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Editorial

One of the most attractive aspects of Hong Kong 1s the
scope for international interaction. What better place is
there in the world to have a comparative education
society? The development of comparative education in
Hong Kong, now recognised worldwide as a major
centre in the field, is a testimeny to the hard work of
researchers here who have seized the opportunities. At
CESHK, we can be proud of our contrbutions. With
over 80 members, we are an active force m the regon
and increasingly are making our voices heard on the
international stage. For instance, CESHIK was well
represented at the 11% World Congress of Comparative
Education Societies held in Chungbuk, South Korea,

July.

Other evidence of our growth is the opening of a new
centre, the Comparative Education Policy Research Unit
(CEPRU) at the City University of Hong Kong, with
two CESHEK members, Mok Ka-ho and Michael Lee,
playing prominent roles. Qur congratulations to them.
CEPRU has kindly agreed to host the CESHK. Annual
Conference 2002 on the theme of "Applying
Cornparative Bducation”. The details of the conference
are given on the flyer that comes with this Bulletin, and
on the CESHK website, www.liku.hl/cerc /ceshk/.

Work has been proceeding in recent weeks in upgrading
the CESHK website. An improved feature is the links to
websites on comparative and iaternational education
around the world. There are now over 100 links, making
this a valuable resource for researchers. These litiks have

also been uploaded to the website of the World Council
of Comparative Education Societies (WCCES),
www.hlubk/cerc/weces/, which is hosted by the
Comparative Education Research Centre (CERC) at the
University of Hong Kong, so it represents a further
contribution to the field.

This edition of the Comparative Education Bulletin also
shows the diversity of our membership and their
research interests. Yoko Yamoto examines the complex
issues of international schools in Hong Kong. M.V
Mukundan presents an overview of community
participation in education in Kerala state in India.
Michael Lee comments on recent trends in university
administration and evaluation. Z=fEH, reports on the
successful CESHK educational visit to Shenzhen that
took place last December. Ada Shum examines a
methodological issue that arose when she wrote her
recent M.Ed dissertation on perceptions of school
culture in Hong Kong. Patricia Potts portrays a special
school in Shanghai, and Mark Bray reflects on 2 recent
collaborative venture with Nina Borevskaya in
comparing Russia and China.

You may have noticed 2 new design to the Comparative
Education Bulletin. The intention is to give it a stronger
identity in journal, rather than newsletter, form. I would
welcome your feedback.

Bob Adamson
President, CESHK




Education in the Market Place: a
comparison of systems of Infernational
Schools for recruiting and serving Hong
Kong students

Yoko Yamaro

International schools have been booming for over a
decade 1n Hong Kong (Bray & leong, 1996) with more
opening each year and existing ones expanding in size.
These schools not only serve the expatriate community,
they also appeal to Hong Kong emigrants returning
from overseas and an increasing number of local families
who are seeking an alternative to the local education
systern. In 2000/2001 there were over 60 international
schools (primary/secondary)' in this region. One can
observe a variety of schools with a variety of systems
and curricula as well as media of instruction.

The number of nternational type schools is still small2
compared to that of local schools, but these schools are
increasing in populartity among local Hong Kong people
who could have sent their children to local government
or aided schools free of charge {during the compulsory
education period) or to local private schools with lower
fees than international schools.

Behind this boom, Hong Kong has been experiencing
diverse changes in several aspects, with four particular

! Foreign Schools are also inclhided in this number. Those schools
with Primary and Secondary sections are counted separately.

2 In the school year 1998/1999, about 2% of all schools are regarded
as intemational schools. {(Government Information Chart, 2000)

changes that have influenced the field of education. The
first is the change of sovereignty, the political transaction
of reunification with China in 1997. The second is the
current round of major education reforms. The third 1s
the mothet-tongue education policy implemented from
September 1998, which was the first instance of forceful
interference by the central authority concering the
medium of instruction. The last one 1s the diversification
of socio-economic status amongst Hong Kong people,
with the increase of well-off families with fewer children
than the past.

Having observed excessive demand in the mternational
schools sector from local families, the researcher rases
tWO major questions:

s  Who are the students/parents that individual
schools are targeting for their educational
servicese

e At what cost?

The first question can be answered by looking at school
systems from various aspects such as the sponsoting or
founding body, the year established, the curticulum on
offer, the examinations prepared for, the class size, the
spectal mission they have and so on. How much an
individual international school charges for tuttion along
with debenture, annual levy, miscellaneous fees, and
school bus service should also be examined to discem
the market trends.

International schools could be dassified by curricula, the
exams the students are prepared for, admission criteria,
and the students. Many schools follow a Ul-based




curriculum, some adopt an American curriculum, a
Canadian curriculum, and an Australian curriculum. All
the schools except Australian International School start
the school year mn September, as do local Hong Kong
schools. Australian International School follows the
Australian educational year - it starts in January, which
enabies expatriate children from Australia as well as
returned ermugrants from Australia to continue their
education without interruptton.

Some schools do not only target pupils from English
speaking countries. Their focus could be local families,
returned emugrants or expatriate children from countries
where English 1s not the native language. Since EHnglish
15 the second or third language, many schools in this
group have well-established intensive English training
classes. Students attending these schools with limuted
English can master the language while they study other
subjects. Since some schools in the first mentioned
group gve prorty to students from other nternational
schools ahead of those coming directly from schools
adopting the local curgsiculum, some parents view the
schools in this second category as a stepping-stone.

Schools such as the German-Swiss, French, [apanese,
and Korean nternational schools that offer a bi-
sectional programme (1. a national and international
stream) receive a subsidy or a supply of teachers from
their homeland to enable them to teach the national
curricutum of that country. Naturally, their top priority
are students who are their own natonals with experience
in that education system. In fact the foreign schools tend
to accept all such students i the national mamstream
section as long as parents can meet the tuition fees and
other expenses. The tuition fee for their national

mainstream  section 15 usually lower than for the
international stream within the same school. The
international section in these schools are popular among
local people, aithough each school has different
strategies for recruiting pupils and so the student cohort
varies from one to another. The Singapore International
School is a foreign system school strictly following the
Singapore curriculum but it welcomes those who can
benefit from receiving an education in both English and
Mandarin Chinese at native-speaker standard. The
Norwegian International School offers Norwegian
classes for Norwegian natives but also accommodates

- other nationalities.

There are community schools as well, though the
number is small. Carmel School was established by the
Jewish community and all the pupds and students are
Jewish except five studenss in the international section at
secondary level. Since Jews are not a natonality of
specific ethnic group, the students have a variety of
nationalities and first languages. Sixty percent of the
students i this school speak English as a non-native
language, but English is the medium of mstruction here
and the school provides a high standard of education.
Another community school is Umah International
Primary Schocl, which was founded by an Islamic
organization but is open to people of any nationality
who wish to study there.

