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The theoretical framework

In this chapter, Archer's theory on educational systems is
elaborated into a framework for a more detailed analysis of the development of an
educational system, or a major part of it . The elaboration of this framework1)

starts with a critical look at the key elements of the original theory. As far as is
necessary, a more thorough foundation or redefinition of these elements is given.
Building forth on these reformulations, a specification and operationalization of
these elements is made. First, the analysis of systems is discussed both on the level
of educational systems and their subsystems. Second, the analysis of interaction
is dealt with, divided into the definition and analysis of educational interest groups
and the analysis of the processes of interaction. Finally, the analysis of the relation
between systems and interaction is looked at from the point of view of both the
analytical cycle, and the application of this cycle to the various phases of
educational systems and their subsystems . Furthermore, some additional2)

hypotheses for empirical analysis are given. All changes with respect to the
original theory of Archer are as much as is possible in accordance with the
fundamental assumptions of this theory. The resulting framework is supposed to
be theoretically well founded on the one hand, and fit for detailed empirical
analysis on the other.

The analysis of systemsThe analysis of systems first
deals with the definition of systems and the distinction
between system and environment. Consequently, the
definition of educational systems is discussed.

Archer has defined a state educational system as a
nation-wide and differentiated collection of institutions
devoted to formal education, whose overall control and
supervision is at least partly governmental, and whose
component parts and processes are related to one another
. She has not given a definition of a system as such, but3)

placed her concept of an educational system within
Buckley's notion of a morphogenetic system. Before going
specifically into educational systems, the system concept
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is investigated first.
 According to A. de Leeuw, the significance of a system

approach is based on two premises. The first is that the
collection of attributes, necessary for gathering information
about an empirical object, contains an infinite number of
elements. The second is that the collection of attributes,
which can be looked at in the scientific analysis of this
empirical object, has a limited number of attributes. This
discrepancy leads to the conclusion that a complete
reproduction of an empirical object by an abstract object is
impossible. Models, therefore, are required in which as
many relevant objects as possible are represented. The
system approach is, therefore, a model approach of reality
, or an ideal type as defined by Max Weber . Niklas4) 5)

Luhmann regards a system as a meaningful selection from
social complexity in an attempt towards order. The system
model aims for reduction of complexity on the one hand,
in order to make the system operable, and maintenance of
complexity on the other, in order to handle social
complexity . A. Hall & R. Fagen have defined a system as6)

a set of objects, together with relationships between the
objects and their attributes . Objects are the components7)

of the system. Attributes are the characteristics or
properties of objects. Ludwig von Bertalanffy has defined
a system as a set of interrelated elements. Interrelation
means that the behaviour of an element in a relation differs
from the behaviour of the same element in another relation
.8)

In sociology, Parsons and Buckley, among others, have
given definitions of systems. Talcott Parsons has defined
a social system as a relatively coherent whole of social
actions, based on mutual expectations and relatively
separated from the environment . Parsons has aimed at a9)

liaison between an action and a system approach by
viewing lasting social action as a social system. Walter
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Buckley has attempted to show the significance of the
general systems theory for sociology and particularly of the
modern systems approach mainly developed in natural
sciences . Buckley has explicitly criticized Parsons'10)

systems theory, distinguishing between mechanical,
organic, and morphogenetic systems . According to11)

Buckley, socio-cultural systems are morphogenetic
systems: they have developed a capacity for the processes
of morphostasis and morphogenesis. Morphostasis refers
to the processes which tend to preserve a system's given
form, organization, or state. Morphogenesis refers to the
processes which tend to elaborate or change a system's
given form, structure, or state. The environment of a
system consists of a number of more or less
distinguishable elements with a certain degree of variety.
The relations between these elements are constraints .12)

A system develops characteristics in order to react to the
variety of the environment. This is called the mapping of
variety and constraints. The system is then selectively
related to the environment. Interaction within complex
systems depends on the degree of constraints, and on the
degree of freedom or variety.

The division between system and environment is
essential in the system concept. The objects or elements
of a system are characterized by attributes, or a specific
combination of them, which do not belong to elements
outside the system. A number of elements outside the
system are relevant to the system, while others are not.
The environment of a system consists of the elements
possessing a certain relevancy. In the words of Hall and
Fagen: "For a given system, the environment is the set of
all objects a change in whose attributes affect the system
and also those objects whose attributes are changed by
the behaviour of the system" . Together, system and13)

environment make up the universe of relevant objects.
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Luhmann has also recognized the relation between system
and environment: "The structures and processes of a
system are only possible in relation to an environment, and
they can only be understood if considered in this
relationship" .14)

In Archer's definition of an educational system, a
specific combination of attributes for specific objects is
implied. From the definition, a distinction follows between
the objects belonging to the state educational system and
the objects outside it. All institutions not devoted to formal
education are outside the state educational system.
Moreover, certain institutions devoted to formal education
are outside a state educational system if one or more of
the following attributes is valid: a) they do not appear
nationwide, b) they are not differentiated; c) they are not
partly controlled and supervised by the government, and d)
their component parts and processes are not related to one
another .15)

In the case of lower technical daytime education, a
system can be defined as the nationwide and differentiated
collection of institutions devoted to lower daytime
technical education, whose components and parts are
related to one another, and are at least to some extent
controlled and supervised on a central, national level. This
definition excludes educational facilities for technical
education which are not at the lower level, or not provided
in daytime. Furthermore, educational facilities for lower
daytime technical education do not make up a system in
the case when one or more of the following attributes is
present: a) they do not appear nationwide, b) they are not
differentiated, c) they are not at least partly controlled and
supervised by the government, and d) their component
parts and processes are not related.

The distinction between education and its environment
comes along with the rise of an educational system.
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According to Archer, education was originally mono-
integrated with and subordinated to one dominant group,
which means that a sharp distinction between education
and environment was not yet present . After the16)

emergence of a state educational system, education was
multi-integrated. It was at least partly related to the
government and to several other social institutions .17)

Therefore, from the point of view of the educational
system, an environment was distinguished, consisting of
two relevant structures: a) the political structure, referring
to the government, and b) the social structure, referring to
the other, non-political social institutions, such as the
systems of social stratification, religion, economy,
sciences, technology, and culture. This distinction
corresponds with the two kinds of interest groups Archer
has found outside the educational system, namely political
groups and external interest groups. Archer has also
mentioned conditions under which the interest groups have
to realize their desires. These conditions also refer to either
the political structure (accessibility of the political centre,
relations between governing elites), or the social structure
(availability of resources, relations between interest
groups). Archer has limited herself to those objects outside
education with a direct relevancy for the educational
system, namely the political structure and the social
structure. An explanation of the relations within and
between the political and social structures, let alone an
analysis of society itself, has not been intended. The
reduction of the complexity of the environment in Archer's
system model is coherent with modern systems theory as
voiced by Buckley: "If a system or organization is to adapt
to or control its environment, it must contain at least as
much variety as there is in the environment to be
controlled" . As the socio-cultural system maps the18)

environment, the complexity of the system model has to be
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greater than the environment model's complexity.

The analysis of the system characteristics. After the
reformulation of the concepts of (educational) system and
environment, attention is given to the analysis of the
structure of the educational system and the system
characteristics. Besides, the cultural contents of systems
are considered alongside their structural characteristics.

