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1963-1993: Incorporation

The contextAt the end of the former period, lower technical
education had become a well-integrated subsystem of the national educational
system. It was defined as part of lower professional education, regulated in the Act
on Secondary Education. This development had involved more centralization and
a looser relation with the economy. Furthermore, it had experienced a process of
generalization, adopting characteristics of general secondary education, and
increased internal differentiation.

Around 1963, the structure and culture of the subsystem signified a major
dilemma. The centralization by the State, incorporation in the general educational
system, and the courses' generalization and harmonization involved an increase
in relations of correspondence. Continuation of these tendencies meant that the
correspondence relations could subdue the relations of diversity and threaten the
subsystem's autonomy. A strengthening of the relations of diversity, the relations
with the economy and the internal relations of the subsystem, could re-inforce its
relative autonomy. Due to the dilemma posed by the subsystem's conditions
around 1963, its very existence was at stake during the following period. The
reaction to this structural dilemma was influenced by changes in its environment,
the State, economy and religion, and in the general educational system.

The environment. Around 1963, lower technical education provided a large
part of the Dutch economy with technically skilled young labourers. However, it
was lesse adapted to industrial needs, due to the increased mechanization and the
corresponding generalization of education. At the end of the former period, the
explicit Government policy towards technical education had come to an end. After
1963, the process of industrialization continued mainly by means of more
mechanization and automatization . Inland economic investments gradually1)

changed from investments in breadth, implying more employees, to investments
in depth, implying more machines. Traditional labour-intensive industries, e.g.
the textile industry, were transferred to countries with lower wages at the cost of
many jobs. Contrary to the former period, relatively less people were employed in
the field of industry (table 8.1). At the same time, employment in the field of
services increased rapidly. The shift to capital intensive industries implied a shift
in the qualifications required of workers. The increase in the scale of industrial
activity and the advance of mechanized, and later even computerized production
required other qualifications.
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% of professional population 1960 1975 1981 1987 1993

agriculture and fishery 10.7 6.3 5.4 4.8 3.8
industry 42.4 37.6 32.3 26.4 25.4
commercial trade 13.7 14.4 13.9 18.1 18.3
services 30.9 41.4 47.1 49.5 46.9
other professions + businesses 2.3 0.3 1.3 1.3 5.8

professional population (x 1000) 4168 5108 5864 59614884

Table 8.1: Dutch professional population according to fields of labour 2)

As a consequence, industry required less workers and with other qualifications,
namely the competence of adaptation to large scale productivity in highly
automated processes. The effect was a tendency towards more generally qualified
and flexible workers and a decreased significance of specific technical skills.

In the early seventies, the Netherlands were confronted with an economic
crisis due to the rise of oil prices, leading to cuts in the increase of State
expenditure and a stagnation of living standards. Due to the reserve of natural gas,
the crisis was less severe than in most other countries. At the end of the seventies,
a new crisis set in resulting in the closure of many companies, while in the
eighties a strong rise in unemployment appeared (table 8.2).

year 1964 1968 1972 1976 1980 1984 1988 1992

reg. unemployed x 1000 21 68 108 211 217 591 453 336
prop. of total dependent
professional population % 2,3 4,3 4,3 11,2 7,7 5,3

Table 8.2: Absolute and relative unemployment 3)

The sharp increase of unemployment especially hit young people who looked for
a job after they had completed their education. Few jobs were available for the
youth and, consequently, youth unemployment was wide-spread. Between 1981
and 1985, the percentage of 14-19 year olds who were active in professional
labour decreased from 29,8 % to 23,2 % . The effect of the economic4)

developments was a diminished significance of lower professional education as
preparation for a job.

The number of students was also affected by demographic changes. After the
Second World War, the population had grown sharply as a result of high birth rate
and improved health care, which led to longevity. In the seventies, a decline of the
birth rate set in. The number of newly borns even dropped absolutely: the amount
of births in 1977 was 70 % of the number in 1969 . At first, the effect was a drop5)

in school population in primary education and subsequently in secondary
education. The declining student population resulted in a competition for students
between the different types of schools for secondary education. Schools for lower
professional education had difficulty in surviving, because this type of education
had a low position in the secondary education status hierarchy. The drop in birth
rate and the competition between different types of secondary education stimulated
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longer school careers. The youth demanded more education in order to improve
their social chances. As a result, school attendance was prolonged with a number
of years. Girls compensated their arrears: in 1992 girls aged 16-18 years had
higher attendance rates than boys (table 8.3). As a consequence of longer school
careers, lower professional education lost its function as final education and
qualification for work.

year
proportion of 1000 boys proportion of 1000 girls

age 15 age 16 age 17 age 18 age 15 age 16 age 17 age 18

1964 712 511 355 251 564 375 239 140
1975 978 866 665 479 973 802 513 293
1986 986 936 791 629 987 926 774 581
1992 988 926 789 660 984 931 809 670

Table 8.3: Proportion of age groups attending full-time education 1964-1992 6)

Religion was an important environmental factor in the former period. From
the sixties onwards, a process of secularization set through , however, with little7)

effect on school choice. Parents now based their school choice on practical, rather
than principal grounds, such as vicinity, which was reflected in the maintenance
of the denominational furcation of schools. Ethnic-cultural plurality increased as
a result of immigration from Mediterranean countries, independence of the former
colony of Surinam and decolonialization of the Dutch Antilles, and refugees from
specific Asian and African countries. A relatively large proportion of children
from other ethnic-cultural groups attended lower professional education. The
combined effect of the demographic developments was a significant social change
in student population in lower technical education. Its lower status was confirmed
and its significance for the labour market diminished.

The subsystem of lower technical education was closely linked to the State
during the previous period. The political structure of the State, just as the political
relations hardly changed during this period. The left-wing Liberals united in a
political party in 1966 [Democraten '66, D '66], which could also be considered
for Government participation. In 1976, the three main denominational parties
merged into the Christian Democrat Appeal [Christen Democratisch Appèl,
CDA]. After 1963, most coalition governments were established of the three main
denominational parties with the right-wing Liberals (table 8.4) . Only in 1965-8)

'66, 1973-'77, 1981-'82, and 1989-'94, did the denominational parties govern with
the Social Democrats instead of the right-wing Liberals. Most of the time, the
Minister of Education came from a denominational party. In 1983, the
Constitution was revised, however, without political reforms . The absence of9)

both a constituency system and representation inhibitions had resulted in a
plurality of political parties in the Netherlands. The subsequent need for coalition
governments, in which the denominational parties had been represented since
1918, implied that government policies showed a relatively large degree of
continuity.
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period Government parties Prime Minister Minister of Education

24-7-'63 - 14-4-'65 KVP, ARP, CHU, VVD Marijnen (KvP) Bot (KVP)
14-4-'65 - 22-11-'66 KVP, ARP, PvdA Cals (KvP) Diepenhorst (ARP)
22-11-'66 - 5-4-'67 KVP, ARP *) Zijlstra (ARP) Diepenhorst (ARP)
5-4-'67 - 6-7-'71 KVP, ARP, CHU, VVD De Jong (KvP) Veringa (ARP)
6-7-'71 - 20-7-'72 KVP, ARP, CHU, VVD, DS'70 Biesheuvel (ARP) Van Veen (CHU)
20-7-'72 - 11-5-'73 KVP, ARP, CHU, VVD *) Biesheuvel (ARP) Van Veen (CHU)
11-5-'73 - 19-12-'77 KVP, ARP, PvdA, D'66, PPR Den Uyl (PvdA) Van Kemenade (PvdA)
19-12-'77 - 11-9-'81 CDA, VVD Van Agt (CDA) Pais (VVD)
11-9-'81 - 29-5-'82 CDA, PvdA, D'66 Van Agt (CDA) Van Kemenade (PvdA)
29-5-'82 - 4-11-'82 CDA, D'66 *) Van Agt (CDA) Deetman (CDA)
4-11-'82 - 7-11-'89 CDA, VVD Lubbers (CDA) Deetman (CDA)
7-11-'89 - 15-8-'94 CDA, PvdA Lubbers (CDA) Ritzen (PvdA)

KVP = Catholics, ARP = Protestants (Calvinist), CHU = second Protestant party (Dutch Reformed),
VVD = right-wing Liberals, PvdA = Social Democrats, DS'70 = right-wing Social Democrats, D'66
= left-wing Liberals, PPR = (Christian) Radicals,  CDA = Christian Democrats (KVP+ARP+CHU)
*) = minority government after one of the Government parties had left the coalition

Table 8.4: Government parties and Ministers of Education 1963-1994 10)

The educational system. The general educational system had become more
significant for the subsystem of lower technical education in the previous period,
particularly with the adoption of the Act on Secondary Education in 1963 . The11)

act distinguished between general and professional education. General education
consisted of three types, each of them to be attended after primary education:
middle general secondary education [MAVO], a continuation of more extended
primary education with three and four year courses, higher general secondary
education [HAVO] (into which the secondary schools for girls were incorporated),
with a five year course, and pre-academic education [VWO] with a six year course
and distinguished between an athenaeum (the former higher citizen school), and
a gymnasium. Professional education was distinguished according to level (lower,
middle, and higher) and field of profession. Lower professional education
consisted of five types: technical education [LTO], domestic and industrial
education [Lager Huishoud- en Nijverheidsonderwijs, LHNO], agricultural
education [Lager Agrarisch Onderwijs, LAO], economic and administrative
education [Lager Economisch en Administratief Onderwijs, LEAO], and
commercial education [Lager Middenstands Onderwijs, LMO]. The first year of
lower professional education consisted of general education. The act enabled
easier transfers between various types of secondary education, for instance after
the first general year [brugjaar = intermediate year], or transition after completion
of one type of general education to the last two years of a subsequent higher type.
The Act on Secondary Education was fully implemented on the 1st of August
1968.

The increased attention for education led to an expansion of the Department
of Education and, furthermore, to the establishment of organizations with the task
of supporting schools . The result was an educational infra-structure consisting12)

of a) the three national pedagogical centres (general, Catholic, and Protestant)
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including the study committees on technical education from 1967 onwards, b)
local school advice and support services, c) a national foundation for curriculum
development [Stichting voor LeerplanOntwikkeling, SLO] founded in 1975, d) a
national institute for test development [Centraal Instituut voor Test Ontwikkeling,
CITO], founded in 1968, and e) a national foundation for educational research
[Stichting voor Onderzoek van het Onderwijs, SVO], founded in 1965. In the
eighties, around 6000 people were employed at the Department of Education and
the institutions from the support structure [verzorgingsstructuur] . After the13)

adoption and implementation of the Act on Secondary Education, professional
organizations merged into three major professional organizations for all types of
education and one only for secondary education . The effect of these14)

developments was more influence of administrative and professional groups,
however, almost no professional organization was primarily concerned with
technical or professional education any more.

At the end of the sixties, a massive call was heard for educational reforms,
democratization of the universities, and improved educational facilities for the
working youth . This call was a major force behind educational renewal  and15) 16)

new legislation around 1970, such as a democratic reform of the traditional
university relations and the establishment of colleges within higher professional
education for the training of all primary school teachers. In 1971, a new type of
education was proposed for the working youth: participatory education which
would include day-release courses and the apprenticeship system. Also in 1971,
the number of years of compulsory education after the beginning of primary
education was extended from eight to nine years to include the first three years of
secondary education . Besides nine years of full-time education, three years of17)

part-time education became compulsory . In 1975, experiments were started with18)

comprehensive education in the first, four year phase of secondary education .19)

In the same year, the period of compulsory education was extended to ten years of
full-time education to include four years of secondary education. This left two
years of compulsory part-time education for 16- and 17-year olds. In 1979, two
year courses for short middle professional education [Kort-MBO] were introduced.

In the eighties, major reforms were accomplished or proposed for primary and
secondary education. In 1981, a new Act on Elementary Education was passed,
replacing the former Act on Primary Education. The new act, implemented in
1985, integrated primary and infant schools into elementary education for four to
twelve year olds. The start of full-time compulsory education was lowered from
six to five years of age, and its duration was extended to eleven years, ending
when students had reached 16 years of age. The integration of these schools was
the first step in a policy for reducing the number of schools throughout the entire
educational system. The norms for the foundation or maintenance of schools were
raised. In effect, various types of secondary education were combined within one
school, leading to a loss of identity for the distinct types, such as lower
professional education. Around the same time, the Department started a policy in
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order to reduce the number and extent of regulations and allow schools more
responsibility . With regard to secondary education, a new Act on Continued20)

Elementary Education was adopted in 1992 and implemented in 1993 .21)

In this period, the policy for professional education was no longer a sole
national issue. Major international organizations influenced national educational
policies, such as the Organisation for Economic Co-operation and Development
(OECD) , the UNESCO , and the European Community . While respecting22) 23) 24)

the right of separate nations and their governments with regard to a national
educational policy, international bodies provided advice on these policies by
means of conferences, ministerial talks, research reports, and official
recommendations. The main issues were the appeal for comprehensivation in
secondary education and the need for adequate vocational training after sufficient
general education. Finally, it led to the recommendation to start professional
education only in the second phase of secondary education.

The Dutch educational system expanded greatly quantitatively between 1963
and 1993. Especially, relative attendance to secondary education rose fast,
followed later by higher education. The effect of longer school careers was that
larger parts of the educational system were rather independent of environmental
changes. Besides denominational furcation of the educational system, another
typically Dutch characteristic originated during this period, namely the
establishment of an extensive educational support structure. In terms of the system
characteristics, the changes in the educational system can be interpreted as a
maintenance of unification (more State control and bureaucratization, although
an opposite tendency is evident in the later years), an increase of systematization
(regulation of relation between different forms of secondary education, rise of
support structure), a decrease of differentiation, and a maintenance of
specialization. The predominant centralized character of the system, therefore,
was maintained.

The issues. The conditions at the start of this period and the changes in the
environment of lower technical education were followed by intensive interactions.
The following six main issues are distinguished in these actions. A first issue was
the significance of lower technical education for industry. More general abilities
were required instead of craftlike skills. More cultivated people were necessary for
more flexible jobs and more complex labour organizations. Personal cultivation
was thought to be realized by a continuation of generalization. As a result, the
contents of the courses formed a second issue. Both economic and educational
demands called for generalization. It was doubtful, however, whether more
general education could be realized within the structure of three year courses. The
Experiment Act provided the possibility for experiments in lower technical
education with longer courses and different contents. Consequently, the duration
of courses was a third issue of action.

A fourth issue was the relation between lower technical education and middle
professional education. Higher forms of professional education were of growing
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interest to the industrial sector. Previously, only few graduates of lower technical
schools would subsequently continue daytime schooling. With the increase of
attendance at the second stage of secondary education, the stream from lower to
middle professional education was more important. Lower technical education
needed to maintain its status, both as final education and as preparation for middle
professional education.