Fees range from $3,600 (Umah) to $138250 (Hong
Kong Intemational School, Grade 12) per annum.
Almost all the schools charge very high fees to cover the
cost of recruiting qualified teachers from overseas. Many
of the schools with excellent facilities charge a debenture
as well as an adnussion fee on top of the already




expensive twtron fees. Some schools only charge the
tuition fees. Many schools offering classes for ESL
students fall in this category. Two mtemational schools
charge comparatively low fees. These schools offer
educational  opportunities  for  children  from
economically less fortunate families. It is important to
remember that there are minority groups in Hong Kong
who cannot benefit from an education i Chinese
medium schools in the focal system.

The researcher found that almost all the schools n the
international sector face excess demand and almost all
have long waiting lists for admussion. The boom does
not seem to be a temporary one. Further studies on why
internationai schools are m high demand, especially from
the local families, may give the education authorities in
the region inspiration for the betterment of education in
Hong Kong n: the future.
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Community Participation in Education:
an overview of Kerala, India

M. V. Mukundan

This brief article describes the experiences of Kerala, a
tiny state in India, in the wake of inceeased community
participation in education. Kerala 5 2 southwestern
Indian state with an area of about 39,000 sq.km and a
population of 31 million. It came into existence m 1956,
as a tesult of the State Re-organisation Act (Sreekumar,
1993). The state has long been considered as a unique
model of development {eg. Dreze & Sen 1995, Sen,
1997, Heller, 1999, 2000; Ramachandran, 1997; Franke
& Chasin, 1997; Majumdar, 1998; Tharamangalam, 1998;
Gurukkal, 2000, and Tornquist 2000). This is due to the
way 11 which the comparatively tiny political entity
among the other 27 states of India has been able to
show exceptional social achievements and “experiences”
(Sen, 2000) in the areas of education, health and
demographic transitions.

Kerala’s outstanding achievements in educationwhen
compared with the other 27 Indian states or developing
countries are characterized by universal primary
education, near total literacy, low dropout rate at the
school level, easy access to educational mstitutions,
gender equality in access etc. These places Kerala on a
par with some developed countries (World Bank, 1997,
George & Ajithkumar, 1999).

The National Policy on Education (1986) revised in 1992
and the Programme of Action (1992) emphasize the
importance of decentralization of planning and




management of education (CABE Report, 1993) at all
levels by ensuring greater community participation. The
734 and 740 Amendments to the Constitution of India
fadopted m 1992) and the wvarious national policy
rutiatives accelerated the local initiatives m education,
especially in primary education i Kerala, with the
ingredient of more decentralized planning at the wvillage
and district levels. This resulted in increased community
participation as the state is largely dependent on the
central government for finances as well as educational
policies.

Citing observations made by Hillery (1955), Myers
(1992), and Wolf et al. (1997), Bray (2000, p.3} flustrates
the complexity in defining the term “community” and its
features as well as the ways in which different
communities achieve their objectives. However, Bray
(1999, p.4) classifies communities prominent in the field

EE N 74

of education as “geographic communities”, “ethnic and
radical groups”, “religious groups”, “communities based
on shared family concerns” and “committees based on
shared philanthropy” and argues that they vary i their
degrees of formal stucture.  In this study the term
"community” 1s treated as including individuals living in
relatively small areas of the state such as districts,
municipalities, corporations and village panchayats
(geographic communities) sharing locally specific needs,
family concerns (eg: Village Education Committees,
School Management or Betterment Comnmittees, Parent
Teacher Associations, Mother PTAs) and phitanthropic
considerations {eg: Non Governmental Organizations}.

“Many analysts consider the concepts of participation

and partmership to be related but not synonymous.
Partnership is commonly considered a stronger form of
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activity  than  participation” (Bray, 2000, p.10).
According to Harriss (2000, p.2) decentralisation and
participation go hand in hand. Shaeffer (1994) presents a
ladder for analysis of participation in education having
seven rungs starting with “the mere use of a service such
as a school” to “the participation in teal deciston-making
at every stage — problem identification, feasibility study,
planning, implementation, and evaluation”. Sharma
(1995), citing Smuth (1974), Watson (1979), and
Matheson {1984) state that the notion of community
participation in education involves common interest of
at least a section of the population in what is going on m
schools based on social considerations. It is this sense of
community participation that is used in this study.
Popular  participation  involves the concept of
democracy. Participation is a strategy in societies’ overall
development  including  educational  developrment.
Members of the community participate in educational
decision making, discussions and policy making. These
sorts of sharing make participation itself a form of
education, m that the community learn new social skiils
and partake in political processes. Normally community
participation 15 ensured through representative
organizations and voluntary groups.

Community participation in  education in  Kerala
otiginated in the form of parent teachers associations in
schools during the late 1970s and eady 1980s. But most
of them did not yield the expected results. Nevertheless,
successful  attempts  mvolving greater community
participation were initiated at local levels. These were
exemplars of joint ventures of the community with the
strong  support of the government, local self-
government mstitutions and active social organizations
which are non-governmental and voluntary i character.

13




In 1988, Kalliasseni, a local village panchayat, in Kannur
district of Kerala, as a part of the 'village level resource
mappmng, activated the tdea of "school complex" which
envisaged the close relationship of different educational
institutions in the village by sharing facilities, helping the
teachers 1t improve thetr professional talents,
developmg talent among students, and raising standards
all around. The programme was widely known as the
'Kalliassei Complex’ (see Tharakan 2000). Another major
campaign was the Total Literacy Campargn, conducted
during 1989-90 in Ernakulam District of Kerala which
was able to tackle competently the problem of dliteracy
and on the 4% February, 1990 Ernakulam was declared
as the first totally literate district of Indm. As a
consequence, total literacy campaigns were initiated
throughout the state. The realization of the importance
of 2 social participatory model and the services of the
people, especially of parents and guardians in the
improvement of primary education were effectively
utilized in the later programmes.

In 1991, District Councils were set up as a part of
decentralization of development planning.  They
provided coordinating support to local efforts and
mtegrated these expermments into district wide
programmes. The elected panchayat committees,
together with school authonties, representatives of the
local public and mother-teacher associations provided
shared facilities. The formulation of mother-teacher
associations was a new step, based on the assumption
that mothers are more influential over thew children and
show more interest in their studies. By raising additional
financral requirements and other resources, the village
panchayats fulfilled their academic and organizational
responstbilities.

As noted above, the National Policy on Education and
Programme of Action, 1986, which aimed at the
effective decentralization of educational development,
envisaged Village Education Committees (VEC) as
means to facilitate community participation in education.
The National Government initiated the District Primary
Education Programme (DPEP) n1993. The DPEP was
introduced first in three districts of Kerala n 1994 and
to three more districts in 1996, Under the DPEP, the
VECs were reconstituted at the village panchayat level
{the lowest rung of the local administrative system).