Archer has named four tendencies of change for any
educational system . These tendencies are called system19)

characteristics, as they can be used for a description of the
system at any given time. Archer states that these
characteristics are present at the moment a state
educational system has emerged. This means that before
this emergence, these characteristics (at least in this
combination) are not present. Archer does not reveal from
which theory the notion of these characteristics has been
obtained . In this study, the position taken is that the20)

presence of the four characteristics is inherent to the
definition of a state educational system. In this definition,
four attributes are ascribed to this object. Each of these
attributes corresponds with one of the system
characteristics, namely: a) a nationwide and b)
differentiated collection of institutions refers to the system
characteristics differentiation and specialization, c) the at
least partly control and supervision by the government
refers to the system characteristic unification, and d) the
related component parts and processes refer to the system
characteristic systematization.

The reason why four, and only these four attributes are
mentioned, follows from the original definition of a state
educational system. A system is a set of objects with
specific attributes and relations, which are distinct but not
separated from objects belonging to the environment. From
this definition of a system, it follows that each system has
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relations between its objects and the objects outside the
system, as well as relations only between the objects
within the system. Therefore, a distinction appears
between external and internal relations of the system.
Furthermore, two elements are present in these relations.
In the first place, an element of correspondence exists.
This element is inherent to the definition of the
environment, namely as objects whose change results in a
change of the system, or which are affected by a change
in the system. If no element of correspondence exists
between the system and an object outside it, this object
belongs not to the environment of the system. In the
second place, an element of distinction (diversity,
differentiation) is present. This element also follows on
from the definition of the environment as objects that do
not have the same attributes as the objects belonging to
the system. As at least one essential attribute differs, an
element of diversity exists. The two aspects of
correspondence and diversity also hold for the objects
within the system. The correspondence between objects
belonging to the system stems from the attributes they
have in common, and by which they are placed within the
system. The diversity between objects stems from the fact
that the number of attributes used in the system model is
limited compared to all objects' actual attributes.
Therefore, although not essential for the definition of the
system, all objects have at least one uncommon attribute.

All systems, therefore, are characterized by two
dichotomies. The first dichotomy is the distinction between
external and internal relations. The second is the distinction
between elements of correspondence and elements of
diversity. The combination of these dichotomies leads to
four sorts of relations of any system . These four21)

relations are: a) external relations of the system, signifying
the correspondence between objects within the system and
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objects outside the system, b) external relations of the
system, accentuating the diversity between objects within
the system and objects outside the system but within the
system's environment, c) internal relations of the system,
with respect to the correspondence between its objects,
and d) internal relations of the system, with regard to the
diversity between its objects. The four system
characteristics Archer has mentioned and included in the
definition of a state educational system can now be
redefined (see scheme 2.1). Unification refers to the
external relations providing correspondence, differentiation
to the external relations providing diversity, systematization
to the internal relations providing correspondence, and
specialization to the internal relations providing diversity .22)

dichotomies CORRESPONDENCE DIVERSITY

EXTERNAL unification (a) differentiation (b)
RELATIONS
INTERNAL systematization (c) specialization (d)
RELATIONS

Scheme 2.1: The four characteristics of the structure of
the system

Any system, consequently, is characterized by the four
system characteristics. The reverse, that a system exists
if these four aspects are present, is not valid in case of
temporary phenomena. The distinction between system
and environment, and therefore the definition of a system,
is only significant when the system is able to maintain and
distinguish itself from the environment for a prolonged
time.

Following the derivation of the existence of four system
characteristics, the degree of their presence is established.
It is assumed that this degree has quantitative or gradual
aspects, as well as qualitative aspects. The qualitative
aspects refer to the relation's scope, the quantitative
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aspect to its degree .23)

Unification concerns the incorporation or development
of several institutions, activities, and personnel under a
central, national, and specifically educational framework of
administration. This framework is usually provided for by
the state, and laid down in regulations. Unification's
qualitative aspect regards its scope: the objects subjected
to regulation. Regulation can concern the structure and
contents of education, its control and supervision, and its
financing. The qualitative aspect is ordered by assuming
that the scope of unification starts on a general, formal
level, and develops into more specific, substantial levels.
Unification's quantitative aspect concerns its strength: the
level at which the regulation passes and its specificity ,24)

the percentage or the absolute amount of state financing,
and the degree of supervisors' authority. It is assumed that
the quantitative aspect of unification (its strength) and the
qualitative aspect (its scope) appear, more or less, together
historically. Consequently, little unification involves a weak
degree and a limited scope, while extensive unification
involves a strong degree and a wide scope.

Systematization refers to the nature and the strength of
the relations between parts of the system. More relations
and stronger relations signify a more extensive
systematization. Its qualitative aspect concerns the objects
related. The more elements of the system's parts are
linked, the more extensive the systematization. This aspect
is ordered by assuming that little systematization also
regards only formal, external aspects, while extensive
systematization regards informal, substantial aspects. Its
quantitative aspect refers to the strength of the relations.
This strength ranges from no relation, to a weak one, then
to a global degree of correspondence, and finally to
complete harmonization . With respect to25)

systematization, it is also assumed that the degree of
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scope and degree of strength co-incide in practice.
Differentiation refers to the increased formalization and

separation of education from other parts of society and,
consequently, to the plurality of social institutions whose
demands are met by education. Little differentiation implies
that the educational system serves only one social
institution, and is closely linked with it. A large degree of
differentiation means that the educational system serves
many social institutions, and is only loosely linked with a
specific institution. The qualitative aspect of differentiation
concerns the diverse educational demands the educational
system meets, ranging from a single demand to many. The
quantitative aspect refers to the degree to which
educational provisions are engaged with education for
specific social institutions. It is assumed that the qualitative
and quantitative aspect of differentiation, in fact, co-incide.
In this manner, the existence of few external educational
demands goes along with a more intensive training for
these by many or all students, involving many schools and
teachers. The existence of many external educational
demands goes along with smaller numbers of students,
schools, and teachers involved in training for a particular
demand.

Specialization is the internal differentiation of education,
indicated by a variety of educational provisions, intake,
processes, and output. The qualitative aspect of
specialization refers to the part of education in which
specialization is possible. This qualitative aspect ranges
from an external and formal level of education in which
choices exist, to an internal and substantial one. The
quantitative aspect of specialization refers to the moment
during the school career when choices are made. Little
specialization means that a student only makes choices at
the end of the school career, while extensive specialization
involves making choices at a relatively early stage. The
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quantitative aspect is ordered to age or level of education
(primary, lower and upper secondary education, higher
education). It is assumed that a small scope of
specialization co-incides with a later moment of
specialization and a large scope of specialization with an
early stage of first choices, subsequently followed
repeatedly by new times for choices.

Archer's theory of educational systems has only
concerned their structures and not their contents, as
several critics have noted. Analysis of the system's
contents, besides analysis of its structure, adds important
information on a specific educational system. For instance,
important differences with regard to goals, processes, and
output existed between the centralized educational
systems in France and the Soviet Union. Additional
concepts for the analysis of the system's contents are
necessary. These concepts must fit in with the overall
theoretical framework.