A fifth issue was the relation of lower technical education with other types of
secondary education. As all children around 1963 continued their education after
having finished the primary school, lower technical education had to compete for
students with various forms of general secondary education. As the alternatives
had a higher status on the basis of the assumed superiority of general education,
technical education could maintain its competing position, either by developing
its specific characteristics, or by adopting and incorporating characteristics of
general education. At the same time, the process of generalization implied the risk
that lower professional education became a less generalized variant of middle
general secondary education. As part of the Act on Secondary Education, the
development of lower technical education was subordinated to the educational
policy for lower professional education or even secondary education as such.
Consequently, it was subject to both the debate on integration of compulsory
secondary education and the Government plans for greater school communities in
which lower professional education was combined with types of general secondary
education or middle professional education.

A sixth issue was the internal differentiation in lower technical education. In
the previous period, new forms of differentiation between students according to
type or level of ability had been introduced besides the original distinction
according to professional fields. The initial increase in number of students during
this period and the subsequent need to preserve interested students made it likely
that, besides the options for professional specialization, lower technical education
evolved and expanded the streams or tracks for its different students.

On the whole, lower technical education was confronted with several
tendencies which endangered its vitality. It was faced with the difficult task of
maintaining its attractiveness to students, securing its place among the facilities
for the first phase of secondary education and for middle professional education,
and securing its significance for industry. Given the magnitude and severity of this
task, the structural position of lower technical education and its identity were at
stake.

As a result of the tendencies of centralization and incorporation, the number
of relevant groups increased, while at the same time lower technical education was
a less important concern for a particular group. The relations between groups
became more of a necessity, and their interests were rather diverse.

The following section describes the actual interactions in an order that is a
combination of themes and chronology. As a result of the circumstances, the
interactions are relatively concentrated on political decision making. The focus is
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placed on the results rather than on all preceding actions. The information in this
chapter will be more concise than in previous chapters. As this period is very
recent, few reviews of primary sources are available , and a full research of25)

primary sources was too extensive. Besides, a more general approach is justified
as lower technical education has become subordinated to the development of lower
professional education and the first phase of general secondary education.

The interactionThe implementation of the Act on
Secondary Education (1963-1970). The adoption of the
Act on Secondary Education in 1963 had been
accomplished by the Catholic Minister J.M.L.Th. Cals. The
subsequent Ministers of Education were also from a
denominational political party, namely the Catholic jurist
Th.H. Bot ('63-'65), the Protestant professor of law I.A.
Diepenhorst ('65-'67), and the Catholic professor of law
G.H. Veringa ('67-'71). During this succession of Ministers,
only one Assistant Minister in charge of primary and
secondary education was appointed, namely the young
Protestant jurist J.H. Grosheide (3-9-'63 - 6-7-'71) .26)

While Cals had been the figure politically responsible for
adoption of the Act on Secondary Education, Grosheide
was responsible for its implementation.

To sustain the implementation of the new act, the
Department organized a system of talks, the so-called
Lochem Talks, in which Department officials and inspectors
of education deliberated and negotiated with
representatives from various professional groups. Most of
the talks took place in approximately 30 study groups. The
intended effect of the Lochem Talks was the regulation of
educational issues not yet solved. The side effects of the
talks were that professional groups accepted the changes,
and that major educational issues were the subject of
direct negotiations between administrative and professional
groups. The Lochem Talks continued until 1975 . They27)

were significant in the elaboration of several changes of
acts and subsequent decrees.
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In 1966, a Transition Act [Overgangswet] was
proposed, including some adjustments and elaborations of
the original Act on Secondary Education. The proposal was
the result of agreements reached during the Lochem Talks.
The parties in Parliament perceived these agreements as
accomplished facts. The act was passed in Parliament early
in 1967, and was effectuated on the 1st of August 1967

. The Transition Act allowed the Minister to give schools28)

prescriptions by means of decree about course duration,
duration of practice, the nature of the sections, the
structure of education in the first preparatory year, the
minimum number of weekly lessons for all subjects in first
year and the general subjects in second year, the minimum
and maximum number of lessons each week, the duration
of lessons and holidays, and the norms for division or
union of classes . The Transition Act also regulated the29)

required teaching qualifications.
Besides participation in the Lochem Talks, professional

groups were also active on their own account, especially
in the continuation of internal differentiation. In 1966, the
co-ordination committee of the three study committees
installed a Theoretical Technical Education Committee. The
Committee's report of 1968 stated that the lower technical
school had to contribute to the general, total education of
future adults, implying that the youth and not future
professions were the central issue. Differences in
development among students had to be taken into account.
The original distinction according to three levels, A for the
brightest, B for the average, and C for the less talented
students, had made way for a distinction between a T-
(theoretical) stream and a P-(practical) stream, next to
individual technical education. The Committee proposed a
stream for technical oriented education with a four year
course at each school. After the first general year, a
separate class consisting of students with more theoretical
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and less practical motives and abilities could be formed.
The stream's second and third year would consist of
general subjects (relatively more mathematics, science, and
a second foreign language) and theory and practice of the
three major professional fields, wood, metal, and
electricity. Only in the fourth year, students had to choose
a professional field . The proposal was only realized at30)

some schools. Only a small proportion of the annual
graduates attended a theoretical technical stream.

The Act on Experiments had allowed for developing
individual professional education in lower technical
schools, domestic and industrial schools for girls and
agricultural schools. Between 1960 and 1970, the number
of schools or sections of individual technical education rose
from 12 to 119 . The rise was a combined result of the31)

longer period of compulsory attendance and the ideology
that education had to be adapted to individual needs. The
definition of professional education in relation to general
secondary education was disputed during the
implementation of the new regulations. One opinion held
that it was based on a different type of ability: practical
instead of intellectual. This view regarded lower
professional education as different, but not less valuable
than general secondary education. The other opinion was
based on the amount of general education placing lower
professional education at the bottom of a hierarchy in
secondary education . As the latter opinion was32)

predominant, after the primary school many young people
with a low degree of intellectual abilities attended a form
of lower professional education.

In 1968, with the start of the new school year, the
revised Act on Secondary Education was effectuated. At
the same time, a separate Act on the Apprenticeship
System [Wet op het Leerlingwezen] was brought into
effect. The separate act was required as the Act on
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Secondary Education replaced the Industrial Education Act
without regulating the apprenticeship system .33)

The process of implementation of the Act on Secondary
Education was completed in 1970 with the publication of
new examination decrees. The new decree on
examinations in lower technical education regulated the
theoretical and practical streams. The final examination
contained six subjects for the theoretical stream and five
for the practical stream. Students from the theoretical
stream were examined in four general and two practical
subjects. Students from the practical stream were
examined in two or three practical subjects and two or
three general subjects. Theoretical students in all schools
received the same written examinations in the compulsory,
general subjects . The new decree solved the34)

indistinctness of the position of individual technical
education. Lower technical education was formally divided
into a theoretical and a practical stream, and individual
technical education existed next to these streams.

The course duration (1967-1972). In lower technical
education, duration and contents of courses continued to
be a main point of discussion. The Act on Secondary
Education had set lower professional education courses
with a duration of maximal four years to include both the
four year courses and some small short term courses. The
course of lower technical education was three years
including a first general year. However, professional fields,
such as fine metal and car engineering, already had a four
year course . Lower agricultural education had a four35)

year course with a significant amount of general educative
subjects. The types of lower professional education
established in the fifties for preparing students for
commercial and administrative jobs had a four year course
at the start . The act's general principle also paved the36)
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way for four year courses in lower technical education.
Longer and more general courses were favoured by
external, administrative, and professional groups. Several
motives coincided, such as the economic needs of society,
personal development, and the economic interests of youth

. Professional and external groups, particularly working37)

youth and labour organizations, called for more educational
opportunities and a higher level of education.
Administrative and professional groups called for a
generalization of the courses. From both points of view, an
extension of the courses was required. This was one of the
major issues during the Lochem Talks. The Minister and the
Department officials opposed a course longer than three
years. On the occasion of the Transition Act in 1966,
Minister Diepenhorst explicitly spoke out against a four
year course. He mentioned two conditions: the social need
of longer courses and the State financial affairs. Neither did
the Minister want to consider longer courses for the
theoretical stream. He deemed both three years of middle
general secondary education and the three year theoretical
stream at lower technical schools sufficient as entry
requirement for the middle technical school, the former
extended technical school .38)

The Act on Experiments had allowed for projects of
educational renewal. As lower technical education was
trying to adapt its courses to the changing circumstances,
many experiments were held at schools . After the full39)

realization of the three year courses, the inspectorate
supported experiments with longer courses, most of all by
an extra fourth year for some professional fields. In 1964,
the Department officials had approved of an experiment
with a four year course at the lower technical schools in
Hoofddorp, Krommenie, and Veendam at the request of the
Central Group for Educational Renewal. The experiment
came forth as a result of the report on the experiments



The interaction 327

with three year courses. This report concluded that a four
year course consisting of a two year initial general phase
and a two year phase of expanding and deepening the
subject matter was desired . The experiment at the40)

school in Hoofddorp with a four year course including a
first phase of two general years was continued until 1970.
Education became more practical only after the first two
years. The students chose for a professional field only after
the third year .41)

The demand for better educational opportunities came
from both professional and external groups. In 1965, The
Dutch Association of Teachers [Nederlandse Onderwijzers
Vereniging, NOV] called for the postponement of the
choice for professional education and the introduction of
an intermediate phase after primary school . The joint42)

program of the three major federations of trade unions
from 1967 included an extension of compulsory education
until the age of 16 years, part-time education for the
working youth, and an improved teacher training for
professional education . At the end of the sixties,43)

organizations of young workers, subsequently supported
by the general labour unions, demanded a four year course
and postponement of the moment of choice for a
professional field. In November 1969, these organizations
held a major demonstration with regard to more
educational opportunities, which received a lot of attention

. Economic groups also expressed changed expectations44)

from lower technical education. In 1968 and 1969, a
committee established by the Board of Executives
Construction Industries called for longer courses on the
basis of both economic and political arguments . In45)

1968, the chairman of the major organization of employers,
the Union of Dutch Enterprises [Verbond van Nederlandse
Ondernemingen, VNO], stated that young people were
educated too much with respect to specialisms and too
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little regarding functional mobility. In general, the
employers were strongly in favour of further generalization
of lower technical education . In 1968 on the occasion46)

of a report on labour market policy, the Social Economic
Council, SER, the official council of representatives for
employers, employees, and Government, adressed the
issue of lower technical education. The report emphasized
the changes in industry and the subsequent change in
demand for labourers. The lower technical school was not
adapted to these changes as it continued to prepare
students too much for craft trades and too little for
industrial labour .47)

The appeal for a longer course coincided with the
appeal for the generalization of its contents. The
pedagogical centres were active with legitimation of
generalization. In 1971, the Catholic Pedagogical Centre
published a study with an appeal for general education .48)

In 1973, the neutral Central Group for Educational Renewal
published a report on the foundations and future of
technical education . In 1967, it had already called for49)

more adaptability and social insight among young people to
be taught at the school . In 1973, the Central Group50)

formulated the task of the lower technical school in even
more general terms, namely in pedagogical and social
terms. This implied an optimal personal development and
a qualification for social functions . A report of the51)

Pedagogical Centre for Neutral Industrial Education in 1969
stated that functional specialization had to take place in the
larger industries on the basis of sufficient practical and
theoretical preparation. The lower technical school should
have a four year course in order to provide both extensive
general and technical education and sufficient practical
ability. This meant two years of general education and two
years of specialized education .52)

The inspectorate fulfilled a significant and remarkably
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active role in the debate on the duration and contents of
courses. Around 1967, the inspectorate called for four year
courses for all professional fields instead of an extra fourth
year for specific fields. This change of policy was not
stimulated by a further need for specialization, but by the
need for an extra, second general year for all students .53)

In 1969, the inspectorate actively advised schools for
lower technical education to request permission from the
Department for an experiment with a four year course
based on a general second year. This advice was followed
up overwhelmingly. In 1971, 140 requests were filed for
an experiment with a four year course. The inspectorate
advised the Department favourably on the requests,
provided the course consisted of two years of general
education and two years of professional education. The
inspectorate stated that it regarded these experiments as
a step towards an extensive 'middle school' with
comprehensive secondary education. At one time, co-
ordinating inspector H.J. Evers even proposed a five year
course, consisting of a 3+2 model, to enable integration
within the first phase of secondary education .54)

The Department officials reacted hesitantly to the
requests for experiments with a four year course. It did not
want uncontrolled growth of experiments and criticized the
inspectorate for its inspiring role . At the end of 1969,55)

the Council on Education also advised against a four year
course . It regarded the arguments in favour of longer56)

courses as secondary in respect to the principal goal of
qualifying for labour. The inspectorate fiercely criticized
this advice in a letter to the Department, stating that the
Council maintained an old and disclaimed view of the
courses. In second instance, in 1970, the Council recalled
its initial advice and proposed an overall four year course.
It based its revision on autonomous influences towards a
four year course, presumably the urge from inspectors and
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schools. A four year course for all schools was desired to
guard against too many differences between schools.

In 1970, the Department called for a meeting of the
Lochem Talks' study groups on professional education to
discuss the demands of a four year course . The Talks57)

started from the principles of equal chances for all the
youth aged between 12 and 16 years, a shift of choosing
a professional field to a later age, and a longer period of
elementary education. The study group for lower
professional education proposed a four year course with
two years of general education followed by two years of
practical education in seven instead of the actual 16
professional fields . Despite the advice of the Lochem58)

Talks, the Department remained hesitant towards an
extension of the courses. It was confronted with financial
problems regarding its budget, and it wanted no longer
courses in lower technical education without adapting the
remainder of lower professional education .59)

The issue was debated in Parliament in December 1971
on the occasion of the 1972 budget for education . The60)

newly appointed Minister of Education, the right-wing
Protestant jurist C. Van Veen ('71-'73), had proposed to
reduce the number of weekly lessons from 32 to 30 and
increase the size of classes due to financial reasons. In
Parliament, this measure was thought to be contrary to the
policy of improved education for the future working youth.
In 1972, a motion was proposed which called for an
extension of courses in lower professional education from
three to four years. Minister Van Veen could not accept
this proposal for budgetary reasons. However, he satisfied
Parliament by promising to extend the courses a year later,
in 1973, and to grant more experiments in the mean time.
After this promise, the motion was withdrawn. In 1972,
the Minister made the extension of lower professional
education's courses an explicit point of policy . After61)



The interaction 331

several years of action by professional groups, external
groups, and the inspectorate, the principal decision for a
four year course was finally accomplished.