As part of the democratic decentralisation programme,
the Government of Kerala in 1996 mnitiated a campaign
called “Ninth Plan, People’s Plan”. It is generally known
as “People’s Planning”, which is a part of India’s ninth
national Five-Year Plan, to run from 1997 to 2002. It
covers all aspects of development in Kerala, reveals the
importance  of  community  participation  in
developmental initiatives, and emphasises a system of
multilevel planning, where the village panchayat, the unit
of administration at the lowest level is encouraged to
plan and implement divessified and locally specific
programmes. The State Planning Board introduced a
Comprehensive FEducaton Programme (CEP) as a
general guideline for panchayat level projects. The CEP
visualised education as a single process starting from
pre-primary to continuing education, gave equal
importance to learning processes inside and outside the
school, and envisaged the participation of teachers,
parents and the society ‘as a whole for mmparting
education (Ganesh & Ramakrishnan, 2000}

Increased enthusiasm and awareness among parents and
the community as a whole is perceivable in matters




i

related to education in Kerala, because of the consistent
efforts put m by the various socio-political as well as

voluntary organisations, along with progressive policies -

formulated and implemented by the successive national
and state governments. The new culture of community
involvement in decision making and implementation at
local level envisaged in the democratic decentralisation
process has gradually gained momentum in education.
Most of the civil works and other improvernents to
physical faclities in schools have already been
undertaken by PTAs or VECs through community
participation.  The  importance of  community
intervention  for the qualitative improvement of
education has been realised. Nonetheless, although some
uneven, individual instances can be cited as exemplars,
community supported programmes and projects related
o education still lack a sound philosophical basis and a
well-structured  and  strong  organisational  and
adminsstrative back-up.
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The Evaluative State and University
Education

Michael H. Lee

The latest developments in higher education around the
world ate the cultivation of quality, efficiency and
enterprise. Higher education reform is nowadays more
likely treated as an essential component of the public
sector reform in most countries. The prnciples of
financial accountabiity, quality setvice and managerial
efficiency also apply to the university sector. The
interrelationships between higher education, government
and society have been affected by reform measures. The
notion of the “evaluative state” has become more
popular to examine the impacts of higher education
reforms on universities and academics. This article
delineates the concept of an “evaluative state” and
discusses its implications for university education.

Neave (1988) suggests that the notion of an “evaluative
state” is an alternative to regulation by bureaucracy.
Detalled and close control over higher education
institutions is taken over by evaluation of outputs, with a
paradigm shift towards quality control at the output
stage and the creation of a greater degree of mstitutional
freedom. The “evaluative state” s interpreted as the
rationalization and redistribution of functions between
the centre and periphery in a sense that the centre
maintains overall strategic control through fewer and
precise policy levers, the setting of mussion statements
and goals, and the operationalization of criteria in
relation to output quality. Rather than witnessing the
retreat of the state, government is withdrawing from its
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detailed and overwhelming control to “steering higher
education by remote control.” A greater degree of
initiative and ability of individual universities to respond
to changes at the local, regional and global levels can be
assured (Neave, 1988: 11-14}. The notion of “evaluative
state”, though not new, is revolutionary because it
nurtures individual inttiative and enterprise, and also
mnstlls a competitive ethic among individuals and
institutions amidst strong market forces and the trend of
marketization (Neave, 1988: 20-21}.

The ongin of the “evaluative state” was a response to
government demands for quality, effictency and
enterprise with the introduction of the market as the
supreme principle of regulating higher education
mstitutions.  The  evaluative state represents a
fundamental shift from the traditional form of state
control t© a more remote, hand-off nexus between
untversity  and  central authority. The thetoric of
efficiency, adaptability and flexibility has moulded the
triadic-relationship  between  higher  education,
government and society dunng the process of
massification. Increased institutional autonomy and self-
regulation also resulted from the strengthened system of
accountability to public authority or central government.
With the identification of higher education as a public
service without culturdd or academic service, the
principle of “the best service for the best price” is
applied to the university sector. Both public and private
universities are considered equally as a “service
provider”. In short, the evaluative state steers higher
education towards market demands (Neave, 1998: 268,
273-275, 277},

Henkel (1991) believes the concept of “evaluative state”
15 generated from mstrumental values like economy,
efficiency, effectiveness, performance and value for
money, which are the core principles of New Public
Management (NPM). With an aim to restrain the growth
of public expenditure on social policy areas like health
care, social security and higher education, a new
managerial culture has been nurtured amidst the current
tidal wave of public sector reform. Evaluation is
percerved as an effective means to reflect financial
accountability and motivate accountable management
that requires the measurement of performance with the
use of performance indicators (Henkel, 1991: 121-122).

The logic of evaluation embraces four steps: first,
developing justifiable criteria of merit; second, selecting
justifiable standards of performance; third, measuring
performance on each criterion to specify specified
standards; and finaily, mtegrating the measured results
mto 2 single judgment against other issues (Henkel,
1998: 288). Under the influence of the core values of
public management and the dominance of market forces,
there has emerged a public theory of evaluation as an
mstrument  of  public  accountability and  rational
management, which i1s aimed at making authoritative
evaluations by the means of converting those evaluations
into quantitative measures and then using them as the
basis of accountability for more effective allocation of
resources. Academics are now being challenged by
stakeholders i the process of evaluation on higher
education. Moreover, there has been the rise of
economic rationality that governs evaluation systems and
acttvities as a political process (Henkel, 1998: 291, 294~
295).




The ideological foundation of the “evaluative state” is
related to NPM (Bleiklie, 1998: 299). Universities are
commonly perceived as three types of organizations,
namely public agencies, autonomous cultural institutions
and corporate  enterprises. As public agencies,
universities are set within a hierarchical bureaucratic
order, in which the state is an active actor to manage
universities through legislation and budgetary policy. As
cultural institutions, the primary task of universities is to
engage m academic activities based on research and
teaching. There 1s a dominance of academics through
“the mvisible vertical collegrum” together with mformal
ties between professors, colleagues and students. As
corporate  enterprises, universities are significantly
affected by the ideas of NPM, managenalism or
management by objectives, which serve as ideological
justifications to public sector reform. The differentiation
of functions among academic and managerial staff has
become more conspicuous. Corporate enterptises in the
university sector ate concerned with efficiency that
relates to universities’ capability in the production of
services and research that are beneficial to stakeholders.

The nise of the “evaluative state” and the perception of
universities as corporate enterprises can be revealed
from the policy directions of both centralization and
decentralization. Three major impacts are related to the
notion of “evaluative state” on umiversity education.
Firstly, authority and power over university affairs are
separated from disciplinary competence. Secondly, the
competence and authorty of leaderships and
administration  of  individual  universities  are
strengthened. Finally, academic performance 1s redefined
from mherent quality to measurable quantitative aspects
which are translated mnto various performance indicators
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in terms of the number of research outputs and journal
publications. Even though individual mstituons can
enjoy more autonomous power in the policy context of
decentralization, this is paralleled by a trend of
centralization whereby the dominance of academics
among universities is taken over by the growing
influence of university administrators. The result will be
the “bureaucratization” of the university with a more
assertive and active administration at the university
sector (Bleiklie, 1998: 304-309}.

