0il, a reletively easily exploited natural
resaurce, has transformed some poor countrigs inte immensely wealthy ones
but not everyone in thaose countries have benefited from the new found
wealth, And the changed positicn of the 0il rich nations has created new
economic and political problems. Yet small and large nations are so much
part of a network of relationships that no one of them can claim ta be
fully independent. A%t another levsl the differences between rural or
village life and city or conurbation living have increased in spite of the
transformations breought about by semi-conductors and air travel. The
interests of the small community have become more and more subservient to,
yet dependent upon, the larger saociety. It is often assumed that a society
is no more than a collectian of communities and that there need be no
conflict of interest between community and society. It may well be that
the guantitative changes which transform communities into societies imply
major qualitative changes. Educationists may have failed to respond to
this challenge. The schoels remain rural or at best small town institutions
and perpetuate, where thay succeed, traditionel valus systems, As
imnstitutions, the schoels may have served earlier communities well. 1t is
doubtful whether in their present form they cen serve post-industrial
sncieties in which rather few institutions have survived in their original
form,

Let me illustrate my meaning. Elitist education was intended to serve small
compact communities in which men were not regarded as equal, in which the
authority of a person was sustained by his ssotsric knowledge, or by his
econemic or military power. Competition, except among political lsaders,
was reduced to a minimum. Schools had special functions to perform. They
provided future leaders (whether political or non-political) with
appropriate knowledge. They fostered lsadership attitudes., UWhen new
concepts of democracy were formulated the schools were expectsd to select
cut an aristocracy of talent. MWNeither Cendorcet nor Jeffersocn thought all
men were intellectually equal and were consequently able to justify
selective secondary schools and universities. Ouring the nineteenth century,
as rural communities changed to industrial societies, the schools were given
new tasks, They were expected to prepare young people for industry and
commerce, Policies differad. Some couptries introduced special techrical
and business schools. These are part of the north European tradition
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sxemplified in the Beruf and Fach schulen of Germany, the technical

colleges and apprentice centres in France, and the range of technical
s-hools im the Netherlands. This policy was rejected in the USA and Britain
-swards the end of the century. General education dominated the schools.

In England industry amd professional associations trained their recruits,

T4 the USA after 1900 the institutions of higher education trained more

znd more young people for a range of professicns.

“n mast countries general education was dominated by humanistic traditions
=nd in many countries until recently by Christian beliefs. The valuss it
inculcated were those which had admirebly served communities where face—
za-face relationships in politics economic and social 1life dominated
institutions established in pre-industrial societies. As lang as thess
sacio-sconomic and economic institutions survived the schools could function
_ell, Periocds of rapid change create major crises. Such a period occurred
i~ the USA. The constituesnts of rapid change are well illustrated in the
-rowth of Chicago around the turn aof the century. In that situation John
Jewey proposed a soiution to the problems of society namely that as the
-raditional community disappearsed under the forces of industrialisation,
=smmercialism anc urban growth the schools should take its place. This
-ignt be called 'the school as community! solution to societal problems,
Iince it commands considerable support the role Dewey pave to the scheool
snould be seen in context. Chicago, it should be remembered grew at a
fantastic rate after about 1870 so that by 1910 it had a population of ower
tuo million. It became the greatest reilwvay centre of the USA (and later
_as an early centre for air transport) and a major inland port. Iron ore,
-oal, ceke, and limestone were carried from railway termini to the
:ndustrial plants sn the south shore of Lake Michigan. Grain elevators,
=gal yards, and warshouses as well as meat packing factories contributed to
its growth as a major trading centre. Iron, steel, and many other products,
:ncluding cement, were made in its factories. It never became a majar
financial centre - either domestic or intsrnational. This growth pattern
i3 outlined because we depeng sc much taday on the work of sociologists