The contents of the four year course (1972-1976). The
decision to realize a four year course had consequences for
the contents of the courses. As a result of experiments in
lower technical education on the basis of the Experiments
Act, 20 schools already had a four year course in 1972.
Besides, experiments were taking place, such as an
extension and generalization of the professional courses
towards a second, general technical year, the organization
of the school in a general and a pre-professional
superstructure, a gradual shift towards professional
preparation and specialization during the four year course,
and combinations of professional fields. 28 schools
participated in an experiment with a theoretical technical
stream, and another 40 schools experimented with a joint
theoretical technical examination . Inspector Evers62)

encouraged the start of an experiment with the subject of
general handiness at a school in Dronten. The pedagogical
centres, guiding the experiment, transformed this subject
to general technique, including professional orientation and
problem solving action. In 1973, the subject of general
technique was introduced in the first and second years of
all lower technical schools as a compulsory new subject .63)

Besides official experiments, schools increasingly co-
operated, breaking through the categorical system of
schools. Already in 1968, Minister Veringa had welcomed
school community experiments with different types of
education . Co-operation in the first stage of secondary64)

education was more likely for lower technical schools due
to the mutual general years. The first communities in which
lower technical schools were engaged besides middle
technical schools, were with lower domestic and industrial
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education and middle general secondary education .65)

As a result of the agreement regarding a four year
course, a new ministerial decree on lower professional
education was issued. The new decree, the LBO-LAVO
Besluit, was published on the 27th of April 1973, and
based on proposals of the Lochem study group of 1972 .66)

The decree aimed to regulate all types of lower
professional education into a whole of educational facilities
with more differentiation and more possibilities to switch
or stream through. The decree regulated that all schools for
lower professional education had a four year course. The
goal of the courses was formulated as professional
orientation which was less far-reaching than the former
professional preparation. The first two years of the courses
consisted of education in the general subjects. These two
years could also be provided for independently, in which
case they were called Lower General Secondary Education
[Lager Algemeen Voortgezet Onderwijs, LAVO]. The first
two years were common for all types of lower professional
education, enabling students to switch from one type of
education to another during this period. In total, students
attended 29 or 30 weekly 50 minute lessons during four
years. In the first year, at least 25 lessons in general
subjects were attended and in the second year at least 20.
The subject of general technique was one of the subjects
in these first two years. It provided technique for all
students, as well as an introduction to the professional
fields during the last years. The decree also regulated the
minimum number of weekly lessons during a full course of
lower technical education. At least 80 out of the 116 to
120 lessons were prescribed, namely 59 in general
subjects and 21 in subjects related to a professional field
(table 8.5). This left a large number of lessons to be filled
in by the school. Contrary to the former 16 fields of
professions, the new decree only mentioned seven fields
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in lower technical schools, namely construction, electro
technique, food-supply, installation, mechanics, car engine
technique, and graphics. Furthermore, the act gave
regulations for individual lower professional education.
 In sum, the decree provided more generalization of
lower technical education by means of a) a shift in goal
from professional preparation to orientation, b) the
introduction of a second general year and therefore a delay
in choosing a professional field, c) an expansion of the
number of lessons in general subjects, and d) the
combination of professional fields in the last two years
from 16 to seven fields. The process of generalization was
not fully undisputed. Teachers of the practical subjects
saw their proportion in the timetables decreasing and the
status of their subjects diminishing . However, they did67)

not have enough influence to halt the process of
generalization, let alone to suggest an alternative for this
process.
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subject or groups of subjects lessons exam
subject

s

Dutch language 8 1
One or more modern foreign languages 3 )
History, geography, social science 5 ) 1
Mathematics 7 }
Biology 2 59 } 1
Physics (including mechanics) and possibly 5 }
chemistry 11 -
Music, drawing, handicraft, general 11 -
technique, safety/health 1 _____ -
Physical education 12 )
Study lessons 4 21 ) 2
Practice 4 )
Professional theory 36 - 40 1
Professional drawing
non compulsory subjects or extra lessons

total 116 - 120 6

Table 8.5: Number of lessons and examination subjects
during the four year course

Along with the implementation of the new decree, in
1975, the duration of compulsory education was increased
from nine to ten years. At the same time, the three year
courses of middle general secondary education [MAVO]
were abandoned leaving only its four year courses. As a
result, all types of education after the primary school had
at least a four year course.

Due to the curriculum changes, a new decree on
examinations was made. Again, this decree was prepared
by one of the groups of the Lochem Talks. The
Examination Decree [Eindexamenbesluit LBO] was
published on the 23th of January 1976 and regarded all
types of lower professional education, replacing the
separate examination decrees for each type . The68)

examination contained six subjects with the possibility of
a seventh subject at the student's request. The subjects
for lower technical education were at least: Dutch
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language, one of the natural sciences, one of the social-
cultural sciences, and two professional subjects (practice,
professional theory and drawing). The sixth subject was
chosen from the other subjects including the general
creative and physical subjects (see table 8.5). Each subject
could be examined at three levels: C, B, or A in which C-
level represented the highest level. The student had to
choose C-, B-, or A-level, or a combined B/C or A/B
examination. The Minister determined C-programs and
provided guidelines for B-programs and possibly A-
programs. An examination at C-level consisted of a
national written examination and a school inquiry.
Examinations at other levels consisted only of a school
inquiry. The decree replaced the former distinction between
a theoretical and a practical stream by the new distinction
according to three levels. The number of examination
subjects was increased from five to six for the former P-
stream students, implying an examination in at least three
general subjects, advancing generalization once again.

The decrees of 1973 and 1976 and the extension of
compulsory education as of 1975 concluded a period of
debate on the duration and contents of courses in lower
professional education. However, in the mean time a
debate had started on integration of the various forms of
secondary education.

The debate on comprehensive secondary education
(1970-1985). At the end of the sixties, various groups and
individuals called for more education for all the youth, a
postponement of the moment of choosing a specific
profession, and, consequently, more general education in
secondary education. These ideas led to the notion of
compulsory comprehensive secondary education . The69)

debate on this notion was a major political issue. It directly
concerned lower technical education.
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Early 1970, Assistant Minister of Education Grosheide
and Minister of Social Affairs B. Roolvink published a report
with proposals on education and labour regarding the
working youth. The report was an answer to both the
proposals from the previous Lievegoed Committee  and70)

the demands from young workers' organizations for
improved educational opportunities. Grosheide and
Roolvink proposed experiments with comprehensive
secondary education, a 'middle school', and in the mean
time more lessons in general subjects at schools for lower
professional education, harmonization of courses in general
secondary education and lower professional education, and
less specialization in lower professional education. In the
discussion regarding the report, trade unions and social
democrats argued for compulsory education until the age
of 18 years, postponement of choice of professional
education until the age of 16 years, and comprehensive
secondary education for 12-16 year olds. The
denominational parties wanted to wait for the results of the
experiments. The right-wing liberals and employers'
organizations opposed to a full integration of the first
phase of secondary education. They were willing to accept
an extension of lower professional education to four years
and integration of this type of education with middle
general secondary education . The successors of Veringa71)

and Grosheide, Van Veen and his Assistant Minister, the
Catholic jurist C.E. Schelfhout, continued the official
policy. They also proposed experiments towards
integration of the distinct types of secondary education,
namely with a three year middle school and comprehensive
school communities .72)

In 1973, in the new centre-left coalition Government,
the young Social Democrat sociologist J.A. van Kemenade
was Minister of Education. It was the first time since 1946
that the Department had a Minister from a non-
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denominational party. Van Kemenade paid explicit attention
to the role of education in society. In 1975, his ideas were
laid down in a Report on future Contours of the Dutch
educational system [Contourennota]. Two years later, a
second report appeared after comments on the initial one

. Both reports strongly stimulated the debate on the role73)

and constitution of education. The main proposal was a
new type of first phase secondary education, a
comprehensive middle school, replacing the actual
categorical schools. This proposal coincided with the
international tendency towards comprehensivation in the
first stage of secondary education. The middle school
would provide compulsory comprehensive education for
four years. The aims of the school were a longer period of
elementary education in order to achieve a general personal
development and social preparation for all students, and a
postponement of choice and selection for a specific type of
study or profession. The reports only gave some general
criteria with respect to the organization of the middle
school. Any indication of the kind of subjects and their
relative importance was lacking. After the middle school,
students had to attend another school for at least two
more years. This second stage of secondary education
could consist of professional education or various forms of
general education, such as even classical and pre-academic
education. The age of compulsory education was extended
to the age of 18 years, including six years of primary and
six years of secondary education, and replace part-time
compulsory education for 16- and 17-year olds. The first
Report on Contours met with severe criticism from specific
professional groups, which feared loss of traditional types
of education, and from private groups . However, the74)

main proposals remained unchanged in the second report
of 1977. Van Kemenade had plans for intensive
experiments with regard to the middle school. Actual
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experiments were started at 45 schools .75)

In 1977 in the subsequent centre-right coalition
Government, the right-wing Liberal professor of economics
A. Pais became the new Minister of Education. His
Assistant Minister for secondary education was the
Christian Democrat and former school director K. de Jong,
who had also fulfilled this position under Van Kemenade.
The right-wing Liberals resisted the middle school. Instead,
Pais proposed an integration of the first two years of
secondary education in the schools, and experiments with
respect to the link between primary and secondary
education for the group aged 11-14 years. Moreover, co-
operation between schools for general secondary education
and schools for professional education was promoted. At
the same time, the original middle school experiments were
continued . The proposals of Pais lacked political and76)

professional support. Meanwhile, the debate on the
desirability and the possibilities of the middle school
continued, especially on the issue of small or
comprehensive middle schools or school communities.
Small schools only integrated lower professional education
and middle general secondary education, while
comprehensive schools included all types of secondary
education.

After the 1981 elections, a new centre-left coalition
Government was formed with again Van Kemenade as
Minister of Education. W.J. Deetman, a Christian Democrat
political scientist and former staff member of the Protestant
council of school boards, was Assistant Minister for
secondary education. Van Kemenade took up the former
ideas on comprehensive lower secondary education. In
January 1982, Van Kemenade and Deetman published a
report on post-primary education [Verder na de
basisschool], and a draft of law for its financing . The77)

report proposed a new, independent type of school for all
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students after completion of primary education. This new
school, deliberately not called the middle school, had a
course of three years allowing students to complete it in
three to four years. All students attended the same eleven
fields of subjects with little choice of extra subjects or
lessons (see table 8.6). Compulsory education was
prolonged from ten to eleven years in order to enable all
students to attend at least a two year course of
professional education afterwards. Compared to the initial
ideas, the term middle school was abandoned and the
duration of courses was used as a compromise between
the Social Democrats and the Christian Democrats. As the
coalition Government only lasted until May 1982, the
elaboration of these proposals became a matter for the
succeeding Minister.

After the fall of the Government, a new centre-right
coalition Government was formed with the Christian
Democrat Deetman, the former Assistant Minister of Van
Kemenade, as the new Minister of Education. Deetman's
Assistant Minister of secondary education was the right-
wing Liberal N.J. Ginjaar-Maas, a former teacher in
secondary education. Deetman formally continued the
policy towards continued elementary education. In 1982
already, a report appeared on the second phase of
secondary education . As the new Government party, the78)

right-wing Liberals, objected to comprehensive secondary
education, a two track system of both comprehensive and
categorical types of secondary education was proposed .79)

The proposals met with resistance of various kind.
Advocates of educational renewal were disappointed, as
the idea of a compulsory four year middle school was
abandoned. Opponents to renewal resisted the introduction
of a new type of school, as it would force the schools to
abandon their specific characteristics . Due to the80)

different opinions on comprehensive secondary education,
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in December 1983, the Government asked the Scientific
Council for Government Policy [Wetenschappelijke Raad
voor het Regeringsbeleid, WRR] for advice. As
comprehensive secondary education also had to be
developed in a two track system, Deetman and Ginjaar-
Maas proposed a draft of law for the development of
continued education in 1985. However, the draft met with
severe criticism and was withdrawn . First, the advice81)

from the WRR had to be awaited.

The relevance of certification (1978-1989). While the
debate on integration of secondary education continued,
the certification of lower technical education was disputed.
The position of lower technical education as preparation for
jobs and as pre-education for middle professional education
diminished, particularly due to the use of an extra fourth
year, the introduction of short courses in middle
professional education, and adjustments in the
examinations such as an extra level of examination and
more general examination subjects.

The Decrees of 1973 and 1976 had allowed for
students to attend lower professional education for more
than four years. At the end of the seventies, this possibility
was used to keep students in school for an extra year even
if they had already qualified for certification. This use of
the extra year was not intended by the legislator. In the
extra year, students attended the same lessons as the
regular fourth year students. The extra fourth year was
employed by students in two ways, either to obtain a
higher level of certification in order to qualify for middle
professional education, or to qualify in another professional
field to improve their chances at the labour market. In
1981-'82, almost 17.000 students attended the extra
fourth year, 12.500 of them in lower technical education.
Slightly more than half of them used the extra year to
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qualify for an extended certificate and the other half for a
higher certificate .82)

The relation of lower professional education with middle
professional education was troublesome. Only a small
minority of the students streamed through. The three year
courses of middle professional education could also be
attended after middle general secondary education. The
level of the courses was too high for most students from
lower professional education. In 1979, experiments were
started with short, two year courses of middle professional
education [K-MBO] . The experiments aimed at increasing83)

the number of certificates by providing a basic qualification
to all students, raising the level of education by providing
a professional qualification to most students, and
differentiating middle professional education in order to
improve the streaming of interested students. The courses
could be attended by 16- and 17-year olds regardless of
successfull completion of lower professional education or
middle general secondary education. Due to the lack of
entry qualifications, the contents of the courses overlapped
with lower professional education. The new courses for
short middle professional education had a large practical
component. Their realization was made possible by co-
operation between political, administrative, and
professional groups with support from local industries. The
introduction of the short courses implied a loss of
significance for lower professional education, because of
both the overlap of contents and the loss of certification as
an entry requirement. As a result, lower professional
education was no longer attended as final education before
entering the labour market.

The increase in the number of students showed that the
actual experiments with short middle professional
education were successful. As a result, the courses
received an official status. In his report on the second
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phase of secondary education of 1982, Minister Deetman
proposed the continuation of the policy with two year full-
time courses for middle professional education. The report
distinguished between three levels of qualification:
beginning professional practiser, skilled professional
practiser, and executive or independent business man .84)

In the discussion with representatives from the educational
field, only the first two levels of qualification remained. In
1983, the experiments with short middle professional
education were favourably evaluated. The experimentation
period was prolonged and the number of experiments
increased. On the occasion of the evaluation, the Assistant
Minister Ginjaar-Maas discussed the relation between the
short courses and the apprenticeship system. Both aimed
at the same target group and combined schooling and
practical training or work. The Assistant Minister wanted
to promote both types of education without any
competition. She preferred a two-fold system in which
students from the short courses could stream through to
an apprenticeship without any problems .85)

At the beginning of the eighties, unemployment among
the youth rose fast as a result of the economic crisis. The
youth reacted by remaining longer in school and changing
the choice of school to one with better prospects of
employment. This meant longer school careers in general
secondary education. By the time a young person had
reached his or her limit in the hierarchy of general
secondary education, the shift to professional education
could still be made. Lower professional education lost
many students due to this reaction. Up till 1982-'83, the
absolute number of students in lower technical education
had increased. After that time, their number dropped
rapidly, soon followed by the other types of lower
professional education. The drop of the number of students
was even more dramatic due to the demographic decline in
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the absolute number of the youth. At the same time, the
remaining students in lower technical education were less
motivated. Students had the perspective of either
unemployment, or an extended school career against their
will . In the lowest forms of secondary education, lower86)

professional education and middle general secondary
education, more students stayed at school and tried to
complete it by acquiring a diploma . The aggregation of87)

autonomous decisions of the youth strongly influenced the
development of lower technical education. The free fall in
number of students and the lack of perspective for lower
professional education led to a feeling of despair among
teachers, and an attitude of resignation among
professionals and policy makers. The threat of a cold cut
was even perceived. In practice, the intention that lower
professional education provided for a professional
orientation was completely disabandoned. Official policy
even shifted to a postponement to the second phase of
secondary education of the age for choosing a professional
field implying a loss of professional aspirations for lower
professional education .88)

Ineffectually, lower professional education tried to adapt
to the change in student streams. In the early eighties, an
extra level of examination was introduced. An examination
on a D-level could be taken for some subjects, besides the
C-, B-, or A-levels. The D-level equalled the level of
examination in middle general secondary education. This
meant that only the general subjects were examined on the
extra level. The introduction of the D-level was an attempt
to increase the attraction of lower technical education for
bright students compared to middle general secondary
education, and to regulate the possibility of streaming
through to middle professional education.