Dili (1998) sees the notions of “evaluative state”,
managerialism and NPM as interchangeable (p. 361).
The application of NPM focuses on the evaluation on
teaching and research in university education. The
“evaluative state” indicates that government has become
not only 2 sole producer but also the biggest purchaser
developing explicit performance contracts with academic
institutions  for teaching and research activities.
However, Dill also questions whether the effectiveness
of “evaluative state” as increasing the overall efficiency
of university education. In fact, performance indicators
may contribute to inefficiency because not all academic
outputs are measurable in terms of their qualiy.
Moreover, the measurement of performance in the
university sector could be very expensive. The emphasis
on output measurement, quality assessment and
administrative flexibility reveals the notion of “evaluative
state” as an instrument of improving public services and
university education (Dill, 1998: 363-264, 372).

The rise of “evaluative state” resulted from public
distrust of universities. Widespread concems over the
university sector are related to the pursuit of excellence,
the competition for resources and public finance, and
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the improvement of the quality of teaching and research
i response to market demands and the principle of
accountability. Universities are now controversaal places.
As Kennedy (1997, p 27) states, while the society needs
higher education, higher education also needs public
trust without sacrificing the spirit of academic freedom
in tandem with minimal external interference.

References

Bleiklie, [ (1998} “Justifying the evaluative state: new public management
ideals in higher education.” Ewrgpean Journal of Education, vol. 33, no.

3, pp. 299-316.

Dilf, . (1998) “Evatuating the ‘Evaluative State’: implications for research m

higher education”™ Ewrgpean Journal of Education, vol. 33, no. 3, pp.
361-377.

Henkel, M. (1991) “The new evaluative state” Public Admiristration, vol. 69,
pp. 121-136.

Henkel, M. (1998} “Bwvaluation in higher education: coaceptual and
epistemological foundations” Europear Journal of Education, vol. 33,

no., 3, pp. 285-297.
Kennedy, D. (1997 Asdemic Daty. Cambridge, MA: Harvard University Press,
Neave, G. (1988} “On the cuitivation of quality, efficiency and enterprise: an
overview of recent trends in higher education Western Europe,

1986-1988." European journal of Edwcation, wvol. 23, nos. 1/2, pp. 7-23.

Neave, G. (1998) “The evaluative state reconsidered.” Huropean [eurnal of
Edueation, vol. 33, no. 3, pp. 265-284,

T

BERA
Fo s B

A

+ZATAR B2 T 8 LERF RS BB EMN - it
WHEERILSWT MR » Af—RFE  WEVNMER— IR - 8
HERERSE  ERMHRIEENETEREREET TRHT
R o LT ARSI —RHRER SN ERE -

ERENEERAATANSTTASN - KR EERETRRORNRL
gt > BERERR RS AMML - 5O QRPN - TR
HBEENEERET ORFE R, -

RSB R RN EER M ERETREE - BREEA R - I8
BERN . DEFNANHERE  AECHSURERTE . BRSE
BRIE - BEG VAN EY - S AREEMERS
E A - B NUEEE 1218 A - BRGRIESEHE - TR B EE
B BE—EAE TS o SEE TR - WERE -ERE - BR
BHBLES  WENTCEERE - ERWERT  BE-YUHTR A
B AR o RRIE TS EET ) JTTMERES - BIMEAHET,
RANREDERE - RFSHELE - ZEE6  RIREAEREHE
ERE - SERSHRIE - NRREAR  2EXREECAFHE
BULBRBEN AN

MEEMSBREIE TR IR RSt E - BRUER
BEAED - AREZCSRE AR R RN AR - ) B R
Wl > RSP RBR AR RERAY - 2ER 2 UHFHE (R
TOCEBS > EREH LR ARERE MR- BRES
B S - BIEH S LA EHMNAENE - BRRRAMEALY - B
BHESEREUNRAE BB ERRERER - HRTHER
BUEREE » T H MR AT RN D EAABMSEBTRE . ARER
B AU - WA IR R > BT E SR A - BEEE
MMYERE R L - SERERG - AMESC &R MAZEMREEH
% - BERMARENGILTERRE - RERSEMELATHERE
ST - A - BREE  BUTHR A A - MR R LR
SRR B A LR - SRR T ERE A
g

BE SRR SRR N < BTSRRI - BMEA BN
PR AIEARBEL L - BETENRLT “BRUFTEN CARTE

24




BT RERT B —MDES o LOERIZLER » o) MR SR 3/NA Ae  t
o BB R RE SRS - MR SR - bR — R
AR - B> AR - M5 > 17 - BRS FRAMIE 8 EHE
B FERERE - DIEFERZ PO MR - L 2B
2 AMRETE AR T BAER - FOAIRBE BB E—RE
B o W BN EE BT BT S A B - R
FAVER A RIVRBBIE - SRA — W FE - RN
38 - ARUHE R B R AT BB SR
BEHRERRRFEH B - SRRRRATR AR RMEHE SR
#-

OB R Sl o BT RITWRR - TS
A8 G « BEETIA S WRTIN » KA E S AN —EEL
. EHEREE o MUEBTGRE - BATRMER - BRI
BT o BIERERNY - BRELNS - ENBRTRHNTEENE
e M2 > BESROHEEEREH BB R -

EIR AR R AT - 2B BTN ASRRERE
MBI > R > R ATES > AEEASR
ST EMHREAT - HR > WAL MO R - By
IRFERAE AR AEAR AR B IRAEREE - M2 B SR S R AR
H BB BORERD)  RAMBAREEEN - RO2EYE
o BHRERMUEERE - B ERBERGS - $£0%E ‘@
" FEAEEH - MESRE DS BITORMTE R E s
2B -

BRHECE RN A B0k - AU S5 AE S I A E R R TR
BBE . BT AR AT L - B NRNRER BT
S BRER M  SNBENABRRRRYE - TRRNERGEY
B BET R g REAN  EBSMIAL - SEEARAE . 5
BN R R AR - IR - B MANE -

SN S IRBEREIRAIN M > IR IR TR T (R — L - 2R
HENRERIE LR FLETEAEENE - BEEEER
FIBA S BHIATEL BHERMATL » WRFA - SHEREE » H4
BRELGENS » RE - BRESBHENE - TRAXATHRES -
e

| BB ERERA

R BEZBS S EBRE SMEA BT SERBLY

26

HEM - ARA L AMBIRRE - AT L LRk - SRE
SRR - WU RSRMAT - R TS ERTR DA BRI
FLOTAUREE o HORRABRRREGSE - EEAREN - AR T "HRH
TN SRNNY - MEER—F > BIE  B WRA-E -
BA ST A TR HEE R —HA - SR TERSRER
AR AT £ AR A SRS - RN MR
SREFHVBHRE  IERNWERFET - BHLTREEER -
BMUR B AT » R R R BB T - AT - R
HBF A NBRITA S BT BRTRAEENRNOOE
HARBE TR -

HARPTENNES  RESNEBERNSRNAIERE - REZH
WIEE - RN RO BT R RHAT RN c WETAA
B UREEREEIEME Y A8 - “EE%E-T

2 P AR - R T

2WEY > BROHRERVREMENRE - wE bR 8 BEN
o BT ER - RERM CHRERARNEE - BamR
B CEEE T~ R I —BRZE W BEE
# ERFBEEAE « 8 > WRGITEEE - W MEGME T AR
HnAF -