uho studied tha processes of urbanisation in Chicago and the problems they
created. Today similar problems loom large in south east England, the
Fuhr, Tokya and other major conurbations. In the midst of turmail Dewey
reiuctantly accepted industrialisation and commercialisation but gave to
the schools the task of perpetuating those small-twon or rural values which
he had acquired as a boy in Vermont. The educative experiences he treasured
uers based cn the day to day activities of craftsman, store-keeper, local
palitician, and school teacher warking together in a small frontier
community. Industrial society could not provide them, City schools should
therefore provide children with thess experiences to solve their ouwn
problems and to co-operate with agthers in sclving society's problems. The
development of intslligence, like reason and rationality before it, through
gducation was the key to success. The school was also to perpetuate the
virtues of pioneering rural America. In short, in an industrial society
the school was to beceme in effesct the community apd take an all its
educative functions. Faith in fermal sducation has persisted, It has been
given more and more tasks to perform. In the USA, in the Tace of economic
depressien, mass unemployment and rising crime rates education, under
Roossvelt's New Deal, was to keep people of f the streets and out of ths
labour market. The Civilian Conservation Corps enabled unemplayed out-of-
school youth te participate in sducative experiences out of class. National
Youth Authority work projects provided many with enough maney to stay in
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school or in college. Some progressive cducationists tried ta make the
schools apents of social reconstruction end urged the New Dealers to became
interventionists, These movements were associated with attempts to make

the content of education more relevant to the needs of youth, The authors
of the Eight Year Study (1932—1940) set out to prove that the high schoel
curriculum could be liberated from the constraints of college entrance
without lowering college and university standards. Few sducators concede
that the radical reform of educatiaon necessarily impliss that former
standards of academic excellence should be abandoned. Thus, in the fifties,
under different circumstances the schools of america were blamed for failing
to cherish gifted children and thus to protect the USA from the challenge

af Soviet technological supremacy. And again in the sixties it was hoped
they would ameliorate disadvantage by providing compensstory educaticn so
that levels of achisvement could be raised.

flsewhere educationists have seen the school as a community in which
children learn to participate in community 1ife by participating in
appropriate activities. Many protagonists of the school as s community
held that its vocational activities should constitute the core of its work.
Gandhi's Wardha scheme, for example, which became national policy as Basic
Education in Independent India, made willage crafts the foundation on which
a general education should be built., 1In 1937 Gandhi assumed that the
British would remain in India for some time and that since industrialisation
would take place slowly policy should be directed to the improvement of
village life. Fundamental education proposed by Unesco as an experiment in
community develapment was based upon similar assumptions. Present policy
in Tanzania derives from the vieu that economic development deperids more on
improving a subsistence economy than on rapid industrialisation. Tt is a
policy which has received considerable attention by planners who draw a
sharp distinction hetween sacial—pcanomic development and undifferentiated
economic growth.

Dewey's solution was, however, intended to solve the problems in an
industrial society undergoing rapid change. It is doubtful whether it will
woTk without effective community support. Can a frural? institution
curvive anmd function successfully in a hostile environment? Moreover can
pupils educated in a small community move easily into an adult society
which is not informed by community values and run on the basis of community
institutions? Can community schools prepare young peaple for life in
socciety? Only, in my judgement, if the values and institutions of
community are the same as those of society.

Doubts about the effectiveness of the 'schocl as community! may have
promoted interest in a second kind of solution., Namely that the community
should become educator. More specifically, agencies in the community

should perferm some or all of the functions schools have increasingly been
expected to perform. In some cases such a solution is supported by concepts
of community which pre-date the development of industrial society and the
growth of conurbations, The success of such a solution will depend on our
ability to re-create in modern post industrial socisty the kind of community
known to most of our grandfathers and which may still survive in the rural
areas of our countries even now. Characteristic of such communities are
face-to-face relationships in polities, work and social life. Appropriate
norms are thaose of the Sermen on the Mount, or in more secular terms those
described by Parsons as associated with ascribed position, diffused tasks,
community interest and gratification postponement, Appropriate institutions
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are the extended family, craft industries and small businesses, churches
and political avthority based on inheritance (kin, aristocracy) end
knowlsdge (priests end teachers). If the picture is exaggerated it is
with deliberate intent because the models which served small pre-—
industrialised communities well are no longer approprilate.

In cities the extended family is now a nuclear family. The small firm in
whiech brothers and friends worked side by side under the watchful eye of an
oclder neiohbour has been replaced by the huge anonymous factory. The well-
known and respected figures of ths law - policeman, sheriff, and even judge
- has been replaced by remote figures recognisable only by virtue of the
unifaorms they wear. If the norms of village life have been retained -
albeit cynically = by teachers and middls class parents the institutions
which put them into practice are rapidly disappearing even in those areas
inhabited by peopie whe have some chance of controllipg their envirenment
by recreating rural or small-town institutions and retaining appropriate
norms. A sclution which has some possibility of succeeding in affluent
middle class communities has little chance of success in areas where
members of the community lack economic and political power in the larger
society. Even the power of the middle classes to recreate a viable
community in the city centre suburbs is limited.