Archer has given suggestions for the analysis of
educational contents in later publications regarding the
concept of culture in sociology . These suggestions are26)

elaborated into a framework of the analysis of educational
systems' cultural contents. Archer poses that a distinction
has to be made between: a) the cultural system, whose
integration depends on its logical coherence, and which
only regards the consistency of the ideas belonging to a
culture, and b) the socio-cultural system, whose integration
depends on consensus as resulting in and appearing as a
result of the attempts to obtain social order by way of a
cultural system. Thus, integration of the cultural system
and socio-cultural integration are two different matters,
which do not depend on each other. Their distinction leads
to four aspects of the analysis of the concept of culture.
Cultural systems are analyzed to the degree of consistency
of cultural systems, and to the presence of alternative
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cultural systems. Socio-cultural systems are analyzed
according to the conditions of socio-cultural integration,
and to the degree of social differentiation.

In this study, it is assumed that these four aspects of
cultural analysis are based on two dichotomies. The first
one is the distinction between external and internal
relations. This co-incides with the distinction between
cultural and socio-cultural systems. The internal relations
concern the existence of cultural systems and their
consistency. The external relations concern the degree of
social differentiation and social integration. The second
distinction exists between elements of correspondence and
elements of diversity. Correspondence adheres to socio-
cultural integration and cultural consistency. Diversity
refers to alternative cultural systems and social
differentiation. As the principles of the four aspects are the
same as with the analysis of the system's structure, the
angles of structural and cultural analysis can be combined.
Scheme 2.2 presents both the characteristics of the
structure and the culture of a system.

structura CORRESPONDENCE DIVERSITY
l /
cultural

EXTERNAL unification / socio-cultural differentiation / social
integration differentiation

INTERNAL systematization / cultural specialization / cultural
consistency plurality

Scheme 2.2: Structural and cultural characteristics of a
system

The four aspects of culture can be fully applied to the
analysis of the contents of any educational system. Both
the cultural system of education and the socio-cultural
system, the degree to which students are brought into
contact with this culture, have to be examined. Within this
formal framework, the characteristics can be further
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specified empirically .27)

The analysis of subsystems. Archer has analyzed
educational systems as a whole, without giving specific
attention to subsystems and the relation between the
general system and its subsystems. In practice, each
educational system consists of several subsystems. The
objects of a subsystem are the institutions for a specific
type of formal education, e.g. with respect to level
(primary, secondary, tertiary) or contents (classical, poly-
technical and so on). A subsystem is distinguished when
two assumptions are met: a) a clear distinction between
the subsystem and its environment, and b) sufficient
complexity of the subsystem to be able to maintain itself
for a prolonged time. Although a subsystem is a system in
itself, it involves another level of analysis. In this respect,
one must be aware of what Wagner has called
displacement of scope. This displacement holds that a
specific level of analysis is studied in the same manner as
another level . Consequently, the theoretical model28)

presented this far has to be elaborated into a model
suitable for subsystem analysis.

When a distinction between a system and one or more
subsystems is assumed, an extra level of analysis in the
systems theory is involved. From the point of view of a
subsystem, the environment of the subsystem consists of
both the general educational system and its environment.
This implies a distinction between the characteristics of the
system itself and those of the subsystem. The derivation
of the subsystem characteristics is similar to the derivation
of the general characteristics of the system. It starts from
the assumption that the subsystem is characterized by the
dichotomy of relations of correspondence, and diversity.
The use of the second dichotomy of external and internal
relations needs modification. The external relations of a
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subsystem regard the relations with the educational system
itself, as well as the environment of the educational
system. The environment of the subsystem, thus, includes
both the state educational system and the environment of
this system. Hence, from the point of view of the
subsystem, three instead of two levels of analysis are
distinguished, namely the subsystem itself, the greater
system to which it belongs, and the environment of this
greater system . The combination with the distinction29)

between relations of correspondence and diversity leads to
six sorts of relations or subsystem characteristics (see
scheme 2.3).

relations CORRESPONDENCE DIVERSITY

SUBSYSTEM WITH
THE ENVIRONMENT a b
OF THE
EDUCATIONAL
SYSTEM
SUBSYSTEM WITH
THE EDUCATIONAL
SYSTEM

c d

SUBSYSTEM e f
INTERNAL

Scheme 2.3: The six characteristics of the structure of
the subsystem

Each subsystem characteristic is specified further by
looking at it from both a qualitative angle, regarding the
scope of the relation, and a quantitative angle, regarding
the intensity or degree of strength of the relation.

The relations of correspondence with the environment
of the educational system (a) concern all subsystem's
relations of correspondence with any social institution
outside the state educational system. Such a social
institution is at least the governmental, national,
administrative centre for education. Other social
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institutions, such as religion or the economy, may also be
relevant, depending on the specific kind of formal
education of the subsystem. The qualitative aspect of this
relation refers to its scope, that is, the objects or elements
of the subsystem subjected to correspondence with
external social institutions. The quantitative aspect refers
to its strength: the degree to which these objects or
elements are subjected to the external social institution.

The relations of diversity with the environment of the
educational system (b) refer to the autonomy of the
subsystem for establishing its own goals, input, processes,
and output. Such relations occur when the subsystem has
relations with many, unrelated social institutions at the
same time. The more different educational demands are
fulfilled, the more autonomous the subsystem is from the
demands of one social institution in particular. The
qualitative aspect of this relation refers to its scope, that
is, the elements of the subsystem which are organized
autonomously. The quantitative aspect refers to the
strength of the relation, e.g. the number of students who
are engaged in general courses, compared to the number
engaged in courses specific to a particular educational
demand.

The relations of correspondence with the educational
system (c) refer to the correspondence between the
subsystem and other institutions within the state
educational system. The qualitative aspect of this relation
refers to the objects of the subsystem subjected to
correspondence. For instance, little correspondence occurs
when the input is regulated only in terms of qualifications
acquired in another part of the system. A more extensive
correspondence occurs when input, output, teacher
training, subjects, number of hours for each subject, and
so on, are determined in relation to other institutions.
Again, the quantitative aspect refers to the strength of the
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relation.
The relations of diversity with the educational system

(d) refer to the place of the subsystem within the
educational system. The more distinct a subsystem is, the
greater the diversity. The qualitative aspect of this relation
concerns the elements of the subsystem which are
discernible from other educational institutions. The more
the elements differ from each other, the greater the
diversity. The quantitative aspect of this relation refers to
the strength of distinctiveness. The more a specific aspect
is organized autonomously, the greater the diversity.

The internal relations of correspondence (e) refer to the
systematic correspondence of the relations between the
subsystem's elements. The qualitative aspect of this
relation concerns the elements which are subjected to this
correspondence. The quantitative aspect regards the
strength of the correspondence between these elements.

Finally, the internal relations of diversity (f), refer to the
possibility of internal differences. More diversity is present
when a student can make a choice from amongst more
routes or levels of education. A student's freedom of
choice is accompanied by teachers' specialization. The
qualitative aspect of this relation refers to the scope of
possible choices, for instance with respect to subjects,
routes or levels of examination. The quantitative aspect
refers to the degree a specific aspect of this relation is left
over to the student's freedom of choice.