Later on in the eighties, the categorical differences in
lower professional education diminished. Enabled by the
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establishment of school communities, it was possible to
attend lower professional education as such without having
to choose one of its five types. Schools with combined
lower professional education offered a comprehensive first
two years. After these two years, a choice for one of the
five types of lower professional education was made, and
in lower technical education also one of the professional
fields had to be chosen. The number of students who
enroled in combined lower professional education increased
at the cost of the attendance of the other types .89)

Combined lower professional education was a further form
of generalization of the first two years.

At the end of 1989, a new Examination Decree was
published. The new decree [Eindexamenbesluit VWO-
HAVO-MAVO-LBO] regarded the entire secondary
education. It replaced the decrees for the distinct types of
education, among them the decree for lower professional
education. The new decree was more general, and left
many details to school regulations . The decree stated90)

that students of lower professional education were to be
examined in six or seven subjects . A new regulation91)

stated that students from lower professional education
could qualify for a certificate in specific subjects, possibly
providing for exemptions in successive education, such as
middle professional education. The Department continued
to have control of the examination programs . The92)

process of generalization was continued as appeared from
new examination subjects, such as social science in 1990,
and the Spanish, Turkish, and Arabian languages in 1991

. The introduction of the language examination subjects93)

signified the increased attendance by students with other
cultural backgrounds. The number of subjects at the D-
level steadily increased. In 1993, D-programs of
examination consisted for Dutch language and five foreign
languages, three socio-cultural subjects, and four natural
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science subjects .94)

Within little more than a decade, the certificate of lower
technical education had lost its value as access to the
labour market and qualification for middle technical
education. An increase of both generalization and internal
differentiation failed to stop this process. While taking the
economic and demographic changes into account, the
number of students dropped drastically.

The relation with industry (1981-1990). The shift in
relevance of certification in lower technical education also
caused reconsideration of the relation between industry
and education. In January 1981 after a report of the
Scientific Council for Government Policy, WRR, a
committee was installed to advise the Government on its
industrial policy. The committee consisted of several
distinguished people, predominantly captains of industry.
It was named the Wagner Committee after its chairman
G.A. Wagner, former chairman of directors of the
multinational company Shell. The Committee published its
advice in June 1981. It called for a new industrial elan.
One of the recommendations was a better tuning of
education to industry .95)

As a result of the Wagner report, a new committee was
installed to report on the progress of industrial policy, again
with Wagner as chairman and many representatives from
industry as members. The second Wagner Committee
reported every six months with a final report in December
1983. The Committee's main advice was the promotion of
a dual model for professional training, combining work and
schooling. In its second report from January 1983, it
argued for programs regarding choice of profession,
expansion of the apprenticeship system, integration of the
apprenticeship system and short middle professional
education, and part-time learning in practice for students
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from middle and higher professional education. The
Committee wanted a separate act on professional
education, with the Act on the Apprenticeship System as
an example . The second report made no mention of96)

lower professional education. In its third report from June
1983, however, the committee referred to the first
committee's report, stating that the choice for lower
technical education should occur on positive grounds, such
as creativity, manual ability, technical interest, and
mathematical ability. Choosing professional education
should be postponed until the age of 15. Furthermore, the
report referred to the Ministerial plans for continued
elementary education, including subjects such as technique
and manual ability. After this elementary education,
students should be able to stream through to professional
education consisting of the top of lower professional
education, the apprenticeship system, and short middle
professional education . Referring to the Ministerial plans,97)

the Committee did not make any proposals of its own for
lower technical education.

In 1983, on account of the second report of the
Wagner Committee, a conference was held with
representatives from the Government, the departments,
professional organizations, and the social partners ,98)

resulting in regular talks between these parties. In 1984,
these Open Talks were concluded with a document on the
joint responsibility for professional education, particularly
those parts with a direct relation to the labour market .99)

This implied little attention for lower professional
education. The partners in the Talks agreed on a) providing
all students with an initial professional qualification, b)
involvement of industry with professional education (e.g.
with professional profiles and programs, planning of
facilities), c) more places for training outside the school,
and d) direct participation of industrial groups in national
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and sectoral deliberations. The Open Talks disagreed on a
full dual model of learning and working in the Netherlands
and on the relation between middle professional education
and the apprenticeship model (parallel, successive, or
mixed) . The Wagner Committee expressed its100)

disappointment on the maintenance of two separate paths
of learning .101)

In December 1989, the newly appointed Social
Democrat Minister of Education, economist J.M.M. Ritzen,
installed a committee to give advice, once again, on the
improvement of the relation between education and the
labour market. Within a few months, the Rauwenhoff
Committee, named after its chairman F.C. Rauwenhoff,
published its report . Just as the Wagner Committee102)

previously, the Rauwenhoff Committee proposed a dual
system of learning and working. Educational institutions
and industry should agree on learn-labour contracts up to
university level, allowing students to combine learning and
working in all forms. Everyone had the right to freely
acquire a primary labour qualification after completion of
compulsory elementary education. The educational
institutions should become more independent with regard
to the State and the national councils. The Committee
made no recommendations with respect to lower
professional education. It did not regard this type of
education as a qualification for labour. The comments on
the proposals of the Rauwenhoff Committee stressed that
the Committee relied too heavily on industry. A dual
system of learning and working was seen as undesirable
and unfeasible.

The Government welcomed the main recommendations
of the Committee, although it only took small steps and
appropriated few finances. The Government accepted the
responsibility of providing either a qualification for starting
skilled labourer for those without a job, or a qualification
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for streaming through to other levels of education for those
with a job, but under the age of 27 . It supported a103)

dualization of professional education between schools and
industry, however, without any obligations towards
industries . In the mean time, the Government aimed at104)

reducing the number of schools for middle professional
education, and at sectorizing them into three main
divisions, namely technique, economy, and service &
health .105)

The activities of the Rauwenhoff Committee, just as the
Wagner Committee previously, were an attempt to
strengthen the relation between education and industry. A
dual system and more influence for industrial groups were
proposed. The Government was willing to grant industry
more influence both to lower its own expenses and in the
hope of positive macro-economical effects. Although it did
not realize a full dual system, within a decade the
Government stimulated radical changes. It presupposed
industry's co-operation, for instance in the realization of
places for learning, although it had no guarantees for this
co-operation. The Government did not want to force
industry into co-operation, and used talks and mutual
agreements instead. Nevertheless, local realization greatly
differed from national agreements. The Minister and
Parliament were not satisfied with the actual efforts made
by industry . Although the major companies were able106)

to engage in mutual talks and realize learning places for
students, small industries were not always able to
accomplish this. Economic stagnation also restrained
employers in industry to co-operate wholeheartedly.
Moreover, professional groups did not want to yield any
influence.

Continued elementary education and pre-professional
education (1986-1993). The Scientific Council for
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Government Policy, WRR, consisting of prominent
scientists, which was asked for advice by the Government
to break through the impasse with regard to the first phase
of secondary education, published its report in 1986 .107)

The Council started from the desired contents of secondary
education and the subjects to be followed by all students
aged between 12-15 years, instead of its structure as in
previous Government plans. The Council proposed 14
subjects, covering at least 80 % of the lessons during a
period of three years. All students should reach the
minimum goals of each subject at the end of these three
years, which were to be tested with examinations
according to national norms. Besides this minimum level,
a second level of achievement was proposed. As the issue
of structure had politically become too burdensome (middle
school or not, small or comprehensive), and as consensus
on the contents was far greater, the WRR proposals were
welcomed by most parties although minor criticism
remained.

The Government also embraced the ideas from the
Council. In 1987, the main ideas were adopted in a draft
regarding a change of the Secondary Education Act. The
aims of the proposed, continued elementary education
[voortgezet basisonderwijs, VBaO] were a rise in the level
of education, more extensive knowledge adapted to
technological and socio-cultural development, less
inequality of educational chances, and a postponement of
the moment of choice regarding study and profession. The
number of compulsory subjects was increased to 14 and
the number of lessons in these subjects covered at least
2920 teaching hours in three years (= 80 %). Students
could complete elementary education during a period of
five years maximum. Lessons and examinations were
provided at two levels. Committees were installed to
formulate the central goals of each subject.
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The Council on Education was critical with respect to
the draft. A principal issue was the care of the State in
relation to the constitutional freedom of education and
particularly the formulation of final goals for the course and
subjects. The Council requested comprehensive school
communities for pre-academic, general secondary, and
lower professional education. The number of subjects was
considered too great to realize the goals for each subject.
Furthermore, the Council mentioned practical problems,
such as the small capacity of schools to adopt the new
program, the need for a long period of experiments, and
the lack of additional financing. If introduction of
elementary education in secondary education was desirable
for political reasons, the Council did not want to extend it
to the third year . In 1987, the Social Economic Council,108)

SER, supported the proposal for continued elementary
education. It stressed that a professional qualification was
not attained from the combination of general subjects with
professional preparation, but only from the second phase
of secondary education .109)

The idea of continued elementary education had
consequences for lower professional education. The notion
of more comprehensive secondary education, combined
with a decrease in the number of students in lower
professional education, led to separate proposals for this
type of education. On the 29th of September 1988, the
Assistant Minister Ginjaar-Maas published a draft of law for
lower professional education and proposals for changes of
the relevant decrees . The main changes were: a) lower110)

professional education should be transformed into pre-
professional education [voorbereidend beroepsonderwijs,
VBO], b) the five different types of lower professional
education should be replaced by 17 professional fields,
among them the original fields of technical education such
as construction, installation, engineering, food-supply,
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graphics, and a theoretical course , c) pre-professional111)

education should at least have 20 % (24 out of 120)
weekly lessons in professional subjects, d) all 17 fields
should have obligatory examination subjects, e) a practical
orientation at the work place should be facilitated.

The Social Economic Council, SER, was asked for
advice regarding the proposal for pre-professional
education. The Council considered it as a step in the right
direction. It feared a shortage of skilled labourers if the
drop of attendance in lower professional education
continued. The Council welcomed the change of name,
particularly the disappearance of the term 'lower'. It also
called for examinations in the practice of professional
subjects and argued for the combination of pre-professional
education and the diverse forms of general secondary
education, e.g. in comprehensive school communities. The
Council called for more national guidelines with regard to
all levels of examination. Furthermore, it proposed to
stimulate schools to spend more time on subjects for
professional preparation than the required 20 % .112)

The professional groups did not object against the
proposal for pre-professional education . As a result of113)

mergers, separate groups of teachers of lower professional
education no longer existed. Usually, they were only a
small minority of larger teachers' unions . The major114)

employers's organization also spoke out for the
introduction of compulsory standard secondary education
and the dissolution of the distinction between general and
professional education . A principal issue was the extent115)

to which practical, profession related subjects should
become part of continued elementary education.

The realization of legislation on continued elementary
education was left to another government. In 1989, after
seven years of a centre-right government, a new centre-left
coalition Government was installed. The Department of
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Education was headed by two Social Democrats, Ritzen as
Minister of Education and the sociologist J. Wallage as
Assistant Minister responsible for primary and secondary
education. Under the new Ministers, the reform of
secondary education by means of the introduction of
continued elementary education and pre-professional
education was given high priority. This policy affected the
very existence of lower technical education.

As the proposals for pre-professional education and
continued elementary education had much in common, the
Department decided to join the first proposal to the latter.
On the 27th of March 1990, a revised draft of law on
continued elementary education was published. The
revision was a compromise between the two governing
parties. Common education in 14 subjects for three years
was maintained. On the one hand, examination levels were
reduced from two to one and on the other hand, the first
test of central goals could take place after two instead of
three years. After this test, students could qualify for a
diploma in two (MAVO, VBO), three (HAVO), or four
subsequent years (VWO). The schools were obliged to
spend the free lessons mostly on study and supervision.
Besides, the merge of categorical schools into
comprehensive school communities was stimulated by a
higher minimum of students in a school . The change of116)

the name of lower professional education to pre-
professional education and the introduction of 17 sectors
for professional fields were included in the revised draft for
continued elementary education. Some elements of the
original proposal on pre-professional education not
requiring a change of law were regulated by Ministerial
Decree on the 3th of July 1990 .117)

In the mean time, the administrative and professional
preparation of continued elementary education proceeded

. One of the proposed subjects of continued elementary118)
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education was technique. The Foundation for Curriculum
Development, SLO, devised a curriculum for this subject.
In 1989 already, a training course was started to prepare
teachers for this subject, and to enable them to acquire the
required qualifications . Schools for lower professional119)

education had the possibility of providing it as part of the
subject of general technique. The schools for secondary
general education were allowed to provide this subject
from 1991 onwards.