They may try and succeed in re-creating leisure-time institutions - the
bridge club, the local thsatrs, the cefe or pub., They may support
traditional schools and manipulate well known political institutions. They
are unlikely to be able to re-create in the city the kind of economic
institutions which were typical of the small town of an earlier iIndustrial
era, Coammuting is the norm. Few workers go hame for lunch or work
alongside father, brother or near neighbour., Management - labour
relationships are dominated by out-dated norms ang trade unions which are
the product of the first industrial revolution. If these features aof
community cannot be recreated what should be the characteristics of the
modern industrial community? What values should it promote? Achievement,
universalism, specificity, self interest and rational-legal rather than
charismatic concepts of authority? Through what new kinds af institutions
should the modern industrial community operate? The challengz is enormous.

It bas been taken up to some extent in the USSR, Concepts of community take
fully inta account processes of industrialisation and the changing
relationships involved., In practice the factory, its nearby blocks of flats
and their associated schools look very much like industrial communities.

if some older religious norms have been rejected in thecry, new norms are
preached. The power of state orgens is acknowledged. The egquality of

women as industrial workers reccgnised. But central to the theory is the
belief that community values and face to facs relationships should be
deliberately linked to the productive industrial life of a communist society
In short many features of the traditional community have been tejected,
although some have in practice been retained. In this model the school in
practice plays a rather specific and traditional role. This however is not
by Intent. The Khruschev reforms were intended radically to change the

role of the school so that it could better meet the needs of a changing
saciety. The failure of these reforms shows how difficult it is ta
transform the school into an institution capable of serving a modern
industrial society. An alternative is to retain as many traditional
institutions as possible, family and the network of authority associated
with it, and make them serve epconomic growth. Japan's success sesms to
exemplify this approach.
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This analysis suggests that central to the problems created by changes in
education and scciety are the relationships between school and work. A
community centred approach to them may well be quite different, and indesd
antithetical to a socisty centred approach. Contacts with local industry
and business firms while students ars still at school imply either that the
latter hope to enter those or similar occupstions ar that from their
experiences they can learn some general principles from which they can then
deduce specific and appropriate behaviour and attitudes. The Soviet
experience suggests that for those whase ambition is to enter university and
who see the schools as helping them to achieve this ambition work experience
is largely irrelevant. This is not haowever to deny the value of attempting
to build bridges betwsen school and industry. It is to suggest that some
traditional school functians may well have to be abandonec if the policy is
to succeed.

For example current interest is in how the school system can better meet
present and future manpower needs. Manpower planning is undertaken in the
interests of society, rarely in the interests of the community. If it is
to succeed it may require a mesasure of government control aver schools ar
industrty which neither teschers nor managers and trade unionists are
willingly prepared to accept.

Relationships bstween traditional educational systems and manpower are
complex. The control of pducation as an effective way of meeting manpouwer
needs (even if these can be calculated and anticipateo) is suspect
principally because of student demand, the influence of teachers and the
subsequent freedom of trained personnel ta select their occupation.
Doubtless one reason for current interest in recurrent education is because
it offers some possibility of relating educational provision more flexibly
with manpower requirements and retraining needs. What is also evident is
that educational policy has to be seen in the light of economic policy.

Just as alternative economic policies are debated in developing countries
so tos in the industrial world. One policy, as in the Soviet Union, is
based on the belief that development depends upon investment in primary
industries. Another policy stresses investment in consumer goads. Each
policy depends far success on an appropriate pattern of attitudes and
behaviour among workers and management. In spite of these, alternatives
patterns of sducation appear remarkably similar, Education in the USSR
bears a close resemblance to German pratotypes. The influence of American
educational developments is widespread regardless of the political idealogy
of government and the economic policies pursued. Traditional systems af
education have been madified but not transformsd. Traditional values have
been preached sometimes with less and less success ol where cultural
traditions have clashed from inconsistent backgrounds. The schoals far
From moving with the times have lagged behind socistal change whether they
have besn given a limited, specialised role to perform or have besn
regarded as vicarious communities in so far as they have been the guardians
of rural values and the perpetuators of traditional forms of behaviour,

Evidently there is no education panacea for the problems of rural, small
town, city and conurbation life. Or one which will serve all models af
economic growth and development. UOr indeed one which will serve natianal
societies equally well. It seems likely in the light of past experisnce
that models for education devised by educationists are not going to be
adequate. Conseguently we turn to a third aspect of our theme namely the
extent to which communities can participate in the running of schools.
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