By definition, a subsystem is significantly related to the
general system. If not, the subsystem would be a system
of itself. The origins of a subsystem stem from either the
general system, e.g. as a result of a division of one of its
original subsystems, or the environment, e.g. by the
establishment of new educational provisions linked to the
already existing ones. Once a subsystem has originated, it
is conditioned to a large extent by the general system. The
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more developed a system is, the greater the extent of the
conditioning.

The definition and analysis of interest groupsAfter the
analysis of systems and subsystems and their
characteristics, the interaction processes with regard to
these (sub-)systems are investigated . It is assumed that30)

the framework for analysis of the interaction processes on
the subsystem level is the same as for the general systems
level. The first step in the construction of this framework
is the determination of the types of relevant interest
groups. Archer has looked at relevant educational interest
groups in the phase of emergence of the state educational
system, and in the phase after this emergence. In the first
phase, Archer distinguishes between a dominant group
with possession over education and other groups . The31)

other groups have advantage of this situation,
disadvantage, or are neutral to it. Disadvantaged groups
can become assertive groups. Assertive groups have either
material resources, in which case they follow a strategy of
substitution, or political power, in which case they follow
a strategy of restriction. After the emergence of a state
educational system, Archer distinguishes between three
kinds of groups . Political interest groups use power as32)

a means of negotiation. External interest groups use
material resources. As a result of the acquired relative
autonomy of the educational system, personnel working
within the system is able to operate as an interest group,
using professional expertise as their means. Such a group
is called a professional interest group. The question is why
only three, and then these particular three interest groups
are relevant. Furthermore, it is questioned whether a
specific kind of interest group is defined by the use of a
specific sort of resources, or by some other criterium.

The interest groups are determined by looking at the
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conditioning effects of the educational system's structure.
This structure has consequences for the groups related to
it. Due to their position, these groups have specific
interests which are transformed into specific attitudes
towards education. These attitudes vary from total
rejection of the actual situation, as none of the own
interests are satisfied by education, to complete support,
as all wishes are met by the existing education. In general,
groups feel advantaged to some extent by actual
education, and disadvantaged in other respects. All groups
have interests with regard to the system, either for
advocating a specific change, or for maintaining the actual
situation. Following the previous analysis of the system's
structure, interest groups are distinguished into external
and internal groups. External groups are groups with
origins outside the system, belonging to the system's
environment. As a result of their interests in education,
they are a relevant group. Internal groups originated within
the system. A second distinction follows this, with respect
to the political structure and the social structure as
relevant parts of the environment. The polity mainly
secures the unifying and systematisizing effects of the
system. The social structure mainly leads to differentiation
and specialization. Groups from the polity are official
groups, whereas those from the social structure are private
groups. The combination of the two dichotomies, external
versus internal, and official versus private, leads to four
kinds of interest groups (scheme 2.4): external official
groups (in Archer's theory political groups), external
private groups (in Archer's theory external groups), internal
official groups (not mentioned in Archer's theory), and
internal private groups (in Archer's theory professional
groups).



The definition and analysis of interest groups 51

interest groups STRUCTURE STRUCTURE
POLITICAL SOCIAL

-> OFFICIAL -> PRIVATE
GROUPS GROUPS

ENVIRONMENT ->
SYSTEM-EXTERNAL
GROUPS

political groups external groups

EDUCATIONAL SYSTEM
->
SYSTEM-INTERNAL
GROUPS

administrative
groups

professional groups

Scheme 2.4: The structural position of the four relevant
interest groups

Political groups are, for instance, Government,
Parliament, Ministers, and the political factions in
Parliament. External groups are religious groups,
economical groups such as organizations of employers and
employees, and socio-cultural groups. Administrative
groups are not mentioned by Archer separately, as she has
made a combination of interest group and type of
resources. Administrative groups have no possession of a
specific kind of resources. Archer probably considers these
kinds of groups as non-relevant to the system, or as a part
of the political groups. After the emergence of a state
educational system, however, not only teachers have
become more autonomous and apt to organize themselves
into an interest group, but another breed of employees has
also originated within the system, although not teaching
themselves, namely the educational officials. During the
educational system's development, this category expands
and, as it is engaged daily in the administration of
education, it becomes increasingly significant for
educational change. Although administrative interest
groups have no alternative definition of education, they
hold institutional interests. Even though they do not
possess a specific kind of resources for negotiation, they
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have bargaining strength relative to other interest groups
(relative to system-external groups they have professional
expertise; relative to private groups they have political
power). Administrative officials, therefore, are neither
irrelevant to the educational system, nor merely a part of
the political groups. Examples of administrative officials are
school supervisors, administrative committees on
educational affairs, national bodies for curriculum
development, educational research, pedagogical support,
and test construction . Professional groups are33)

organizations of teachers, boards of school administration
and, among others, pedagogues and educationists .34)

In a later publication, Archer has analyzed the
situational logic of a group's structural and cultural position

. In this, she has made two distinctions with regard to a35)

group's position in relation to other groups. The first
distinction is between necessary and contingent relations.
In case of necessary relations, groups are internally related
to and forced to deal with one another. In case of
contingent relations, groups have a large degree of
freedom in engaging with other groups. In this study, it is
assumed that official groups are usually characterized by
necessary relations and private groups by contingent ones.
Moreover, external groups have relatively more contingent
relations and internal groups more necessary relations. In
consequence, administrative groups have the least degree
of freedom and external groups the most. Political and
professional groups have a position in-between. The
second distinction is between complementarities or
compatibilities on the one hand, and contradictions or
incompatibilities on the other. In the former case, groups
can help one another's operations, while in the latter case
they can hinder them. The second distinction is assumed
to be similar to the distinction between relations of either
correspondence or diversity. Scheme 2.5 presents the
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conditioning effects of this situational logic of groups for
both socio-cultural and socio-structural actions . In the36)

case of contingent complementary relations, groups have
a large degree of freedom. In the case of contingent
contradictory relations, groups compete with each other
and try to eliminate opponents. In the case of necessary
complementary relations, groups protect one another and
try to re-inforce the actual relations. In the case of
necessary contradictory relations, groups are forced to
correct their major differences.

(situational logic) COMPLEMENTARY CONTRADICTORY
socio-cultural RELATIONS RELATIONS
conditioning (social integration, (social differentiation,
socio-structural cultural consistency) cultural plurality)
conditioning

CONTINGENT RELATIONS cultural free play, cleavage
(opportunism) (elimination)

sectionalism competition
diversification

NECESSARY RELATIONS reproduction, re- repair, re-interpretation
(protection) (correction)

inforcement compromise
solidarity,

Scheme 2.5: The conditioning effects of the relations of
interest groups

After the derivation of the four types of educational
interest groups and preceding the analysis of actual
processes of interaction, further analysis is made of the
aspects of interest groups relevant for these processes.
Interest groups are analyzed according to the following
respects: their views, conditions, resources, and aspects
of their activities.