In 1991, the draft on Continued Elementary Education
was extensively discussed in the Second Chamber of
Parliament . One of the points of debate concerned the120)

place of health & care, a field formerly belonging to lower
domestic and industrial education. This domain was
proposed only as a part of the subjects of economy and
biology. Interested professional groups argued for a
separate subject of health & care. Finally, Parliament
decided to include this field as an independent subject,
however, without a practical component . This addition121)

resulted in a total of 15 compulsory subjects or fields of
subjects for all students during a period of three years .122)

At the same time, Parliament requested more free lessons.
To combine opposing wishes, the governing parties
successfully proposed to increase the total number of
weekly lessons from 30 to 32. The act was adopted on the
27th of June 1991 by a majority mainly consisting of
Social Democrats and Christian Democrats. The two Liberal
parties were the main opponents. Continued elementary
education would be implemented at the start of the school
year '93-'94. Ten experimental schools could already start
in '92-'93 .123)

The final act differed substantially from the original
proposals for comprehensive secondary education in 1975.
The term middle school was dropped and replaced by the
concept of continued elementary education. The notion of
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comprehensive schools was abandoned in favour of
common subjects at the actual categorical schools. The
number of years of compulsory secondary education was
reduced from four to three years. The period of time for
completion of continued elementary education had become
variable. Schools had to offer the subjects for three years
and students could complete them in two to four years.
The different examination levels and the notion of a
national examination were discarded. The number of
subjects was increased to 15, allowing some subjects an
independent status (table 8.6). The number of teaching
hours which schools could fill in freely was expanded. The
total number of weekly lessons was increased to 32 .124)
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subjects/weekly Report of 1982 WRR-report Final Act
lessons (1986) (1992)

Dutch language a 10 10
English g 7 7
German and/or h 6 6
French b 10 10
Mathematics )  5 5
Physics/chemistry ) c 3 3
Biology }  5 5
History & civics } d 3 3,5
Geography }  2 2
Economy )  - 2,5
Health & care ) e 4,5 4,5
Technique f 0,5 0,5
Informatics j 9 9
Physical i 8 7
education k
2 art subjects - 17 21
Spiritual
education
free lessons

years of course 3 3 2-4
number of 11 14 15
subjects . 90 96
total number of
lessons

The letters in the second column refer to the order, in which they were
mentioned
in the 1982 Report. The Report provided no number of lessons for each
subject.

Table 8.6: Comparison of lessons
in the proposals and act for continued elementary

education

The central goals for continued elementary education
were formulated by Ministerial Decree. One of the general
goals was that students could make a link with the practice
of professions, become interested in and learn possibilities
from subjects relevant for choosing continued education

. The central goals for the 15 subjects were made up by125)

another Ministerial Decree, which also contained an
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advisory timetable for the subjects for the three years.
Besides the act's regulations, the decree determined that
some subjects could be given jointly and that additional
subjects were compulsory for certain types of secondary
education such as Latin or Greek for the gymnasium, a
third modern language for HAVO and VWO, and at least
24 weekly lessons in professional subjects for pre-
professional education .126)

The Act on Continued Elementary Education had yet to
pass the First Chamber of Parliament after its adoption in
the Second Chamber. The debate in the First Chamber did
not concern the contents of education but the regulations
with regard to the merger of schools into comprehensive
school communities, partly for fear of disappearance of
small denominational schools. The Assistant Minister
Wallage warned against isolation of small schools for lower
professional education and wanted them as part of
comprehensive new school communities. On the 26th of
May 1992, after promises to relieve the maintenance of
small countryside schools, a majority of 41 to 26 voted in
favour of the act .127)

In the mean time, lower professional education had
already been adjusted to some extent. In 1990, the LBO-
LAVO Besluit and the Eindexamenbesluit LBO were
changed . The timetable for the lessons was adapted,128)

implying more harmonization of the lessons. Adding up all
four years of the course, a student had to receive twelve
weekly lessons in Dutch language, two in social science,
eleven in physical education, and 24 in professional
subjects. In the fourth year, practical orientation and work
were possible. The examination regulations also changed.
For most of the seven professional fields in lower technical
education, the examination contained six subjects: a)
Dutch language, b) practice of a technical field, c) theory
or professional drawing of a professional field, d) one of
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the subjects mathematics, science, or chemistry, and e)
two other subjects . Furthermore, students could take129)

a theoretical examination with an extra general subject
instead of a professional subject, and take an examination
on all subjects at C-level. Even before the adoption of the
Act on Continued Elementary Education, the
implementation of new subjects in future pre-professional
education was prepared. Each of the pedagogical centres
prepared courses for specific subjects. Moreover, the three
centres made preparations with respect to the future partial
qualifications in lower professional education .130)

On the 27th of May 1992, the name of lower
professional education was officially changed into pre-
professional education . The change of name signified131)

the final abstinence from direct relevance to professions.
The sectors of the new schools for pre-professional
education corresponded to the sections of the former
separate schools for lower professional education. All in all,
15 sectors were possible: seven from the former lower
technical schools (construction, mechanics,
electrotechnique, car engine technique, installation, food-
supply, and graphics), three from the former domestic and
industrial schools (care, personal appearance, fashion &
clothing), three from the schools for economy,
administration and commercial trade (sales, administration,
commercial trade), and two from the agricultural schools
(agricultural & natural environment, food technology). At
the same time, the Assistant Minister Wallage related pre-
professional education to middle general secondary and
professional education, particularly at the level of
exemptions and examinations, in order to advance the
streaming to subsequent educational levels.

One year after the transformation into pre-professional
education, continued elementary education was
implemented in secondary education. For the new students
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at the start of the school year '93-'94, pre-professional
education was definitively part of continued elementary
education. With the implementation of continued
elementary education, lower technical education finally
ceased to exist, leaving only the subject of technique
behind. No longer was any technical training, preparation,
or even orientation provided at the first stage of secondary
education.

The educational facilities up to 1993  Facilities and132)

participation. Initially, the number of schools rose from 300
in 1963-'64 to 359 in 1982-'83 (table 8.7). At that time,
34 schools were public and 325 were private. From the
private schools, 136 were neutral, 81 were Protestant, and
109 were Catholic. The denominational schools covered 53
% of the total number . The number of schools or133)

departments for individual technical education rose steadily
from 23 in 1963-'64 to 210 in 1985-'86. After 1983-'84,
the number of lower technical schools dropped, mainly due
to the establishment of school communities. In 1993-'94,
341 schools provided technical education (regular and/or
individual) as part of pre-professional education.
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year lower i.t.e

schools dep. students studen pro
ts p.

prof. . +
educ. l.t.e
x 100 .

(%)

lower individual lower individua prop
technic technical technica l .

al education l technical i.t.e.
educati educatio educatio (%)

on n n

1961/' 289 8 8 115.775  2.187 1,9 2897 40,
62 311 15 20 124.647 4.650 3,6 2927 7
1964/' 319 19 58 136.740 12.073 8,1 3153 44,
65 326 21 98 137.227 18.881 12,1 3247 1
1967/' 339 20 129 147.492 25.704 14,8 3473 47,
68 349 19 153 162.557 32.989 16,9 4122 2
1970/' 356 17 172 163.389 34.783 17,6 4057 48,
71 1
1973/' 49,
74 9
1976/' 47,
77 4
1979/' 48,
80 8
1982/'
83 355 210 148.061 35.963 19,5 3593 6
1985/' 51,
86 2

359 201 171.812 37.442 17,9 4052 51,

1988/'
89 9

561 88.043 23.285 20,9 2725 40,

1991/'
92 341         61.334 2143 28,
1993/' 6
94

553 84.834

Table 8.7: Schools/departments and students
of regular and individual lower technical education 134)

Initially, the number of students also increased. The
maximum number of students was reached in 1982-'83
with 171.812 students for regular lower technical
education, and in 1983-'84 with 37.659 students for
individual technical education. The proportion of students
in individual technical education as part of the total number
of students increased up to 20,9 % in 1988-'89. After the
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early eighties, the number of students dropped rapidly until
a combined number of 61.334 in 1993-'94. Within ten
years, the number of students dropped to less than 30 %
of its top. This drop was caused by the decline in birth
rate, the establishment of school communities and
combined lower professional education, and particularly the
diminishing interest in this type of education.

Until 1982-'83, the proportion of students in lower
technical education as part of the total number of students
in lower professional education rose to 51,6 % . After135)

1982-'83, the proportion dropped fast to 28,6 % in 1993-
-'94. This drop was partly caused by the introduction of
combined grades into combined lower professional
education. Excluding the students in these combined
grades, the proportion of students from lower technical
education in lower professional education dropped to 44,1
% in 1993/'94 . The participation of girls in lower136)

technical education increased. It reached its maximum in
1989 with 5958 students, that is 5,4 %. After this year,
the absolute number of girls dropped although their relative
proportion increased up to 6,7 % in 1993 .137)

The drop in number of students was partly due to the
decline in the absolute number of youth. The proportion of
professional education in the group aged 12-18 years
slightly increased compared to general secondary
education (table 8.8).
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stud. full-time education part-time proportion of
x education 1000 youth, age
100 12-18 (full-time

ed.)
AVO LBO MBO HBO LBO MBO HBO AVO BO

1963 481 288 424 469 236 362 285 300  235  
1967 2 6 679 597 1 377 391 56,1 43,9
1971 520 315 944 783 224 448 526 334  284  
1975 0 3 1143 111 2 278 566 54,0 46,0
1979 626 335 1555 2 201 331 718 392  318  
1983 4 2 2333 129 1 435 780 55,2 44,8
1986 766 402 2884 7 162 2066 581 453  372  
1988 4 9 2986 143 7 2012 553 54,9 45,1
1990 823 405 2884 9 141 2203 530 474  398  
1993 6 7 2850 151 0 480 54,4 45,6

833 400 3 138 487  455  
0 7 168 1 51,7 48,3

775 329 9 17 488  484  
8 3 193 89 50,2 49,8

718 272 8 87 489  504  
3 5 222 49,2 50,8

683 232 0 505  528  
7 8 48,9 51,1

668 214
0 0

   BO = professional education: Lower [LBO], Middle [MBO] or Higher
[HBO]
   AVO = general secondary education [Gymnasium, VWO, HAVO,
MAVO]
   In 1986, almost all of part-time LBO had become part of part-time MBO.

Table 8.8: Students in professional education
and general secondary education 1975-1993 138)

This shift, however, was almost completely a result of the
increased attendance of middle professional education and
concealed the strong drop in attendance of lower
professional education. The proportion of lower
professional education in the total number of students in
professional education sharply diminished.

The decline in attendance appeared even more as a
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result of the choices made by boys and girls after
completion of primary school for either general secondary
education or lower professional education. In 1961,
approximately half of the boys and more than half of the
girls attended lower industrial education after primary
school. In 1991, these proportions had dropped to 21,4 %
for boys and 15,5 % for girls (table 8.9).

percentages 196 196 197 197 198 198 199
1 6 1 6 1 6 1

general secondary educationboys 47, 49,8 60,7 65,1 64,0 70,3 77,2
lower professional education 3 47,1 38,4 33,9 35,2 28,0 21,4

boys 47, 31,8 26,4 27,9
- lower technical educationboys 2
general secondary educationgirls 46, 52,1 62,6 69,7 74,1 78,7 83,7
lower professional education 9 46,5 36,5 29,5 25,4 20,4 15,5

girls 50,  0,7  2,1  3,2
- lower technical educationgirls 2

Table 8.9: Boys' and girls' choices after primary school
139)

The proportion of students choosing lower professional
education after the primary school dropped even more
when individual education and the latter special education
are taken into account. In 1989, 20,0 % of boys chose
lower professional education, compared to 65,5 % who
chose general secondary education and 10,6 % who chose
special education. Specified to type of education, 6,9 % of
boys chose combined lower professional education and
13,1 % a categorical type, namely 9,3 % for lower
technical education and 3,8 % for another type .140)

During the same period, attendance at schools for
middle and higher technical education rose. Especially the
attendance of middle technical education showed a
significant increase, partly due to the introduction of two
year courses for short middle professional education. The
significance of part-time education compared to full-time
education decreased. Lower evening technical education
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and part-time technical education during the day
disappeared with the implementation of the Act on
Secondary Education. The only remaining type of part-time
education at the lowest level was the regional school for
profession supporting education, including the
apprenticeship systems. In 1986, lower part-time technical
education became part of middle part-time technical
education.

In 1992/'93, lower technical education ceased to exist
as a separate type of education. From that time onwards,
the actual professional education took place only at the
second stage of secondary education. At this level, three
types of professional education existed, each of them with
a large component for technical professions, namely middle
professional education, short middle secondary education,
and the apprenticeship system. The former hierarchy of
lower technical education followed by middle technical
education was replaced by one in which short middle
professional education was the initial and sometimes even
only stage.

The contents. Besides changes in the number of
schools and students, qualitative changes occurred in
lower technical education with regard to its contents. In
1964, the duration of courses was officially three years.
For some professional fields, even a fourth year existed. In
the sixties, several schools experimented with a four year
course. The Minister was forced to treat the requests for
experiments more generously and to co-operate with a
general four year course. In 1973, the duration of courses
was officially set at four years along with an extension
from nine to ten years of compulsory education in 1976.

The policy of generalization had resulted in some major
changes in the contents of the courses. After the LBO-
LAVO Decree of 1973, the total course consisted of four
years with 29 or 30 50 minutes lessons each week. From
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the total of 116 to 120 lessons, 80 were prescribed: 21 in
subjects related to a profession and 59 in general subjects.
The most important difference regarded the goal of the
course. Formerly, the course aimed at preparation for
work, while later it aimed only at orientation. Compared to
the original technical craft school, the goal of the course
shifted from craft training to preparation and from
preparation to orientation. Moreover, other changes such
as more lessons in the general subjects as a result of a
second general year, introduction of the subject of general
technique, a decrease of the number of differentiations in
the last two years, and the obligation of at least three
general examination subjects exemplified the process of
generalization . Although professional education had141)

become more general, the distinction between professional-
practical and general subjects remained. This meant that
lower professional education continued to have a distinct
place within the whole of secondary education .142)

However, the nature of the distinction was reviewed.
Technique had the function of personal development
instead of job preparation.

Internal differentiation increased in lower technical
education in order to provide adequate education to
individual students. The principle of internal differentiation
also had the function of attracting and holding students.
Three types of differentiation existed. The first was the
original distinction according to field of profession in the
last two years of the course. In 1964, 16 professional
fields were recognized. After 1973, seven professional
fields could be provided, namely: construction, electricity,
food-supply, graphics, installation, mechanics, and motor-
engineering. Not all schools provided all fields, as some
offered only one or two specializations, e.g. food-supply or
graphics. The second type of differentiation was between
regular students and students with problems with regard to
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physical or mental development. This distinction had led to
the rise of individual technical education for the latter
group. It had largely the same curriculum as regular
technical education, although in a simplified form with less
lessons in general subjects and smaller groups. The
proportion of students in individual technical education
steadily increased to more than 20 % in 1988/'89. The
third distinction was according to level of intellectual
ability. In the fifties, a distinction was made to three levels,
A, B, and C, in which A-level signified the highest level. In
the sixties, this distinction was replaced by one with two
streams based on either a practical or theoretical type of
ability. Some schools provided even a full theoretical
technical course . The actual differences compared to143)

the previous distinction were small: the T-stream was
largely the same as the A-level. In the seventies, the
distinction according to streams was replaced by one
which, once again, took the level of intellectual ability as
the primary principle. The new distinction had A-, B-, and
C-levels as well, but the C-level was regarded as highest
level this time. The distinction with individual technical
education was weakened, as students from this type of
education were examined at the same levels, usually C- or
the combined B/C-level. In the eighties, a D-examination
level was also possible. However, most of the students
graduated without a subject at C-level, let alone at D-level

.144)

Lower professional education was initially regarded as
final full-time education. Most graduates entered the labour
market, and subsequently attended only part-time
education at the most. A small minority continued full-time
schooling in middle professional education. However, this
type of education set high entry standards, namely a
significant number of subjects examined at C-level . The145)

number of students streaming through to middle
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professional education increased after the introduction of
the two year courses of short middle professional
education without the need for previous qualification. In
the eighties, lower technical education lost its profession-
orientating function, and was primarily a preparation for
the second stage of secondary education.