BEE G - E REBL OSSR SREGRE - 2
FWMEL  —BOREY - RMBESETLETHENROBZER
o

3 = BEER 2

RSB WETARBRRMAAEES - §ENRY - "WATUA
G " MBS B RERMITEA AT MRS - 1
FAAEE" S "TRTHEEER"  ERERMTRBNANELE
R o ERMALERES - ERRER B RS - FERNGS > Wl
HHRBREFY - EX05E - RIERAFFIETEOE - WUA
“EET (FETANE REMAENNTE -

80 = IR
BT P RARBT BA - MRSUSRATTRR ~E

FURBMERR - WAEEEA  BF R - AT
& HETERN -

27




Ada Shum

Since the early 1980s, the Fong Kong Gowernmment bas shown a
preference for Chinese-medinm instruction (CMI) in secondary schoods.
After 1997, the Hong Kong SAR Government continnes 1o ingplement
this policy i an inereasingly cosrcive manner. In September 1998, the
wmigiarity of ihe secondary schools in Hong Kong has converted into using
Chinese as the medinm of instruction. In order to compensate for students’
decreased exposure o English as well as to appease these schools and the
parenis becanse most of them were reluctant to the changs, the Hong Kong
SAR Government bas employed over 700 expatriate native English-
peaking teachers to teach Ernglish in Hong Kong secondary schooks.

Only in Hong Kong have so many Native English-
speaking teachers (NETs) been employed to teach
students English. Thus my research is to study the
perceptions of the NETs and the Hong Kong students
on the cultute of their schools. In the initial phase, 1
interviewed a NET for my pilot case study in order to
provide understanding of the context and issues
concerning the culture i the school he is teaching in.
The primary aim was to broaden and to enhance my
knowledge about the study. This was then followed by
mterviews with nine NETs from various FEnglish-
speaking countries, which include Australia, Canada,
New Zealand, the United Kingdom and the United
States. After the pilot study and the first round of
nterview data, four NETs were then selected among the
ten NETs for in-depth study. They were selected
because for their distinct perceptions, clear articulation
and willingness to participate in the research.
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The case study approach was adopted in this study to
explore the petceptions of the NETS and the students’
perceptions of culture in Hong Kong schools for several
reasons. Firsdy, it could dluminate the general by
nvestigating the four NETS; secondly, it could enhance
understanding by studying the four cases i detail
through examining relationships and social processes;
thirdly, 1t could offer more opportunities to probe into
different aspects of cultural assumptions by the NETs;
fourthly, it could provide flexibility in terms of the use of
multiple sources and multiple methods; and fifthly, it
could unravel the NETs’ phenomenon which has existed
ever since the majority of secondary schools in Hong
Kong changed from using English as the medium of
mstruction to Chinese as the medium of instruction after
the changeover on July 1=t 1997,

A case study s a holistic research method that uses
multiple sources of evidence to analyze or evaluate 2
specific phenomenon or instance. Most case study
research 15 interpretive and seeks to bring to life a
case (Anderson & Arsenalut; 1998, p. 152).

Unlike historical research, a case study deals with
contemporary phenomena in their natural context. It is
aso different from evaluation research because it is
concerned with “how things happen and why”, rather
than to “find out what happened and compare it to what
was planned” (Anderson & Assenalut, 1998, p. 153). As
a form of educational research, it posits an alternative
different from research methods based on the scientific
paradigm which can be “tested by experimentation,
replication and refinement” (Cohen & Manion, 1994, p.
106). Alongside the scientific research methodology, case
study 15 mcreasingly recognized for its complementary
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nature as it 1 interpretive and to some degree subjective
in order to enhance understanding of the reality. The
methodology is often adopted when researchers require
to “examine a case, collect data, analyze and interpret
findings within their context and report results in 2
systemnic manner”. Thus, a case study i3 most
appropriate when the research 15 “process-oriented,
flexible and adaptable to changing circumstances and a
dynamic context” (Anderson & Arsenault, 1998, p. 152).

Case studies can be classified in different ways. Based on
Stake’s (1995) classification, there are three types of case
study: the mtrinsic case study, the instrumental case
study and the collective case study. For an mntrinsic case
study, researchers need to learn about the particular case
so as to understand or interpret in depth, and “in its
wdiosyncracy, in its complexity” (Stake, 1988, p. 256}
The function of an instrumental case study is to inguire
and undesstand an fssue through the exammation of a
particular case. In a collective case study, researchers
select a number of cases in order to learn and
undesstand a2 phenomenon.  Besides, it adds
“confidence” (Miles & Huberman, 1994, p. 29 10
findings.

This research 15 an amalgamation of the above three
types of case study. The researcher is interested in how
each NET and the students i the same school look at
different aspects of culture in Hong Kong schools,
which includes teacher culture, particularly that of
English subject teachers, student culture, administrative
culture and the Hong Kong education system in general.
I selected four NETs and students for case studies
because as Stake points out, the purpose of collective
case stady 15 to provide “balance and vanety” (Stake,

1995, p. 0) for learrung and analyzing the phenomenon —
the employment of NETs in Hong Kong secondary
schools. Fach NET and the students interviewed i the
same school are considered 2 case, and each case is
studied as a “whole”, not as “collections of varables”.
Thus, “the different parts or conditions that make up a
case are understood in relation to each other”. Together
the four cases are treated as “a single situation” (Ragin,
1987, p. 52). It s intunsic in the sense that the four
particular cases are selected to explore in depth how
each NET and the students’ cultural backgrounds and
values have affected their perceptions, comparisons, and
nterpretations of school culture in Hong Kong. Further,
the case study is instrumental to learning the issues and
concermns pertaining to Hong Kong schools. Through
the exarmination of the NETs” and the students’
perceptions, | hope that the study can highlight some
issues or concerns in order to gain insights into why
students, teachers and administrators in Hong Kong
secondary schools practise the way they do.

The rationale for the case study approach 1 my study is
that “it has character, it has a totality, 1t has boundaries.
It 13 not something we want to represent by a
score...not something we want to represent only by an
array of scores...it is a complex, dynamic system...to
understand its complexity...the case study tells a story
about a bounded systern” (Stake, 1988, p. 256).
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Learning about another culture through
the story of one school.
Changning District Special School,
Shanghai

Patricia Poers

I have been working with colleagues m China since 1988
and I have visited this particular school several times and
I  have shared seminars, conversations and
cotrespondence with members of staff over the years.
From the story of Changning School, 1 have leatned
how far educational reforms undertaken i the name of
modernsation can influence its capacity to respond to a
wider range of student. I shall describe my relationship
with the school and its teachers, then I shall consider
what have been the main changes over the last twelve
years, discuss what seems to me to be their significance
and relate my conclusions to my perspective on policy
and practice m the UK, whete modetnisaton s also a
central am.