It is assumed that educational interest groups have
structurally determined interests and that they act
according to them. This does not mean that interest groups
are completely conditioned by the actual structure.
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System-external groups also have other interests than with
regard to education. Moreover, a group's interpretation of
its position and interests may be incomplete or even
slightly misplaced. A group may also choose to follow
other options than the ones that follow logically from their
structural interests. Each interest group can be analyzed
according to its wishes in changing education. These
wishes usually involve not only a view on education itself,
but also a view on the relation of education with its
environment, that is society. As the environment of the
educational system is distinguished from the political
structure and (in a wide sense) the social structure, it is
assumed that an interest group has a view on the political
structure, in particular the desired role of the state towards
society and education, and a view on the social structure,
namely the desired relations within society. Together with
its view on education, the opinions of each educational
interest group are examined according to three aspects.
These aspects are labelled as political (the desired role of
the state), socio-economic (the desired social relations),
and cultural (the view on education) .37)

Archer has mentioned several conditions as decisive
with respect to the actual possibilities for negotiations. She
names separate conditions for the centralized and
decentralized systems. In a centralized system, the
conditions are the accessibility of the political centre, the
relations between governmental elites, and the internal
organization and superimposition of interest groups . In38)

a decentralized system, the conditions are the availability
of resources for negotiation, the relations between
educational interest groups, and their internal organization
and superimposition . These conditions are combined to39)

one scheme of conditions for any interest group, regardless
of the degree of system centralization. This combination
resolves in three conditions, which correspond to the
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distinction between political, economical, and cultural
aspects. These conditions are: a) the availability of
resources, either the access to the political centre in a
centralized system or the availability of all resources in a
decentralized system (economical condition); b) the
relations of the group with other educational interest
groups, either between governmental elites in a centralized
system, or between all educational interest groups in a
decentralized system (political condition); c) the internal
organization and superimposition of an interest group
(cultural condition). The combination allows for an analysis
of any interest group according to these three conditions.

The next question is the availability of resources to
educational interest groups. In the phase of a state
educational system's origins, as well as in the phase of its
operation, Archer has regarded political power and
economical wealth as relevant resources for attempts at
educational change. After the emergence of state
educational systems, professional expertise has also been
used to change the actual state of educational affairs.
Therefore, in all, three kinds of resources for struggle over
education are distinguished. The question why only these
three resources are distinguished is only answered
heuristically. Their distinction corresponds to the earlier
mentioned distinction between political, economical, and
cultural aspects of social reality. As defining interest
groups by way of possession of one kind of resource has
been rejected in favour of a structural-logical definition of
interest groups, new assumptions have to be made about
the relation between interest groups and resources. In
principle, any interest group can use all three kinds of
resources. However, not all resources are equally available
to any interest group as a result of their structural position.
For instance, system-external interest groups barely
possess any professional expertise. On the other hand,
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system-internal groups have rarely any possession of
economic resources. Furthermore, all interest groups can
use political power as a means of negotiations. Considering
their structural positions, the degree of availability of a
specific resource relative to others can be established for
any kind of interest group. Political groups use political
power to a great extent, and, as far as they influence state
finances, material wealth too. External groups use material
wealth and to some degree political power. Administrative
groups use political power as well as professional
expertise. Professional groups use professional expertise to
a great extent and political power to some degree.

Following Blau, Archer has mentioned four aspects of
exchange of resources . These aspects regard the40)

possession of resources for an exchange, the existence of
alternative suppliers of desired services, the possibility of
coercion towards an exchange, and ideologies to legitimate
an exchange or its failure . The first aspect, the41)

possession of resources, has already been mentioned as
one of the conditions for interaction. The other three
aspects regard the actual activities on basis of which any
interest group can be analyzed. These, once again, are
viewed as the economical, political, and cultural-ideological
aspects of any exchange. The use of resources, relative to
supply and demand of services, is the economical aspect
of activities, while the use of coercion the political aspect,
and the use of educational ideologies the cultural one.

In all, each interest group can be analyzed for 1) its
views, 2) the conditions for negotiation, 3) the available
resources, and 4) its activities. Each of these elements is
distinguished to a political, economical, and cultural-
ideological aspect (scheme 2.6).
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VIEWS CONDITIONS RESOURCES ACTIVITIES

the desired role relations with political power use of coercion
of the state other interest

groups
the desired the possession material wealth use of resources
social structure of resources
the desired organization and professional use of
education superimposition expertise educational

ideologies

Scheme 2.6: Analysis of interest groups

The processes of interactionAfter the analysis of
interest groups, the processes of interaction between them
are investigated . First, the possible processes of42)

interaction are defined. Next, the probability of relations
between interest groups is discussed. Finally, the relevance
of educational consumers' actions, that is primary action,
is explored.

Archer has distinguished between three processes of
negotiation: political manipulation, external transaction,
and internal initiation . The question is why only these43)

three processes are relevant, and how these processes are
defined. The definition of these processes as the use of
any resource by a particular type of group has already
been rejected. The alternative definition is that a process
is defined by the use of a specific resource, regardless of
the kind of interest group. This definition is more justified,
but requires further specification. Three resources for
negotiation have been distinguished. Two of these
resources are only available for specific groups, depending
on their structural position. Material wealth is only used by
system-external groups, and professional expertise is only
available to system-internal groups. The third resource,
political power, is available to any interest group. However,
the manner in which political power is used, differs for
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these groups, again depending on their structural position.
The official groups have the authority to issue regulations.
The non-official or private groups lack this authority. These
groups have the possibility to use political power only as
a means of pressure. Therefore, four ways of using
resources are distinguished: a) political power for
regulation or manipulation, b) political power for pressure,
c) material wealth for transaction, d) professional expertise
for initiation. In fact, due to its structural position, any
interest group has available only two of the four manners
of using resources. The combination of four types of
interest groups and two available resources per group
results in eight types of activities. This eightfold whole
replaces Archer's original threefold distinction. Each of the
eight types of activities is labelled as presented in scheme
2.7.

INTEREST GROUP RESOURCE ACTIVITY

political groups political power political manipulation
political groups material sources political transaction
external groups material sources external transaction
external groups political power external pressure
administrative groups political power administrative
administrative groups professional expertise manipulation
professional groups professional expertise administrative
professional groups political power initiation

internal initiation
professional pressure

Scheme 2.7: Definition of the eight activities of interest
groups

So far, interest groups have been analyzed on their
own. In fact, educational struggle consists of relations of
exchange or negotiation between interest groups.
Educational interaction takes diverse forms. The probability
of relations between groups is examined on the basis of
the analysis presented above. In theory, all four types of
groups can use two types of resources towards any other
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type of interest group. In practise, all relations are not
equally probable. Any group can use power (either for
manipulation or pressure) towards another group.
However, relations based on the use of wealth or expertise
are limited to specific groups. Relations based on wealth
are only possible for system-external groups, while
relations based on expertise are only available for system-
internal groups. Although external groups can exchange
wealth, just as internal groups can exchange expertise, it
is assumed that external groups primarily use wealth
towards internal groups, while internal groups primarily use
expertise towards external groups. Each group makes use
of the resource it is facilitated with most, and is confronted
with the resource it has least possession of.