At the end of the period, the change in function of
lower technical education was formally recognized with the
name pre-professional education. Although lower technical
education was no longer a formal type of education after
1992, its remains were still present. In pre-professional
education, sectors existed for the former seven
professional fields. The contents of continued elementary
education combined with pre-professional education hardly
differed from the former lower professional education.
Differences were the more extensive subjects in the first
two years, their compulsory character, the continuation of
elementary education in the third year, and the
disappearance of separate types of professional education
as an intermediate level. The combined four year course
contained 75 weekly lessons in the subjects of continued
elementary education and 24 in professional subjects. The
revision of the goal into preparation for professional
schooling meant the abolition of the aim at professional
education in the first stage of secondary education and a
shift of the start of professional education to the second
stage.
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CORRESPONDENCE DIVERSITY

EXTERNA Shift from preparation to Limitation to 7 professional
L orientation to pre- fields
/ professional education Loss of requirement for entry
SOCIAL- Part of continued elementary to short middle professional
CULTURA education education
L Integration in pre-

professional education
INTERNA Increase of generalization Transition to 4-year course
L / Differentiation according to
LOGICAL ability in CBA-streams

Increase of individual technical
education
Combination of theoretical
and practical subjects

Scheme 8.1: Characteristics of the contents of lower
technical education
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InterpretationFirst, this section gives a review of the
main issues during this period and the manner in which
they were settled. Next, it reviews the main types of
interactions and the relation between corporate and
primary action, followed by the characteristics of the
subsystem of lower technical education at the end of the
period. Finally, it discusses the relation between structural
and cultural change and interactions in relation to the very
existence of the subsystem.

The issues. During this period, several issues were
relevant. A first issue was the relation of lower technical
education with industry. Economic development required
more generally skilled and flexible workers. Initially, lower
technical education complied with this requirement by a
further generalization and longer courses. However, the
arguments for generalization and longer courses were not
economic demands, but the personal development of the
youth and the harmonization of duration and contents of
courses in general secondary education. Paradoxically, the
increase of generalization made lower professional
education less interesting as a specific type of professional
preparation. In the end, it was almost completely
disregarded by economic interest groups. The second issue
was the contents of the courses. More lessons for general
subjects were included and the number of professional
fields was limited to seven general fields. The contents
were generalized and harmonized. The third issue, the
duration of the courses, was solved by an extension of the
courses to four years, due to initiatives taken by the
inspectorate and schools and as a result of pressure from
Parliament.

As professional preparation was increasingly fulfilled by
middle professional education, the relation between lower
technical education and middle professional education
became a fourth relevant issue. Admission to the three
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year courses of middle professional education required an
examination in the T-stream, or later the C-level. Only a
few students qualified at this level, even after obtaining a
higher qualification during an extra fourth year in lower
technical education. The Government solved the
problematic relation between both types of education by
introducing short courses for middle professional
education. However, these courses did not require any
certification at all, and their contents overlapped with
lower professional education. Their introduction was
actually a degradation of lower professional education.

A fifth issue was the relation between general
secondary education and lower technical education. Lower
professional education was increasingly regarded as the
lowest form of secondary education due to its small
volume of general subjects. As all youth attended
additional daytime schooling after the primary school, the
lower professional schools were confronted with the
relatively less able students. This degradation was a result
of the generalization process and a cause for continuation.

A sixth issue was the internal changes within lower
professional education resulting in more generalization and
internal differentiation. Individual technical education
expanded significantly, the extra fourth year was used by
students to improve their qualifications, a higher level of
examination was added, and combined lower professional
education was established. Despite these changes, the
competition for students with general secondary education
was lost, particularly after the rise of youth unemployment
and the introduction of short courses for middle
professional education.

As a result, lower professional education increasingly
became subjected to the general policy of
comprehensivation of the first stage of secondary
education and to the establishment of large and
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comprehensive school communities. The plans for a four or
three year middle school failed. A compromise was found
in the WRR-proposal for continued elementary education,
focusing on the contents of secondary education instead
of its structure. Lower professional education was
transformed into pre-professional education, parallel to the
adoption of the Act on Continued Elementary Education.
The combination of both plans meant a final loss of identity
for lower technical education and its disintegration into
separate routes in pre-professional education which in turn
was a part of continued elementary education in secondary
education.

The interaction. Both corporate and primary actors have
been significant in the development of lower technical
education. Scheme 8.2 shows, in general, the types of
corporate action and their degree of presence during this
period.

TYPE OF DEGREE
ACTIVITY

political strong (acts, decrees)
manipulation strong (financing, norms for size of schools)
political absent
transaction weak (Wagner and Rauwenhoff Committees)
external strong (stimulating of 4-year courses, Lochem
transaction Talks, WRR-report)
external pressure
administrative medium (stimulating of 4-year courses and
 manipulation experiments)
administrative strong (co-operation in Lochem Talks, internal
initiation differentiation)
internal initiation weak
professional
pressure

Scheme 8.2: Degree of presence of activities of interest
groups

Until 1976, lower technical education was the subject
of negotiations between mainly administrative and
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professional groups. The results of these negotiations were
recognized and accepted by political groups. Extending the
courses to four years and adding an extra second general
year were propagated by the inspectorate and
professionals with parliamentary support. After 1976, the
subsystem was hardly an independent object of
interactions. The only exception were the activities of
internal interest groups to advance internal differentiation
(an extra fourth year, an extra examination level, combined
lower professional education). As far as negotiations took
place with regard to the larger subsystem of lower
professional education, the interactions were rather
negative. External groups neglected lower professional
education and discarded it as insignificant to industry.
Former professional groups dealing exclusively with
professional education had dissolved in larger organizations
of teachers. At the same time, political groups advised by
committees from industry and science, aimed at further
generalization, integration in secondary education, and the
enforcement of larger school communities.

Besides corporate action, primary action was a relevant
process of interaction. The option available to the youth at
the beginning of this period was a choice between lower
professional education or general secondary education. The
former option of entering the labour market after primary
school was no longer available, due to the longer period of
compulsory education. Initially, the evaluation of the option
of lower technical education by the youth was favourable.
The participation rate was maintained as long as
qualification in lower technical education secured good
access to the labour market. The working youth even
called for more educational opportunities at the end of the
sixties. In the long term, the evaluation changed. The
process of generalization led to a decrease of differences
between lower professional and general secondary
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education. Lower professional education scored lowest
when evaluated on a hierarchy of degree and level of
general education. It was regarded as 'rest education' for
those who were not able to attend another type of
secondary education. More and more, talented students
chose for the most generalized types of education. The
position of lower technical education as a qualification for
further education disappeared with the introduction of
short courses of middle professional education without any
previous certification as an entry requirement. With the
increase of youth unemployment, lower technical education
also lost its remaining significance as qualification for the
labour market. Consequently, it changed to a position of
preparation for the actual professional education. The
change in evaluation of the options available to the youth
led to a change in choices. Their behaviour showed in
several ways , such as a) a decrease in the number of146)

students in lower professional education after 1982/'83
and a relative increase in the number of students in general
secondary education, b) less students dropping out in
lower professional education (see table 8.10), c) a larger
stream from lower professional education to (short) middle
professional education (also table 8.10), and d) an even
greater increase in attendance of middle professional
education.

1968 1973 1978 1983 1988 1991

school-leavers with 61,8 72,0 69,7 74,9 77,8 73,8
certificate %
certified streaming 25,0 32,8 30,0 42,5 45,1 55,5
through to middle
professional education %

Table 8.10: Certified from lower professional education
and streaming through to middle professional education

147)
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Until the end of the seventies, corporate action was
more important than primary action. During this period,
both types of action were favourable for the subsystem's
expansion. The increase of supply and increase of demand
went hand in hand. From the eighties onwards, primary
action was more important than corporate action. Both
types of action were unfavourable for the subsystem.
Students turned away from lower technical education and
interest groups disregarded it. Despite the maintenance of
supply, the demand for this type of education dropped
heavily.

The subsystem characteristics. The interaction had
consequences for the structural characteristics of lower
technical education. At the end of this period, the relevant
structural relations had changed as follows, compared to
the former period.

The first relevant relation is that with social institutions,
such as the economy, the State, and religion. Initially,
lower technical education was adapted to the needs of
large industries by generalizing its courses. However, in
time the relation of lower technical education with the
economic sector loosened. This was reflected in its official
aim: from preparation to orientation to pre-professional
education. The increase of generalization and the
subsequent weakening of its professional aims led to the
loss of a direct link with the labour market. This was
acknowledged by external groups in the reports of the
Wagner and Rauwenhoff Committees. At the end of this
period, the role of lower technical education as
professional preparation was taken over by middle
professional education. At the same time, its relation with
the State had become more important. Lower technical
education was subject of many regulations, either by act
or by decree. However, the relation of lower technical
education with the State also became more indirect as it
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was regulated as part of larger subsystems. The
Government policy to reduce the number of small,
independent and categorical schools even led to the
disappearance of specific schools for lower technical
education. The relation with religion remained quite stable,
particularly as few new schools were founded.

The second relevant relation is that with the educational
system. This relation was strongly intensified during this
period. Initially, the subsystem of lower technical education
was part of the larger subsystems of lower professional
education and secondary education. Integration set through
with the processes of generalization, harmonization, and
comprehensivation, and resulted in a decrease of the
subsystem's independent characteristics. Even its
significance as qualification for middle technical education
vanished with the start of short courses of middle
professional education. Finally, lower professional
education was succeeded by pre-professional education,
which was only a part of the provisions for secondary
education. Furthermore, the establishment of
comprehensive school communities enforced the
transformation of lower technical education from an
independent type of school to only a sector technique of a
larger type of education. At the most, pre-professional
education could certify and provide exemptions for the
actual professional education.

Finally, the internal relations are relevant. Three types
of internal differentiation in schools existed: according to
professional field, development (regular or individual
technical education), and ability (examination level). The
differentiation according to professional field became less
significant due to the reduction of their number and their
looser relation with the labour market. The differentiation
according to development became more important as
students who lacked ability also had to attend a form of
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post-primary education. The differentiation to level of
examination became more meaningful due to the increasing
heterogeneity among students. Among schools, differences
occurred according to (non-) denomination. In the eighties,
a new distinction between schools occurred according to
the type of school community the school belonged to
(small or comprehensive community).

Scheme 8.3 gives a comparison of relations and shows
the significant changes compared to the former period. As
the relation with the environment had faded (the
economy), or had become more indirect (the State), greater
emphasis lay on the relations with the educational system
and with internal relations. Correspondence with other
types of education had increased especially due to more
links with larger parts of secondary education. Diversity
was only significant on the internal level.
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level/relatio CORRESPONDENCE DIVERSITY
n

ENVIRONMEN Loss of professional preparation Public and private
T and orientation; shift to pre- schools, either

professional education neutral or
Stronger link with the State denominational

EDUCATIONA Increase of generalization Loss of
L SYSTEM Integration in lower professional qualification for

education short middle
Integration in continued professional
elementary education education

SUBSYSTEM 4-year course Differences
OF LOWER Harmonization of subjects and towards
TECHNICAL examinations professional fields
EDUCATION Prescriptions for timetables Regular and

individual
technical
education
Differentiation
according to
streams

Scheme 8.3: Structural characteristics of technical
education

At the start of this period, lower technical education
had been a relatively independent, integrated subsystem of
the educational system. During this period, the processes
of centralization by the State, integration with other
educational facilities, and generalization of the contents set
through. The relations of correspondence became more
important than the relations of diversity. At the end of the
period, the subsystem was incorporated to such an extent
that it was hardly distinct from its immediate environment.
It had ceased to be an independent subsystem and was
dissolved in the larger subsystem of the first phase of
secondary education.

Conclusion. The transformation of lower technical
education from a relatively independent subsystem to a
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fully integrated and almost dissolved whole of educational
facilities was the result of both the intended and
unintended consequences of interactions and conditioning
by the original situation. Initially, lower technical education
was included in secondary education and had a formal
position equal to general secondary education. This
appeared to be a recognition of its significance. The supply
of facilities, the extension of the number of years of
compulsory education, and the example of other young
people led to an increase in attendance of all types of
secondary education. Almost all youth continued education
after primary school. However, the result was a shift in
population at lower technical schools. Due to its small
volume and low level of lessons in general subjects, this
type of education was increasingly seen as the lowest form
of post-primary education, fit only for less the intelligent
youth instead of practically talented students. This view of
lower professional education re-inforced itself. More
intelligent children attended a form of general education in
the beginning and subsequently shifted to professional
education. The change in student population took place in
a relatively short time, e.g. during the lifetime career of
most teachers. Due to the shift in population and despite
the initial decrease in number of weekly lessons, teachers
more frequently complained about learning weariness
among students . This resulted in new measures in148)

order to increase the general educating aspects of this type
of education, accentuating its place at the bottom of the
hierarchy of secondary education. In short, a downward
spiral of increasing generalization and diminishing student
abilities had set in .149)

The process of generalization was promoted by interest
groups, although for different reasons. Internal interest
groups emphasized the personal development of students
and the status of schools and teachers, external groups the
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socio-economic effects, and political groups the
harmonization in secondary education. Lower technical
education tried to stop or slow the downward spiral by
furtherance of internal differentiation and generalization,
but in vain. The function of internal differentiation was
both to attract students and to engage a large variety of
students. As all youth attended post-primary education, the
lower technical school was confronted with young people
with a wide range of abilities, interests, and development.
The process of generalization was believed to be in the
interests of the youth. However, at the same time this
meant a loss of its direct value for industry. Consequently,
economic interest groups shifted their attention to middle
professional education. In the eighties, the introduction of
short courses of middle professional education without
requiring previous qualification and the sharp rise in youth
unemployment led to a heavy drop in attendance of lower
professional education and a shift to middle professional
education. This development came about due to the official
policy which neglected the support of lower professional
education as such and even promoted new developments
directly undermining its position.

The national debate on integration of the first phase of
secondary education ('middle schools') and the notion of
continued elementary education, combined with the
Government policy to enforce large school communities,
was harmful to the identity of lower technical education
which was already damaged. These policies were
concluded with the transformation of lower professional
education into pre-professional education. This measure
continued the former policy of generalization and coincided
with international policies of comprehensivation in the first
stage of secondary education and placing professional
education at the second stage. However, other steps, such
as extended courses of lower professional education to five
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years with general or elementary education in the first
three , or the integration of the top of lower professional150)

education with (short) middle professional education would
have been imaginable. Such measures were not
considered, probably for reasons, such as bad image of
lower professional education on the one hand, and the
extra organizational and financial implications on the other.
Finally, some features of lower technical education were
incorporated in continued elementary education. The
subjects of technique, economy, and with great effort
health & care became compulsory for all students in the
first stage of secondary education. The former fields of
lower technical education were maintained as part of pre-
professional education.