Changning  District School _for _children and young
people classified as “mentally retarded”

The first classes in China for students who were not able
to keep up with the demands of the mainstream were
opened m 1979 in a Shanghai school for Deaf students.
This was some time before there was a national policy
commitment to making education accessible to these
students. In the post Cultural Revolution reconstruction
of education, elitism and a severe shortage of trained
teachers resulted in many students being excluded from
schocl. In 1982 Changning special school was opened in
a new building, with Ym Chun Ming, deputy head of the




Deaf school, as its first headteacher. Now retired, Yin
Chun Ming retains his standing as an educational
innovator in China and makes regular contributions to
national and local publications, conferences and
inservice training. He edited 2 book to commemorate
twenty years of provision for students seen as “mentally
retarded” and he visits Changning School every week.

The 1986 Compuisory Education Law, a brief document
that followed the much longer “Decision” of the
previous year, shifted the emphasis back to providing for
the mass of students. The drive for umiversal basic
education and the revelation (in a survey of 1987) of the
millions of disabled young people excluded from school,
were two of the contexts for an mcrease in specialised
provision and in exchanges with overseas educators. 1
first wvisited China in 1988 to patticipate in an
international conference in Beijing. | began my trp in
Shanghai and the school visits I made then, ahead of the
conference, gave me some idea of what the 1ssues were
for Chinese colleagues.

Changning School seemed to me to operate like a
mainsteeam elementary school but at a slower pace and
with much smaller teaching groups. Their work was not
differentiated and was assessed by examination. There
were few materials: a combination of national textbooks
and the teachers’ own handiwork. There: was no
reprographic equipment then and no specially published
materials. The teachers of Chinese were then closest the
school came to the equivalent of a UK primary school
class teacher. There were specialist teachers of craft,
music, maths and PE. Most of the teachers would not
have had relevant training, which was only set up in the
early 1980’s, in Nanjing and Beijing,

Though I met colleagues from the school during the
early 1990°, my next vistt to the school was i 1997,
After Yin Chun Ming left the school to become the local
authority inspector for special education, there was a
period of mstability at the school and I think he was not
keen for me to see this. However, m 1994, following the
national policy staterment on the education of “mildly
mentally retarded” students i the mainstream, the
student intake changed and expanded and a new head
was appomted, Zhu Yin Zhen.

The school moved into a bright new building, which
mcluded a kindergarten and a physiotherapy room. A
vocational tratning building was planned. Students were
organised info classes on the basis of ability as well as
age and Zhu Yin Zhen was locking for instruments with
which to test the abilities of her students. There were
new vocational and science coutses. Zhu Ym Zhen told
me she emphasised moral development, which
encompassed behaviour and psychological and mental
health. She wanted to involve families more and she
wanted more social support. She also wanted provision
for speech therapy, which does not exist in China as it
does m the UK. New opportunities for staff
development wete one of the most stuking differences
between my first and second wvisits to the school. All
these changes reflected the much more diverse student
population compared to 1988. The school now included
students whose behaviour and leaming were less easy to
predict and control.

Between 1996 and 1999 I enjoyed discussions with Yin
Chun Ming and teachers from Changning School during
semunars, lectures and informal meetings at the teachers’
university in Shanghai. Topics included the reform of
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teacher education, soctal inclusion, educational research
and what was happening in the UK.

In 1998 Zhu Yin Zhen told me that she wanted to move
away from the teaching of “knowledge” teaching of
“skills”. Ye Lin, now the deputy head and my regular
interpreter since 1988, told me that they used to be
concerned with how to teach the students but that now
they were thinking more about what to teach.

In 1999 T participated in a British Council event, part of
their Lifelong Learning Festival, which was opened by 2
day of activities at the school. The focus of the
afternoon’s conference session was parental involvement
and one patent made a contribution, speaking very
positively about her son’s experience at the school. Since
then, 1 have corresponded with Ye Lin about more
recent changes. These include reorganising the use of
space and time: there are now two teachers responsible
for one class. They do not team teach but, as in a
Nanjing kindergarten I visited, they job share. They have
their own desks in the classroom and there 1s no longer a
separate teachers’ workroom. The teachers stay i the
classrooms, especially duting break times, which are seen
as valuable for working with students one-to-one. The
teachers do still have free periods and can go to the
librasy or out to weekly inservice sessions but they are
encouraged to do their greparation and administration m
the classrooms.

Main changes at the school 1988-200
The number of students has doubled during this period,
from 90 in 1988 to 185 in 1999.
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The school population has dramatically changed. In
1988 the students were all seen as “muldly” or
“moderately mentally retarded”. By 1997, all these
students wetre referred to the mainstream and students
identified as “severely mentally retarded” were enrolled
in schoal for the first tme. Untd 1994, they would have
been either i welfare institutions or at home. More
cecently, about 30 students identified as “autistic” have
been easolled.

The facilities have been transformed. The 1982 building
was just like a smuall-scale elementary school, several
stories high, with strings of identical classrooms along
external balconies. The 1997 building, still several stortes
high, is built round an inner courtyard, which creates a
space for assemblies, performances and public events.
The materials are of much higher quality and there is
more colour. The size of the rooms sull seems to be
fairly uniform but there are also a number of specialist
rooms and outside play areas, reflecting the wider variety
of activities undertaken by students and staff.

Opgpportunities for staff development were more or less
non-existent in 1988 and are now extensive. They
involve the use of technology and distance learning and
teachers undertake their own research projects. They can
upgrade as well as update their qualifications.

Finding additional staff. The number of teachers and
classes has not increased in proportion to the number of
students, so class size has increased at the same time as
has the diversity of students. The school has therefore
utilised other sources: retired staff, a few parents {to act
as classroom assistants) and siudent teachers. There are
more student teachers nowadays, from the university’s




tnitial training course, so their level of formal education
is higher than most of the school’s experienced teachers.

Curriculum development. Personal, social and vocational
courses have been introduced and are based on locally
produced materials. These are linked to independence,
employment, moral education, health education and
counselling for emotional and behavioural problems.
These courses are stll absent from mainstream
provision, though there is evidence that sessions on
social and study skills and counselling are being
mntroduced.

Individualising students” work. Teachers are trying to
develop individual education plans for their students,
recognising the sense of matching tasks to their interests
and abilities.

Qutside the classtoom. There are parent education
sessions and outreach work in local mainstream schools.
The outreach work is seen as a task for the student
teachers.

Discussion

The story of Changning School raises a number of ssues
for discussion. For example, responding to students as
mdividuals. This would seem to be a sensitive and
imaginative move, but the school has imported the
“Western” idea of the Individual Education Plan (IEP),
which 1s a checklist of targets, based on behaviourist
principles and which may be criticised for being artificial,
technical and isolagng. It also leaves the wider contexts
of learning unreformed. Chinese colleagues have said to
me that the strategy is hard to implement when there are
still nationally imposed assessment regulations, as there
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are n the UK. [EP’s may seem to give students more
autonomy and value but who sets the targets and how
far do they vary between students?