All processes of interaction mentioned so far have
concerned the interest groups' activities. This corresponds
to Archer's original theory. In a later publication, Archer
has distinguished between interactions in which interest
groups are engaged, and interactions in which unorganized
persons are engaged . The first is called corporate44)

action, the second primary action. Besides corporate
action, primary action is significant, as its accumulated
effects have great, unintended consequences for the
development of the educational system. Archer has derived
the concepts for the analysis of primary action from views
of Craig and Spear . Primary action is analyzed for a) the45)

prior decisions of primary actors, b) the objectively defined
options for use of education, c) the information available to
primary actors regarding these options, d) the perception
and evaluation of these options in comparison to the needs
of primary actors, and e) the final decisions of primary
actors with regard to the use of education. In this study,
these elements are reformulated in terms of the analytical
cycle, namely a) analysis of the primary actors' original
options and the objective possibilities for education, b)
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analysis of the actors' information and their evaluation of
it in relation to their needs, and c) the actors' new options
and decisions. Due to this assumption, it is possible to link
the analysis of corporate action with that of primary action,
and to place both in the context of the structure of the
educational system. The objective possibilities, available
options, and final choices are directly related to the
structure of the educational system. According to Archer,
the primary actors' motivation varies from positive,
indifferent, to negative.

Analysis of the relation between corporate and primary
action has been undertaken by Archer with the help of four
points of comparison. The four points are: a) the relation
between 'context' and 'environment'; here, 'context' refers
to the educational system, its educational provisions and
the related corporate groups, while 'environment' refers to
the information, options and decisions of primary actors; b)
the relation between supply and demand of educational
provisions; c) the behaviour of the primary actors; d) the
relative weight of macro-influences (corporate action) and
micro-influences (primary action). The relation between
corporate and primary action varies from domination by
corporate action, co-action between both types of action,
to domination by primary action .46)

The distinction between corporate and primary actors
is not a stable one. Archer states that agency too is
subject to morphogenesis . The morphogenesis of47)

agency in time consists of a) socio-cultural conditioning of
groups and agents, b) group interaction both among
corporate groups, and between corporate and primary
actors, and c) group elaboration, both by organization of
primary actors and a subsequent increase of corporate
agents, and a transformation of corporate actors.
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The relation between system and interaction: the
analytical cycleThe definition of interest groups and their
activities and the definitions of structural and cultural
characteristics have been based on a distinction between
external and internal elements, and one between elements
of correspondence and diversity. Scheme 2.8 combines
these definitions and summarizes their derivation.

STRUCTURAL POSITION POLITICAL STRUCTURE SOCIAL STRUCTURE
interest group official groups private groups
resource -> activity power -> power -> pressure
structural and cultural manipulation changes towards
changes changes towards diversity

correspondence

ENVIRONMENT OF
SYSTEM political groups external groups
system-external political manipulation external transaction
groups political transaction external pressure

unification structuralwealth -> transaction

external changes

socio-cultural differentiation
integration social-cultural

differentiation

EDUCATIONAL SYSTEM
system-internal groups administrative groups professional groups

administrative internal initiationexpertise -> initiation

internal changes

manipulation professional pressure
administrative specialization
initiation cultural plurality
systematization
cultural consistency

Scheme 2.8: The derivation of interest groups,
their activities, and processes of change

The derivation of groups, activities, and processes of
structural and cultural change has to be incorporated
within a sociological theory regarding their relations. This
means an introduction of the time factor. Archer has
elaborated an analytical cycle from the combination of a
system approach, inspired mainly by Buckley's concept of
morphogenetic systems, and an action approach, mainly
derived from Blau's exchange theory. This link has resulted
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in an analytical cycle, which analyzes structural change
and the processes of interaction in three phases : a) the48)

analysis of a given structure, which conditions but does
not determine the social interaction with regard to it; b) the
analysis of the social interaction regarding the system,
which is partly conditioned by the former structure, but
also partly arises from unconditioned action orientations,
and thus is independent from the original structure; c) the
analysis of structural elaboration as a result of both
previous phases. The cycle is then repeated, that is, the
elaborated structure is the starting point of a new
analytical cycle, leading to an even more elaborated
structure . The analytical cycle meets the objections with49)

respect to a structuralist approach, resulting in downwards
conflation, as well as the objections regarding an
interactionist approach, resulting in upwards conflation .50)

A structuralist approach assumes a direct transition from
the original structure (a) to the changed structure at a later
time (c), neglecting the social interaction engaged in
structural change. An interactionist approach assumes that
an elaborated structure (c) arises solely from social
interaction (b), neglecting the conditioning effects of the
former structure. Archer has compared her concept of a
morphogenetic analytical cycle with Giddens' concept of
structuration . Structuration refers to the dual character51)

of structures: structures are the result of the reproduction
of social practices as well as their medium. Archer prefers
the concept of morphogenesis to the concept of
structuration for the following reasons. Morphogenesis
examines the actors' degree of freedom, as well as the
actual structural constraints. It solves the dilemma of the
place of time, by combining structural conditioning and
change with social interaction in an analytical cycle. It
solves the relation between parts and the whole, by
distinguishing between different levels of analysis, and by
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looking at their relations.
From the theoretical framework constructed so far, two

major additions to the analytical cycle are derived . First,52)

next to a structural analysis of education, a cultural
analysis, that is, an analysis of the contents of education
has been undertaken. This analysis is made possible by
looking at cultural plurality and the consistency of a
cultural concept. Second, besides an analysis of corporate
action, an analysis of primary action is made. The extended
analytical cycle consists of: a) analysis of the educational
system's culture and structure at a given time in terms of
the system and cultural characteristics, including the
effects on the demand and supply of education from the
points of view of corporate and primary actors, b) analysis
of the processes of interaction with regard to the original
structure and culture, that is, the processes of corporate
action, and the evaluation and decisions by primary actors
as well as the elaboration of actors, c) analysis of the
educational system's elaborated structure and culture at a
later time in terms of the system characteristics as a result
of both previous phases. Schematically, these elements are
represented as follows (scheme 2.9 in which T1 - T4 stand
for a certain point in time) .53)

a)             structure and culture of the system
        T1 ---------------------------------------------------
b)                                       corporate action and primary action
                                 T2 ---------------------------------------------------- T3
c)                                                                 structural and cultural
elaboration
                                                              ---------------------------------------
------------ T4

Scheme 2.9: The extended analytical cycle

The interplay between these analytical steps is as
follows. Structural conditioning of interaction [a-->b]. The
system's original structure conditions the actor in several
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ways. First, an interest group has a structurally determined
position with regard to the system. Primary agents are also
dependent on the prevailing educational options. Second,
all actors have a view on the existing educational system
and its relation to the environment, greatly conditioned by
their positions in the system or its environment. Wishes to
change or maintain the system result from such a view.
The direction of the desired changes varies. For instance,
two actors may advocate the same change, opposite
changes, or unrelated changes. Third, corporate actors are
conditioned by the availability of resources, their relations
with other interest groups, and their internal organization
and superimposition. Primary actors are conditioned by
their availability of information as to the prevailing
educational options.

Elaboration of the system [a-->c]. An educational
system changes in-between two moments in time. The
changes concern both its structural components and its
cultural contents and can therefore be interpreted in terms
of the structural and cultural characteristics. It is possible
to denote a change in the separate characteristics in terms
of an increase or a decrease. Changes in the relative
weight of these characteristics are interpreted heuristically.