In 1993, lower technical education had ceased to exist
as a subsystem of the educational system. It was a part of
the subsystem of pre-professional education which was a
subsystem of continued elementary education. The history
of lower technical education, starting with its rise as an
independent system, followed by its inclusion as a
subsystem in the educational system, its increasing
incorporation in the general system and the adoption of the
characteristics of the general system, was concluded in the
dissolution of the subsystem as such. This dissolution was
an unintended effect of actions of relevant interest groups.
Political groups contributed by demanding integration and
harmonization, administrative and professional groups by
advocating or allowing the adoption of characteristics of
general education, and external groups by shifting their
attention to the second stage of secondary education.
Primary action contributed by a shift in choice towards
general education and professional education at a later age.
In the eighties, the unintended effect became manifest. At
that time, however, no interest group was willing or able
to stand up for the subsystem's salvation and its fall was
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complete. From 1993 onwards, all students received little
technical knowledge and insight in the first phase of
secondary education, while the initial technical schooling
and training only started in the second phase of secondary
education.



9
Review and conclusions

Review of the lower technical education
system. A system has been defined as a set of objects with specific attributes
and relations. These objects are distinguished from objects in the environment.
Lower daytime technical education in the Netherlands has been characterized as
a system. For a long time, it had specific objects (schools) with specific attributes
(students, teachers, courses, facilities) and interconnected relations (technical
education combining theory and practice). The environment has been defined as
the objects outside the system with some relation to the objects in the system. The
environment of the system of lower technical education consisted of the general
educational system and outside this general system it consisted of the political
structure, viz. the State, and the larger social structure, particularly the economic
aspects of society and religion. This section briefly describes the history of the
lower technical education system in the Netherlands in six periods, followed by
a quantitative review for the entire period. Next, it re-assesses the theoretical
framework. Finally, it provides conclusions with regard the long term
development of lower technical education.

A periodical review. Between 1798, the formal abolishment of the guilds, and
1863, the adoption of the Act on Secondary Education, no regular educational
facilities for vocational training existed. Evening education existed in the form of
academies and schools for design, maintained by municipalities and the Society
for Public Welfare and encouraged by Royal Decrees of King William I in 1817
and 1829, and from the thirties onwards also in the form of schools for industry
by the Society for Industry. Some attempts were made to establish daytime
vocational education, namely university industrial lectures and private vocational
craft schools. The Act of 1863 prescribed citizen day and evening schools with a
theoretical program for the future class of craftsmen. Vocational training was not
regarded a State task. The period until 1863 is a pre-phase in which technical
education developed into a system without a specific part for daytime education.

Between 1863 and 1891, two types of daytime education for future craftsmen
existed. Large municipalities were obliged to establish citizen schools, although
most of them were exempt from this obligation. Technical craft schools were
established by local private initiative. Citizen schools had a two year course with
only theoretical subjects. The technical craft schools had a three year course with
a combination of theoretical and practical subjects. In 1873, the Minister refused
to support the latter type of education. Citizen schools did not prove to be viable.
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In the eighties, another alternative for craft schools was recommended: the
apprenticeship system at the work place. In Parliament, State support was
requested for craft schools, the only type of daytime vocational schooling which
had been able to sustain itself. In 1891, it was decided that technical craft schools
could receive State subsidy as of 1892 onwards. The subsidy system was preferred
to legislation. During this period, a system of daytime lower technical education
consisting of technical craft schools was established.

After 1891, the number of lower technical craft schools rose rapidly and the
number of students strongly increased. As a result, State subsidy increased. In
1899, a Ministerial supervisor for craft education was appointed. The
apprenticeship system was accepted to be worthwhile only as far as a craft school
could not be realized. In answer to the expansion of the system, the State looked
for regulation. Minister Kuyper made an unsuccessful attempt to incorporate craft
education into the Act on Secondary Education. In 1910, a ministerial Integration
Committee proposed a separate act on vocational education. In 1915, an official
draft of act was proposed which was adopted in revised form in 1919. The final
act only regulated industrial education. It provided a subsidy system and left the
details of regulation to Ministerial decrees, in an attempt to allow this type of
education the freedom to react to social-economic needs. At the end of this period,
the system had expanded, was legislated, and linked to the educational system.

Between 1921 and 1945, the system was subjected to increased State
regulation as a result of economic crises in the early twenties and thirties and due
to the foreign occupation of the country during the war. Control of the budget and
subsidies was the primary goal of the Government policy. In time, the range of the
budget control policies expanded. Despite the original intentions, measures were
taken to control the number of schools (revisions of the Act in 1924 and 1931) and
their expenses (size of classes, number of lessons, teacher salaries), to raise the
age for admission, and to reduce course duration to two years. Despite these
measures, the system expanded, especially in number of students. As an exception
to the restricted number of schools, some denominational technical craft schools
were founded. In this period, the system was centralized and retrenched
financially by the State.

Between 1946 and 1963, the system was the subject of stimulation in general,
due to a Government policy of industrialization, and in specific, due to activities
from the ministerial Goote and Faber-Hennequin Committees. The policy's main
mean was a generalization of courses to assist the young people's personal
development and to adapt them to work in complex, fast changing, mechanized
industries. The increase in schools was mostly realized by denominational schools.
Generalization was accomplished by extending the courses from two to three years
and including a first general year. The name of technical craft school was replaced
by technical school. This policy led to more centralization by the State and more
resemblance to general secondary education. The system became the subject of
attempts to integrate all forms of post-primary education into one act. Such an act
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was adopted in 1963: the new Act on Secondary Education. As a result, all courses
at lower technical schools had a minimal duration of three years. Internal
differentiation expanded from only professional fields to development (individual
technical education) and ability (streams, levels). During this period, the system
was fully incorporated into the general educational system as a subsystem.

After 1963, the process of generalization set through, leading to a second
general year and a four year course in 1973. Lower technical education was
regulated as part of lower professional education. The first two years of the courses
were harmonized and the number of professional fields in the last two years was
reduced from sixteen to seven. In the eighties, the system declined. The number
of students dropped severely. Generalization had led to a loss of identity and less
differences with general secondary education which came to be preferred more
and more. An increase of internal differentiation according to development or
ability did not stop the decline of students. Lower technical education lost its
relation with the labour market as a result of youth unemployment and the rise of
courses for short middle professional education without any pre-qualification. In
this process, the goal of lower technical education changed from training for a
profession to preparation, and to orientation. The process was concluded with a
change towards pre-professional education in the early nineties. Lower technical
education lost its identity in a structural sense, due to the merging of separate
schools into larger school communities, and in a cultural sense, due to the
adoption of continued elementary education. Finally, the former system of lower
technical education was integrated into the general educational system to such an
extent that it lost its own characteristics and ceased to exist as a system. It had
become part of a subsystem (pre-professional education) of a larger subsystem
(continued elementary education) of the first phase of secondary education in the
larger educational system.

A quantitative review. Table 9.1 shows the development of lower technical
education in absolute numbers of schools and students during the period 1870-
1993 . Until the early eighties, the number of schools and students of lower1)

technical education showed a continuous increase. Individual technical education,
after its institutionalization, was also part of the increase. In the eighties, a decline
set in, particularly in the number of students. For a long time, evening technical
education was more wide spread. In the fifties, the number of daytime students
was greater than the number of evening students. The number of students in
middle and higher technical education also rose significantly during the post-war
period. While attendance at lower daytime, evening, and part-time technical
education dropped, attendance at middle and higher schools of technical education
continued to increase.
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year
schools students

lower individual  lower individual evening + middle +
part-time higher

1870 2 240 .
1880 8 630 700
1890 18 1.150 1.400
1900 22 3.218 1.245
1910 72 6.924 2.592
1920 88 11.808 3.213
1930 103 20.940 3.893
1938 110 31.143 4.995
1948 148 44.930 9.632
1953 200 59.226 12.052
1958 265 89.995 18.088
1963 308 13 121.925 3.396 27.110
1968 325 90 137.186 14.549 38.572
1973 343 149 147.775 25.704 57.351
1978 354 185 162.428 34.145 68.128
1983 359 203 169.221 37.659 93.305
1988 351 210 88.043 23.285 106.738

6.500
7.375
8.826

14.556
23.507
32.685
39.901
41.860
49.221
54.619
66.523
87.068
89.504
57.028
26.529
14.844
12.769

1993 341 60.875 10.852 131.332

Table 9.1: Schools and students of technical education 2)

The absolute growth in number of students stemmed largely from a) an
absolute growth in population, and b) a relative growth in educational
participation. The Dutch population tripled during the 20th century; the number
of youth more than doubled between 1900 and 1972, and subsequently decreased

. The increased attendance corresponded with changes in the duration of3)

compulsory education. In 1900, this duration was regulated for the first time and
set at six years. In 1920 (finally implemented in 1929), it was set at seven years
and in 1942 (1949), at eight years. With the start of the implementation of the
Secondary Education Act in 1968, the duration was nine years by including three
years after six years of primary education, and in 1975 even ten years by including
four years of post-primary education. At the same time, compulsory part-time
education was introduced for youth aged 16 and 17 years. As a result, the
attendance of 16-, 17- and even 18-year old boys more than doubled or even
tripled between 1958 and 1992 .4)

Given the absolute and relative growth of educational participation, the
relative position of lower technical education is determined by comparing it with
other types of education. This comparison is made in steps and for different
periods. Table 9.2a shows both the absolute and relative increase in participation
at various forms of both day-time and evening post-primary education until 1963.
Between 1900 and 1963, the participation of youth aged 12-19 years increased
from 8 to 62 %. With some temporary exceptions throughout the entire period, all
types of post-primary education, as distinguished in the table, increased steadily.
The relation between the two distinguished types of general education on the one
hand and technical and other industrial and vocational education on the other
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remained quite stable. In the post-war period, the number of students in vocational
education increased more rapidly than those in general post-primary education.

year age 12-19
population

general post-primary education vocational education

continued & pre-academic & technical other industrial
extended secondary education and vocational
primary education education

education

stud. prop. stud. prop. stud. prop. stud. prop.

1870 529.040 24.536 46,4 4.312 8,2 3.460 6,5 .    . 
1880 611.852 23.290 38,1 6.932 11,3 8.306 13,6 4.612 7,5
1890 712.211 18.618 26,1 9.409 13,2 9.916 13,9 5.034 7,1
1900 806.105 18.191 22,6 13.423 16,7 19.019 23,6 13.474 16,7
1910 923.209 47.112 51,0 23.486 25,4 33.023 35,8 33.878 36,7
1920 1.101.921 74.963 68,0 49.831 45,2 47.706 43,3 60.824 55,2
1930 1.181.792 86.372 73,1 59.092 50,0 65.879 55,7 102.591 86,8
1938 1.300.555 110.626 85,1 82.238 63,2 80.587 62,0 121.106 93,1
1948 142.115 100.498 109.445 173.172
1953 1.312.264 184.479 110.639 135.719 220.692
1958 1.530.228 268.011 162.873 191.210 311.752
1963 1.805.969 315.435 215.788 260.851 329.301

108,6 76,8 83,6 132,3
140,6 84,3 103,4 168,2
175,1 106,4 125,0 203,7
174,7 119,5 144,4 182,3

Table 9.2a: Students in post-primary education 5)

The previous figures concern both full-time and part-time education. Table
9.2b shows the figures for full-time education from 1963 onwards for the types of
education distinguished in the Secondary Education Act of 1963. The proportions
are for the age group of 12-18 year olds. The figures for 1963 differ from the
previous table due to the limitation to full-time education and another definition
of types of education.

year (x 100) (x 100) age-group
students full-time education students part-time education proportion

12-18 full-
time

education
general

sec. sec.
educ. educ.

professional education gen. professional education

lower middle higher lower middle higher gen. prof.

1963 4812 2886 424 469 277 2361 362 285 300 235
1968 5426 3182 728 638 285 2194 400 439 348 292
1973 7066 3473 1135 898 378 2109 357 537 431 336
1978 8206 4093 1469 1268 660 1333 308 647 475 395
1983 8330 4007 2333 1439 1154 1381 435 780 487 455
1988 7183 2725 2986 1689 908 89 2012 553 489 504
1993 6684 2143 2852 2220 1321 476 519 560

Table 9.2b: Absolute and relative attendance
of full-time general secondary and professional education 6)

Once again, the figures on full-time education show the steady increase in
attendance. At the end of the period, the total attendance even exceeded the
number of people within the age group. Between 1963 and 1983, the proportion
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of students in general secondary education was 56 to 95‰ higher than that of
students in professional education. In the last decade, the proportion of
professional education increased. The drop in attendance at full-time lower
professional education was more than compensated by the increase in attendance
at middle and higher professional education.

During the last decades, a comparison is possible to boys' choices between
general secondary and lower professional education after completion of the
primary school (table 9.3).

percentages 1961 1966 1971 1976 1981 1986 1991

general secondary education 47,3 49,8 60,7 65,1 64,0 70,3 77,2
lower professional education 47,2 47,1 38,4 33,9 35,2 28,0 21,4
- lower technical education 31,8 26,4 27,9

Table 9.3: Boys' choices after the primary school 7)

In 1961, boys chose equally between general secondary education and lower
professional education with lower technical education as the most significant type.
In 1991, more than three quarters of boys chose general secondary education and
less than one quarter chose lower professional education. The latter group
consisted for around one fifth of boys in individual or special education.

In conclusion, the relative position of lower technical education compared to
other types of post-primary education was quite stable up till the sixties. Around
the time of the implementation of the Secondary Education Act, the relative
number of boys who chose lower technical education after the primary schools
decreased, just as did the relative attendance at lower technical schools. The
decline was temporarily halted in the seventies with the introduction of a four year
course. Both the choice after primary school and the relative attendance showed
an increase. After the early eighties, a new decline set in. The combination of a
decreased choice for lower technical education and an absolute drop of youth
resulted in a severe drop in the number of students.

Review of the theoretical framework. Analysis of the (sub-)
system. The (sub-)system characteristics. The changes of the system have been
interpreted with the system characteristics. The structural relations of a system in
general have been described with four characteristics from the combination of the
dichotomies of external or internal relations and diversity or correspondence. The
Dutch educational system has been characterized by a) more emphasis on the
relations of correspondence, unification and systematization, than on the relations
of diversity, differentiation and specialization, signifying a relative centralist
character, and b) a shift in time from the external relations, unification and
differentiation, to the internal relations, systematization and specialization,
signifying a transformation to a modern educational system.

Dutch lower technical education has been analyzed as a subsystem of the
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general educational system in the Netherlands. The subsystem's relations have
been defined with six characteristics from the combination of the dichotomy of
relations of either correspondence or diversity, and the trichomoty of internal
relations, relations with the general system, and relations with the environment.
The usefulness of these characteristics is clarified below and summarized in
scheme 9.1.