I have been impressed by the way in which staff at the
school have broken with conventional pedagogy. They
have a lot to offer the educational mainstream n terms
of learning support and it will be interesting to see if
nstitutional barriers can be eroded.

The development of inservice professional education
and school-based research have entaled closer
collaboration between teachers, local authority personnel
and university educators and does represent a significant
erosion of the traditional separation of theory and
practice. Experienced teachers have a role in the
university and acadernics support the work of teachers in
schools.

When 1 first visited special schools mn China, they were
small, neighbouthood schools. Not well equipped or
prestigious but everyone knew everyone, teachers and
families. Now, schools like Changning, which have been
modermnised, expanded and professionalised, where up-
to-date resources are concentrated, are removed from
their communities. Parental involvement becomes z
priority when students now come from further away.

The discipline of psychology has re-emerged as
important in education in China. The classification of
students has increased and the ownesship of a
professional  territory  is  confirmed through
psychologists” control of the assessment of ability and
the conduct of educational research. Unlike m the UK,
sociologists and others have not yet challenged this




supremacy. In China, it seems that behaviour problems
are still understood in medical rather than socral terms.
However, the personal needs of students and staff are
now being recognised, as is the importance of positive
relationships between teachers and students.

Relating Changning School to developments in the UK
The shock of the familiar. What happened mn Shanghat

in 1994, a major movement of students from special
school to mainstream school and into education for the
first time, reminded me both of what happened i the
UK in the eady 1970, following the 1970 Education
Act and of the rhetoric of “special needs in ordinary
schools” that followed the Warnock Report of 1978.
Also, in reading the curriculum for teacher trainees at the
university in Shanghai, I was struck by how similar 1t was
to my own experiences in the late 1960%, when we
studied academic disciplines and our own subjects to the
exclusion of current policy and practice.

Gender inequalities. These seem to be the same
everywhere: many more boys than girs in all segregated
settings, except perhaps those for students with sensory
difficulties. But they are rarely acknowledged or
analysed.

Vocational education is being taken more seriously, as
the world of work is transformed and the idea of
cormpetence is redefined for the twenty-first century.

In the UK, the power of local education authorities 18
being weakened, as the government and individual

" schools take control. In China, the reverse seems to be

true.
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The thetoric of modernisation has had similar effects in
both countries. For example, the increased specialisation
of schools. The “backbone” and “key” schools in China
and “beacon” schools in the UK, identified centres of
excellence, have become the containing supports of
modern systems. Additional resoutces go to these model
settings. However, in the UK, where the official thetoric
also mcludes empowerment, active citizenship and
democracy, the pragmatics of a market approach lead to
particular contradictions.

Conclusions

C;h&qgning School has been transformed in 2 number of
significant ways. It has changed much more than local
mainstzeam schools.

It seems to me that the changes reflect a combination of
charitable warmth and “scientific” professionalism tather
than the recognition of the rights and entitlements of the
students to full membership of their communities.

The traditional and communist views of “normal” ability
as plastic, largely shaped by environmental factors, is a
contrast to the pathological view of the abilities of
people seen as “abnormal”, ?'I‘here 15 suil a clear
boundary between “them” and “us”.

The story of Changning School reflects a style of
educational policy-making that can be sudden and far-
reachmng in its effects and shows how conventional
pedagogy can be creatively revised. However, the high
value still placed on competitive excellence in education,
despite the reforms of the 198(0’s, limits what the school
can do to respond to the requirements both of its own
students and those who remain unsupported in ordinary
schoolis.
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Comparing Education in Russia and
China: an experience of collaboration and
a consideration of approach

Mark Bray

Az the 2001 CESHK Conference, Mark Bray presented a paper that
be had co-anthored with Nina Borevskaya entitled Financing Education
in Transitional Sodeties: Lessons from Russia and China’. The paper
bas now been published in Comparative Edusation, V'ol37, Ne.3,
2007. Readers are referved to that journal for the paper itself; but bere
Mark Bray reflects on the process of preparing the paper and on some of
1he associated methodalogical tsses.

The article written by myself and Nina Borevskaya was 2
product from cross-national collaboration. It opened
new horizons for us personally, and permitted us to
compare two countries which have not often been
compared in the field of education. I am myself based at
the Comparative Education Research Centre (CERQC) of
the University of Hong Kong, while Nina Borevskaya is
based at the Institute of the Far East in the Russian
Academy of Social Sciences, Moscow. Our collaboration
arose from a visit o Hong Kong by Niga in 1999.
CERC had been awarded some ‘Areas of Distinction’
seed funds by the University of Hong Kong to develop
comparative education projects. Ning’s name was
introduced to me by Ruth Hayhoe at the Hong Kong
Institute of Education. Nina is a specialist on education
in China, and had worked with Ruth in that capacity.
Ruth Hayhoe pointed out that, in addition to bringing to
CERC her specialist expertise on education in China
{and with the distinctive perspective of a scholar based
in Moscow), Nina could inform CERC members about
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education i Russia. Ruth added that Nina has
;onsiderable lingutstic talents, for she 1s fluent not only
in Russian (of course) but also in Chinese and English.
This did indeed seem a valuable set of skills, and we
were delighted when Nmna accepted our invitation to
come to Hong Kong.?

The hope of sponsors who provide seed funds is that
the seeds wili not only germinate but also grow into
plants which bear fruit. This was certainly the case with
Nina’s visit. Her presentations on Russia opened the
eyes of CERC members to a part of the world which
few of them had previously considered in depth. Indeed,
one CERC (and CESHK) member was inspired to travel
to Moscow at his own expense in December 1999 and
agam m August 2000, and subsequently focused on
education mn Moscow for his MEd dissertation.t In
parallel, Nma and 1 decided to prepare a comparative
acticle on Russia and China’

Many meaningful themes could of course have been
chosen for such an article. Russia and China are both
large countries with socialist histodes and  deep
educational roots. Indeed, a huge agenda awaits
comparative educationalists who have the energy and
expertise 1o undertake it. In order to limit our scope, at

! See CERCular Newsletter of the Comparative Education Research
Centre, The University of Hong [Kong], No.2 of 1999, p.6.

% See articles by David Yan in CERCwlar No.1 of 2000, p.8 and
of 2000, P'S‘ , PO a1 No.2

5 We decided that although Hong Kong and Macau had been
reunited with China, education in those territores remains so
different from that in the rest of China that we would simplify our
task by focusing only on the Chinese mainland. Throughout this
article, ‘China’ refers only to matatand China.




least in the first instance, we decided to focus on the
financing of education during the 1990s. This was 2
period of transition in both countries, and we aimed
through our paper not only to explore simnilarities and
differences between the two countries but aso to
contribute to conceptual understanding of the nature
and impact of transitons.