Elaboration of the system as a result of interaction [b--
>c]. The activities of an actor are analyzed for a specific
direction of desired change of the original system, a
direction which is reformulated in terms of a specific
change in the system characteristics, and for a specific
amount of energy invested in this change. As many actors
have educational wishes and as their desired changes do
not co-incide, educational struggle exists. Although the
primary actors act unorganized and unconsciously, the
effect of their actions is also interpreted in terms of one (or
more) direction(s) of change and a specific force of
change. The combination of invested energies in several
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directions results in a (multi-dimensional) field of forces.
Some investments are counteracted by the investments of
other actors in the case of conflicting interests. Some
investments co-incide in the case of mutual interests, and
some re-inforce each other as actors decide to support
each others', originally unrelated interests. In time, the field
of forces leads to a resultant. If the strength of this
resultant is more than necessary to overcome the inertia of
the system, the system changes. This change corresponds
with the change desired by one group, if this group has
been able to employ enough activity to overcome the
system's inertia, as well as all possible counteractions of
other actors. It is more probable, however, that the result
starts from the desired change as a consequence of the
unintended effects of the multi-directed activities of
interest groups in which none has been dominant enough
to impose its wishes.

Archer has used her analytical cycle for two phases: the
phase of origins of an educational system and the phase of
its elaboration. In this study, the extended analytical cycle
is applied with two additional assumptions. First, the cycle
is maintained for shorter periods than the two phases
Archer has used it for. No principal objections exist against
this assumption. The only reservation is that structural
change within the period of analysis has to be significant
enough to make a shorter term analysis worthwhile.
Second, the cycle is maintained not only on the system
level, but also on the subsystem level. As the cycle is
independent of level of analysis, this assumption is taken
to be justified.

The phases of educational systems and subsystemsThe
extended analytical cycle can be used to review the
development of state educational systems in terms of the
presented theoretical framework. The relations originally
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assumed by Archer are partly reformulated, and extended
with other assumptions. In the presentation of the relations
between structural and cultural change and conditioning on
the one hand, and the processes of interaction on the
other, the analytical cycle is repeated three times. The
distinction with respect to three phases is based on
Archer's publications . The three phases are as follows.54)

1) The phase of origins of state educational systems. This
phase has been dealt with in the original work by Archer.
This phase is analyzed with the same concepts as for
established educational systems. Here, the pre-state phase
is seen as a special case of the developed system . 2)55)

The phase of elaboration of newly arisen state educational
systems. This phase has also been dealt with in Archer's
original publication. 3) The phase of well-developed
systems. This phase has been dealt with by Archer in a
later publication, and is labelled as the phase of inflation

. It is noted that all assumptions concern a situation of56)

an expanding state educational system. Other processes
and relations are likely in a situation of diminishing
educational systems.

The structural and cultural changes and conditioning
concern both the system level and the subsystem level.
The interaction processes are regardless of level of
analysis. Archer has not specifically dealt with the
subsystem level. In this study, the following general
assumptions are made. A subsystem may originate from
the environment as well as the general educational system.
In a newly arisen educational system, the system's
conditioning of subsystem origins is relatively little. The
opposite is true with regard to well-developed systems. In
centralized systems, a new subsystem originates more
often on initiative of official groups, while in decentralized
systems the initiative for new subsystems originates more
often from private groups. In the first case, the subsystem
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relations of correspondence are most pronounced, while in
the latter it is the subsystem relations of diversity. After
the origins of a subsystem, its further development is
conditioned even more by the larger system. It is assumed
that in centralized systems the subsystem relations of
correspondence are most pronounced, even in the case
where the subsystem has originated from private groups.
In decentralized systems, the subsystem relations of
diversity are most pronounced, even in the case the
subsystem has originated from official groups. The addition
of subsystems to an existing educational system means an
increase of the system's size. Initially, the addition of
subsystems leads to an increase of the relations of
diversity. Depending on the centralized or decentralized
character of the general system, a tendency of increasing
correspondence follows. Hereafter, the assumptions with
regard to the subsystem's changes and its relation with the
general system are presented according to the same three
phases as those of the general system.

The original structural position of education is
subordination to a dominant group. Education is mono-
integrated with this group. This means that a distinction
between system and environment is not yet present. The
absence of such a distinction does not mean that there is
no education. It merely signifies that no permanent,
relatively autonomous system has yet arisen. Neither are
the four system characteristics present. The distinction
between internal and external relations is not relevant, as
only the external relations are important. Neither does the
distinction between corresponding and diversifying
elements have any relevance, as only one group has
control over education. As a result of the subordination to
one group, the contents of education is based on one,
relatively consistent culture. In this phase, the distinction
between system and subsystem is irrelevant.
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Disadvantaged groups, either in a cultural or a structural
sense, act as an assertive group and challenge the
dominance of education. They use one of two types of
strategies, namely restriction or substitution. Due to their
structural situation, only two groups out of the four
distinguished types are able to engage themselves in an
educational struggle, namely either political or external
groups. The groups are usually only contingently related.
The relation between the dominant and the disadvantaged
groups is of the incomplementary type. As three resources
are distinguished but one of them, professional expertise,
is only available to internal interest groups, only political
power and material resources are used. As education is
subordinated to one group, educational struggle involves a
competition regarding this dominance. Consequently, only
two activities are probable instead of eight. Restriction is
a special, extreme case of political manipulation, just as
substitution is a special case of external transaction. In this
phase, context dominates environment, supply shapes
demand, the original motivation of primary actors is
indifference, their behaviour is atomistic, and primary
action reacts to corporate action, so that macro-influences
are more important than micro-influences.

A state educational system originates as a result of
successful struggle against a group's domination of
education. The relation with the state is the intended
outcome of a strategy of restriction, while the relation with
other social institutions is its unintended outcome. In the
case of a substitutive strategy, the relation of education
with other social institutions is an intended result,
however, the relation with the state is an unintended
result. As the distinctions between external and internal
relations and between corresponding and diversifying
relations are now significant, the four structural
characteristics are present. When a strategy of restriction
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is used, unification and systematization are more
prominent. The educational system is then defined as being
centralized. When a strategy of substitution is used,
differentiation and specialization are more prominent. In
this case, the educational system is decentralized. An
educational system consists of subsystems, e.g. according
to level and type of education. In the case of a centralized
system, the subsystems are characterized by stronger
relations of correspondence, most of all with respect to the
general system. In the case of a decentralized system,
subsystems are characterized by stronger relations of
diversity, especially with respect to the environment. In
centralized systems, consistency of the contents of
education is more important than cultural plurality, while in
decentralized systems the opposite is true.

The origins of a state educational system conditions the
subsequent processes of interaction. Four sorts of groups,
instead of the original two types, are engaged in
educational struggle. Two kinds of system-internal groups,
administrative and professional groups, are also interest
groups. The relations between these groups tend more
often to be of the necessary type with still rather
incompatible interests. Moreover, a third resource is
relevant, namely professional expertise. In all, eight types
of interest groups' activities are possible. In centralized
systems, the use of political power (either for manipulation
or pressure) is most important, while in decentralized
systems it is material resources (for transaction) and
professional expertise (for initiation). As education is now
related to several institutions, the cultural plurality and
inconsistency of educational contents increases. Existing
subsystems are conditioned by the characteristics of the
original system. They follow the development of the
general system. The origins of new subsystems stem from
within the system or from the environment. Which way is



The theoretical framework70

adopted, is relatively independent on the centralized or
decentralized character of the system as a whole, but
relatively dependent on environmental circumstances.