In the most productive partnerships, the collaborators
have complementary skills and knowledge but sufficient
ovetlap to provide common ground. At the outset of
this particular exercise, [ knew very little about education
in Russia; and although T had first visited China in 1981
and had made many visits since, Nina’s knowledge of
many aspects of education in China was deeper than
mine. Nevertheless, I was able to contmbute to our
article elements on various dimensions on education m
China. Also, in August 2000 1 visited Moscow 1o reduce
my lack of knowledge of Russta. Through Nina’s
excellent organisation [ was ‘able to meet senior
personnel in the Ministry of Education as well as a
number of academics and teachers. Moscow is of course
far from representative of the whole country; but it did
at least give me a basis for understanding, and extended
the common ground through which I could explore
issues with Nina. My further contributions within the
partnership included work on the conceptual framework
and the structuring of our article.

Throughout this process, ] was very conscious of the
role and implications of language. Our article on Russia
and China was published neither in Russian nor in
Chinese but in English. As far as T was concerned, that
was the only language that I could handle. Nina perhaps
will in due course prepare a Russian vetsion, and she
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may, either on her own or i collaboration with a native
speaker, also proceed to a Chinese version. However, in
the first instance we decided to aim for an English
version because we wanted to reach an mternational
sudience and felt that this could be done more
effectively through English.

Along the way, of course, we needed to find out who
else had prepared comparative studies of education m
Russia and China. We found very few studies, in any
language. Nina scoured the Russian-language literature
and found that while some people had written in Russian
about education n China, within the last decade nobody,
at least in the sources that she checked, had actually
made comparisons. The Chinese-language literature was
litde different. For example, over the decade 1991 wo
2000, Beijing Nommal University’s Comparative
Education Review contamned 22 articles on education
Russia, but none of them actually compared education n
Russia and China$ In English the comparative work of
Ronald Price has been a notable contribution to the
literature but is now dated; and no articles compared

¢ The only item which might be considered an exception was a piece
by B.B. Davydov entitled ‘Developing Cooperation: and Exchange,
and Improving the Advance of Educational Science in Russia and
China’, and published in Comparative Educaiion Review, 1996, Vol.97,
No.1, p.5. However, the whole article occupied only 11 lines {and
each line was only 7 cms wide, to fit two columns on the page).
The article took the form of an announcement rather than an
acadermic analysis.

T Ronald F Price {1977} Marx and Education in Rustia and China,
London: Croom Helmy; Ronald F. Price (1987): ‘Convergence or
Copying: China and the Soviet Ugion’, in Ruth Hayhoe &
Marianne Bastid (eds.), China’s Education and the Industrialized World:
Studies i Cultwral Transfer. Armonk, New York: MLE. Sharpe,
pp.158-183.




the two countries in the Chicago University Press
Comparative Education Review between 1991 and
20008

This neglect of comparison to a large extent reflects _the
limitations in interflow between the two countries.
During the 1950s, China and Russia had been close allies
and contacts had been extensive? These contacts were
sharply curtailed by the diplomatic break between the
two countries in 1960, and while some interflow was
maintained mn subsequent decades it never resumed its
former strength. When China opened up in the 1980s
and 1990s, English rather than Russian was the most
popular foreign language. Likewise, most Russians were
much more interested in learning English or other
foreign languages than Chinese. Thus opportunities for
direct commurication between the two countries were
rather restricted.

However, the 1990s brought 2 growmg body of
literature on each country in English. Some parts of the
literature were written by outsiders who visited Russia or
China; and other parts were written by Russians and
Chinese who wished to reach an mternational audience.

@

However, two articles did compare the two countries in earlier
decades. They were: Karl W. Bigelow (1961} ‘Some Comparative
Reflections on Soviet and Chinese Higher Education’, Comparative
Edueation Reiew, Vol4, No.l, pp.169-173; and Martn K. Whyte
{1974} “Educational Reform: China in the 1970s and Russia in the
19205", Comparative Education Review, Vol.18, No.1, pp.112-128,

% See e.g. Leo A. Odeans (1987): ‘Soviet Influence on China’s Higher
Education’, in Ruth Hayhoe & Mariaone Bastd (eds), China's
Education and the Industrialived World: Studies in Cultwral Transfer.
Armonk, New York: M.E. Sharpe, pp.184-198; John Cleve;iey
1991y The Schvoling of China: Tradition and Modermty in Chinese
Education. Sydney: Allen & Unwin, pp.127-140.
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Thus, particularly at the macro-level, much comparative
documentary analysis could be conducted through
English. For example, the Chinese central govemment in
2000 released in English a very informative report on
Education for All;1¢ and scholars such as Min Weifang
have written articles in English for intemational
journals.® Concerning Russia, English-language items
which we found useful for our study were written by
Lugachyov et al. and Lisovskaya.i2 Moreover, for both
countries a considerable amount of information is
avaslable in English through international bodies such a5
the World Bank.®®> Nevertheless, this material is of
course stll limited, and deeper consideration of issues
requires access to sources which are only available in
Chinese or Russian.

Another challenge for us arose from the decision to
focus on two huge countries in 2 single article. Critics
might argue that this was over-ambitious, and doomed

10 China, People’s Republic of (2000): Nattonal Report for EFEA 2000
Assessment.  Bejjing:  Ministy of FBEducation and National
Commission for UNESCO,

1 For example Min Weifag (1991): Higher Education Finance in
China: Constraints and Strategies for the 19905, Higher Education,
Vol.21, No.2, pp.151-161.

2 Lugachyov, M., Madkov, A., Tipenko, N. & Belyakov, S. (1997
“Structure and Financing of Higher Education in Russia’, in Hare,
P. {ed), Strweryre and Financing of Higber Education in Russia, Ukraine
and the BU. London: Jessica Kingsley, pp.144-176; Lisovskaya,
Elena (1999): “International Influences on Private Education in
Russia: The Case of St Petersburg, 1991-1998". Intermationa! Josrnal
of Edweational Reform, Vol8, No.3, pp.206-218.

¥ For example The World Bank (1995): Russia: Edueation in the
Transition, Washington DC: The World Bank; The World Bank
(1997): China: Higher Education Referm. Washington DC: The Wordd
Bank.
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to0 superficiality because it had to gloss over the
differences between and within Russia’s 21 republics, 52
oblasts, six krais and 10 autonomous okrugs, and
between and within China’s 22 provinces, five
autonomous regions, four municipalities, and two
Special Administrative Regions. Our reply would be that
focus on the country level certainly precluded detailed
analysis of within-country differences. However, the
focus on the country level is meaningful because many
of the patterns of educational financing are influenced
by national-level policies and forces. The theme could of
course be a focus for a book, or even a series of books.
However, we limited the scope by defining a particular
focus; and we feel that even within a single article we
were able to make some key pomts. One major
observation was that although China and Russia
operated separately from each other, many trends in the
financing of education during the 1990s were in the
same direction. This partly reflected the wider forces of
globalisation.

Our paper is of course only a limited contribution in a
huge domain. Nevertheless, we ourselves found the
processes of preparing the paper stimulating and
meaningful. The possibilities of such collaboration are
not open to every researcher in the field of comparative
education; but we would encourage all scholars who
have such opportunities to seize them. Such
collaboration makes possible forms of analysis which
could not easily be undertaken by individuals operating
by themselves.
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