The actual processes of interaction are analyzed by
looking at the views, conditions, resources, and aspects of
activities of the four types of interest groups. Many
interest groups aim for partial change of the system. The
desired direction of change by interest groups and the
strength of their drive for change result in a continuous
educational struggle. The activities of interest groups are
analyzed with the eightfold typology of activities. In
centralized systems, processes with use of political power
or pressure are most significant. In decentralized systems,
all possible resources and thus all types of activities are of
equal importance. In this phase, context and environment
influence each other mutually, supply and demand re-
inforce each other, the motivation of primary actors is
positive, their behaviour aggregative, corporate action and
primary action co-act, so that macro-influences and micro-
influences are equally important.

After some time, elaboration of the state educational
system takes place. This elaboration appears from changes
in its structural and cultural characteristics. In both
centralized and decentralized systems, two directions of
change occur. The first is the recurring necessity to
maintain the relation between the educational system and
social structure by meeting specific demands of
educational interest groups. Archer has called this process
progressive segmentation. It enforces the system
characteristics differentiation and specialization. It also
promotes cultural plurality within education. The second is
the continuous defense of the acquired relation of
centralization between the educational system and the
political structure. Archer has called this progressive
systematization. It enforces the system characteristics
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unification and systematization. It also advances the
consistency of the contents of education. Both processes
occur in each type of system, although progressive
segmentation is dominant in decentralized systems and
progressive systematization in centralized systems. The
consequence of these processes is that all four system
characteristics are more strongly developed. This means
that the educational system grows. At the same time, the
original relation between the two pairs of characteristics
remains the same. In centralized systems, unification and
systematization remain dominant, while in decentralized
systems differentiation and specialization remain. Although
tendencies of convergence are present at some times, the
original character of an educational system does not
change.

In the case of origins of new subsystems by official
groups, the subsystem characteristics of correspondence
are more strongly developed, and in the case of origins by
private groups, the subsystem characteristics of diversity.
The origins of subsystems contribute to the expansion of
the general system. Initially, a new subsystem means an
increase of the system relations of diversity. The general
system has a conditioning effect on the development of
existing subsystems. In the case of a centralized
educational system, the subsystem changes towards
stronger subsystem characteristics of correspondence,
even when at its time of origins the other characteristics
have been more strongly developed. The opposite is
supposed to be true in decentralized systems. In that case,
the subsystem changes toward stronger subsystem
characteristics of diversity, even when the characteristics
of correspondence were more strongly developed at its
time of origins.

As a result of the expansion of the educational system,
the internal relations become more important than the
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external ones. Subsequently, the system-internal groups
are more significant than system-external groups. The
groups are even more often necessarily related. The
interests of groups are usually complementary. The
expansion of the general system also means an increase of
conditioning of subsystem origins and development. The
more centralized the system, the more probable it is that
new subsystems arise on initiative of official groups. The
more decentralized the system, the more probable it is that
new subsystems arise on initiative of private groups.

In the processes of interaction in well-developed
systems, the four types of interest groups and the eight
types of activities remain relevant. The processes of
interaction take the form of communicative transaction.
They are characterized by an increase of the significance
of actions by system-internal groups. At the same time, the
processes of interaction with the use of professional
expertise are more important compared to other resources.
Besides corporate action, primary action is more important.
In this phase, environment dominates context, demand
shapes supply, the motivation of primary actors is negative
and their behaviour associational, corporate action and
primary action interact, with more important micro-
influences than with macro ones.

The resulting change of the state educational system is
a continuous increase of all four system characteristics and
thus an expansion of the system as a whole. The system's
complexity, therefore, grows in relation to the system's
environment. As a result, the internal relations are more
pronounced than the external relations. Cultural unity tends
to be restored to some extent, in the sense that
professionals are increasingly successful in determining the
contents of education, and that the consistency of this
contents increases. The growth of the system also means
that the significance of the original distinction between
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centralized and decentralized systems decreases, although
it retains some significance. The distinction between
centralized and decentralized systems is, therefore,
supplemented by a distinction between a young, newly
originated and an established, well-developed system. A
well-developed system has a great capacity for changing
its internal structure and culture, resulting in expansion and
a decrease in the significance of external control and
demands. Archer has labelled this phase the phase of
inflation of educational systems.

The more expanded and developed a system, the more
new subsystems arise on initiative of system-internal
groups. For previously arisen subsystems, the external
relations are less important. Moreover, in a well-developed
and centralized system, the subsystem relations with the
educational system develop more strongly than the internal
subsystem relations. In the case of a well-developed and
decentralized system, the internal subsystem relations
develop more strongly than the relations with the
educational system. In this manner, a subsystem in well-
developed and centralized systems is characterized by
strong relations of correspondence and strong relations
with the general educational system. A subsystem in well-
developed and decentralized systems is characterized by
strong relations of diversity and strong internal subsystem
relations.

Scheme 2.10 summarizes the assumptions with
disregard of the distinction between centralized and
decentralized systems .57)
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PHASE origins of state elaboration of well-developed
educational state state
systems educational educational

systems systems

ORIGINAL mono- multiple integration
STRUCTURAL integration
CONDITIONING

RELATION TO subordination to relatively highly
ENVIRONMENT one dominant autonomous autonomous

group system system

SYSTEM no distinction 4 system 4 system
CHARACTERISTICS yet characteristics characteristics
+ RELATIVE dominant internal relations
WEIGHT relations of become

either diversity dominant
or
correspondence

CULTURAL mono-culture cultural plurality restoration of
CHARACTERISTICS and cultural unity

inconsistency and consistency

RELEVANT political and 4 types of interest groups
INTEREST GROUPS external groups

only

MAIN TYPE OF contingent necessary necessary
SITUATIONAL relations of relations of relations of
LOGIC contradictions contradiction complementariti

es

TYPE OF competitive collective communicative
CORPORATE conflict negotiation transaction
ACTION

RESOURCES power and power, wealth and expertise
wealth only

RELATIVE WEIGHT either ext. 8 types of 8 types of
OF TYPES OF transaction activities, activities with a
INTERACTION (substitution) or in centralized shift towards

pol. systems activities by
manipulation dominant system-internal
(restriction) activities by groups

official groups

PRIMARY ACTION atomistic aggregative associational

INDIVIDUAL indifference positive negative
MOTIVATION
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RELATION PRIMARY reaction co-action interaction
ACTION TO
CORPORATE
ACTION

ORIGINS OF part of origins relatively relatively
SUBSYSTEMS of general independent conditioned by

system from general general system
system

RELATION OF irrelevant contribution to contribution to
SUBSYSTEMS TO system system
GENERAL SYSTEM expansion expansion,

(progressive adoption of
segmentation) general system

characteristics

STRUCTURAL origins of state expansion inflation
CHANGE educational (progressive

system systematization
+
segmentation)

Scheme 2.10: Summary of assumptions