The relations of diversity were prominent in the first phases of the subsystem
of Dutch lower technical education. It provided specialization to different
professional fields with at least woodcraft and metalcraft. Later, both new fields
and specializations within the original fields were also established. In the fifties,
32 fields were recognized. The specializations were relevant both for different
parts of the Dutch economy and as possible choices for students. The growth of
lower technical education coincided with the increase in the proportion of industry
among the Dutch professional population, especially with the sharp post-war
increase of industrial professions . However, a sharp relative decline appeared in8)

industrial jobs after 1975, again parallelled by a drop in attendance. Subsequently,
religion became a diversifying factor. In the thirties and particularly the fifties,
denominational furcation of the educational system stretched out to lower
technical schools. Initially, the subsystem was distinguished from other
educational facilities to a great extent. Finally, the distinction to the educational
system was less relevant. The diversity in the subsystem expanded, as other types
of internal differentiation than that of professional field were established.

The relations of correspondence were weak in the subsystem's first phases but
stronger in the end. Initially, the subsystem served some local industrial needs.
Later, it served a national policy of industrialization. The subsystem's relation
with the State was weak or even absent in the beginning and subsequently
intensified continuously. The subsystem's relation with the educational system was
almost absent in the beginning. Just like the increase of centralization by the State,
the correspondence with the general system grew. From 1963 onwards, it was the
most important relation. The internal relations of correspondence also increased.
More resemblance between schools and courses was enforced by official
regulations.

With regard to the level of relations, the relations of the subsystem with the
environment of education were important from the beginning. A shift took place
from an accent on relation with the economy to an accent on a relation with the
State. The relations of the subsystem with the educational system were absent or
negative at the beginning and tightened from then on. A shift occurred from
relations of diversity to relations of correspondence. The internal relations of the
subsystem were relevant throughout this period. In this process, both the relations
of diversity and of correspondence developed to a greater extent.
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level/relation CORRESPONDENCE DIVERSITY

ENVIRONMENT Increase of relation with the State from Increase of professional fields until the
neglect to centralization fifties, subsequently a strong decrease
An increase of correspondence with the From the thirties onwards, an increase
economy until the fifties of denominational schools
(industrialization) and subsequently a
loss of correspondence

EDUCATIONAL From neglect to incorporation and From neglect to integration
SYSTEM integration (generalization,

harmonization)

SUBSYSTEM OF Combination of theory and practice Duration of courses (3-2-3-4 years)
LOWER More uniform courses enforced by Professional fields
TECHNICAL Ministerial decrees Individual technical education
EDUCATION Streams (CBA, PT, ABC+D)

Scheme 9.1: Structural characteristics of technical education

In summary, in 1863 no (sub-)system of daytime lower technical education
existed. In 1891, a (sub-)system existed with a direct relation to the environment
and almost no relation with the educational system. It was a relatively
decentralized (sub-)system. In 1921, the (sub-)system was legislated. Its relation
with the educational system had grown although it continued to be weak. Lower
technical education was a relatively autonomous and decentralized subsystem. In
1945, the subsystem had lost some autonomy and had become more centralized.
It was also linked to religion. In 1963, it had lost more autonomy and had become
even more centralized. It had become a subsystem of a subsystem of the
educational system. In 1993, it was integrated even more into the general system.
It had lost its relations of diversity with the educational system, and hardly had
any relation with the environment. It had actually ceased to exist as a subsystem
of its own, and was fully integrated within the educational system. Scheme 9.2
pictures the change in relations.

1863 1891 1920
Economy State Religion Economy State Religion Economy State Religion

L.Tech.Educ. Educ.Syst. L.Tech.Educ. Educ.Syst. L.Tech.Educ. Educ.Syst.
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1945 1963 1993
Economy State Religion Economy State Religion Economy State Religion

L.Tech.Educ. Educ.Syst. L.Tech.Educ. L.Tech.Educ.

Educ.Syst. Educ.Syst.

           = strong relation,            = weak relation

Scheme 9.2: Change of relations
of the subsystem of lower technical education 9)

The cultural characteristics. Besides the structural relations of the (sub-)
system, relations regarding its contents, the cultural aspect, have also been
distinguished. These relations have been characterized with the same two
dichotomies, external or internal, and correspondence or diversity.

On the external level, lower technical education served the need for craft
training from parts of local, subsequently national industries. However, it was
confronted with several competing ideas. Initially, this regarded the alternative of
theoretical education, either during the day or during the evening, and the
alternative of the apprenticeship system. The options available in time, next to no
education after primary school, have been distinguished according to two
dimensions: theoretical or theoretical-practical education and full-time or part-
time education (scheme 9.3). The actual subsystem of lower technical education
was made up of the lower technical craft schools.

THEORETICAL THEORETICAL-PRACTICAL

FULL-TIME Citizen Day School Lower technical craft school
Lower general secondary education Short middle professional education
Pre-professional education

PART-TIME Evening education Apprenticeship system
Part-time daytime education

Scheme 9.3: The options of lower education for technical jobs

The lower technical craft schools were confronted with the criticism that they
could not serve all crafts. This criticism was first met by expansion of the number
of professional fields and subsequently by their generalization and reduction. In
time, a distinction between a lower and middle level was made. Later, an extended
lower level was also introduced, replaced by a distinction between lower, middle,
and higher in 1963. The change of name from lower technical craft school to
lower technical school symbolized the shift from craft training to training for
factory work with technical insight. Subsequently, a gradual shift took place in the
aim of education: from training to preparation, to orientation, and to pre-
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professional education. The initial principle of craft training disappeared without
a consistent alternative.

On the internal level, lower technical education was characterized by the
combination of theoretical and practical subjects usually in a three year course
from the start. Initially, the main distinction was between theory and practice. In
time, the position of professional theory and drawing changed, resulting in a main
distinction between professional subjects and general subjects. The proportion of
the latter subjects increased, and the process of generalization continued. Personal
development became a new leading motive. Generalization also affected the
professional fields. They were combined into a smaller number of more extensive
subjects. At the same time as the process of generalization, a process of internal
differentiation according to development or ability arose. This led to separate
individual technical education and to streams in examination level.

CORRESPONDENCE DIVERSITY

EXTERNAL Craft training Alternatives: a) evening education, b) general
/ SOCIAL-  post-primary education, c) apprenticeship system
CULTURAL Limited number of crafts

Shift from training to preparation, to orientation,
 to pre-professional education

INTERNAL Combination of theoretical Increase of generalization
/ LOGICAL and practical subjects Increase of harmonization

Increase of internal differentiation

Scheme 9.4: Characteristics of the contents of lower technical education

Analysis of the interaction. The analysis of educational interaction has been
undertaken in several steps. Below, these steps are discussed and illustrated with
historical facts. No full historical account of any step is pretended.

The definition and analysis of interest groups. Four types of interest groups
have been defined by the combination of system external or internal groups, and
official or private groups. Political, external official groups were active starting
with King William I and his Royal Decrees. From the second part of the 19th
century onwards, the main political groups were (assistant-)ministers, such as the
Liberals Thorbecke, Geertsema, and Tak van Poortvliet, the denominational
ministers Kuyper, Visser, and Cals, and the Social Democrats Van Kemenade and
Wallage. At certain times, Parliament and parliamentary factions were significant
particularly in 1891 with respect to State subsidy, in 1919 with regard to the
Industrial Education Act, around 1949 with regard to the preparatory year
experiments, and around 1970 regarding the four year course. The State was also
essential in financing the schools.

External, private groups were very active in the foundation of lower technical
education and its financing. Up to 1891, all costs were paid from school fees,
private subsidies and gifts, supplemented by municipal and provincial
contributions . After 1905, this was the case for 50 % of the costs and after 192010)
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for 30 %. In the end, the State provided for all costs. External groups were also
active in reducing legislation to the main principles. At the end of the twenties,
the big industries called for shorter courses. After the war, external groups
promoted the process of generalization. When this process was accomplished,
external groups shifted their interest to middle professional education.

Administrative, official system-internal groups were active after the
establishment of the subsystem. In 1899, a supervisor for craft schools was
appointed. Also, ministerial committees such as the Integration Committee,
retrenchment committees, the Goote and Faber-Hennequin Committees were
significant, just as advisory councils such as the Council on Education, the
Scientific Council for Government Policy, and the less formal Lochem Talks were.
In the Netherlands, an educational superstructure arose in the sixties and seventies
which included the study committees for renewal of lower technical education.
The administrative groups were significant in the furtherance of higher and more
uniform educational standards and more generalization in particular. The
elaboration of Archer's theory by assuming the existence of this fourth type of
interest group, has shown to be useful.

Finally, professional, system-internal private groups were also very active.
These groups included associations of teachers, directors, and school boards.
Subsequently, a differentiation of these groups according to denomination took
place. After the war, co-operation with organizations from other types of industrial
education occurred, after 1963 followed by organizations of primary and
secondary education. Even mergers of organizations took place. Professional
groups were active with respect to the position of teachers, course duration,
teacher training, and the furtherance of internal differentiation.

The structural and cultural position of a group have been assumed to
condition its strategic interests. Two distinctions have been made, namely between
necessary and contingent relations and between complementary and contradictory
relations. System-external groups were usually contingently related. For instance,
external groups only became related to the State during the period when State
subsidies were made available to lower technical craft schools. System-internal
groups usually were necessarily related. For instance, the inspectorate and the
schools co-operated in the realization of a four year course with the respective
motives of personal development of the youth and higher status of schools. At
times, the presence of complementary or contradictory interests was very
significant. An example of complementary interests was the furtherance of
industrialization and a longer course at technical craft schools. Contradictory
interests appeared for instance in the debate as to the most relevant type of
daytime technical education. While in the first periods the relations between
interest groups were mostly of a contingent and contradictory nature, these
relations actually had a necessary and complementary nature in time. The change
in relations contributed to a change in strategy from competition to negotiations.

The analysis of interest groups has been explicated in several steps. The first
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step has been the analysis of their views. The interest group views have been
distinguished according to the role of the State, the social structure, and education.
Initially, the views of external interest groups regarding the role of the State was
one of support for private initiative. Professional groups wanted more security
from the State and political groups wanted more financial control and
interconnection. The increasing role of the State was disputed by interest groups
at times of preparation of legislation, retrenchment measures, and educational
renewal. At first, the view on the social structure was one of support for industrial
crafts. Minister Kuyper, and at a later time Minister De Visser, had a distinct view
on three types of workers that education should prepare. Later, technical education
was seen as contributing to industrialization. In the end, the aim of craft training
was reduced to pre-professional education. The view on education was initially
one of craft training with combined theoretical and practical subjects. This view
shifted to a contribution to personal development. At the same time,
generalization of the courses and internal differentiation to development or ability
became important.

The second step has been the analysis of conditions of interest groups. Three
main conditions for educational interest groups have been mentioned: availability
of resources, the relations with other interest groups, and the internal organization
and superimposition. The availability of resources was important, e.g. external
groups were able to initiate schools but not maintain them after their success.
After the war, external groups did not have sufficient financial resources to adapt
lower technical education and depended on groups with political power. On the
other hand, workers' organizations had little influence due to a lack of resources.
Relations between interest groups were significant, e.g. in the realization of
denominational technical craft schools and the termination of the Faber-
Hennequin Committee. Internal organization and superimposition were relevant,
for instance with respect to the Department's efforts in promoting technical
education after the war, and the negligence of external groups to uphold technical
education in the eighties.

The third step has been the analysis of the resources of interest groups. Three
sorts of resources have been mentioned: political power, material wealth, and
professional expertise. All three resources were present. Political power existed as
a result of the authority of the King, governments, ministers of education, their
staff officials, political factions, and also as a result of the influence of non-
political groups. Material possession was essential in the financing of lower
technical education, initially by private groups and subsequently by the State and
the municipalities. Professional expertise was meaningful in establishing teacher
training courses, educational renewal, and internal differentiation. Initially,
material wealth was most important, subsequently political power became
significant and finally professional expertise.

The fourth step has been the analysis of the use of means by interest groups.
Three types have been distinguished: the use of coercion, resources, or ideologies.
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The use of coercion was mostly important for political groups. Examples were the
Minister limiting the duration of courses, the Lochem Talks which presented
accomplished facts to Parliament, and the inspectorate enforcing a four year
course by stimulating experiments. The relative use of resources was significant
for the foundation of local technical craft schools. It also prevented the rise of the
apprenticeship system. The use of ideologies was important in the process of
generalization.

The processes of interaction. By combining four types of interest groups with
two out of the three probable resources, eight types of interest group activity have
been distinguished. All types of activity have been found in the analysis of Dutch
technical education. On many occasions, political manipulation was very
significant (acts, decrees). Political transaction was meaningful from 1892
onwards. External transaction was very important in the beginning. However,
political transaction subsequently replaced external transaction as the most
important form of transaction. External pressure appeared incidentally, e.g. in
preventing a detailed Industrial Education Act, the shift to two year courses, and
the process of generalization. Administrative manipulation was significant at
some times after 1899, particularly in the activities of the inspectorate and of the
Ministerial or Governmental advisory committees. Administrative initiation was
used particularly after 1940, for instance in the process of generalization and the
extension of courses. Initially, internal initiation was important only with respect
to teacher training courses, but later it played frequently an important role, e.g. in
the Lochem Talks and the process of internal differentiation. Professional pressure
was used on many occasions, e.g. with regard to the change in course duration.
Scheme 9.5 gives an indication of the relative weight of these eight types of
activities.

TYPE OF ACTIVITY DEGREE

political manipulation negative at first, positive later, indifferent recently
political transaction important from 1892 onwards
external transaction very significant at the start, diminishing subsequently
external pressure incidentally
administrative manipulation incidentally
administrative initiation incidentally, specifically 1945-1975
internal initiation incidentally, specifically 1945-1975
professional pressure regularly

Scheme 9.5: Degree of presence of activities of interest groups

The assumption underlying the typology has proved to be valid, namely that each
interest group only used two out of three resources. Political and external groups
did not use professional expertise, and administrative and professional groups did
not use material wealth. The use of the eight types of activity has proved to be a
useful elaboration of Archer's theory.

An activity always involves a relation between groups. A first assumption has
been that activities based on power, either for the purpose of manipulation or
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pressure, could be directed at all kinds of groups. This assumption has proved to
be true. A second assumption has been that activities based on wealth were
primarily directed at system-internal groups. This has also proved to be valid as
long as school boards and the study committees of associations of school boards
were regarded as system-internal groups. The last assumption has been that
activities based on expertise were primarily directed at system-external groups.
This has only proved to be true at the beginning. Professional and administrative
groups also used their expertise in relation to other professional, and to
administrative groups later on.

When the degree of presence of relations between interest groups is viewed
from the side of the receiving party, activities were most frequently directed at
professional groups. This is not surprising as the purpose of interaction is
educational change. After the professional groups, the most addressed groups were
respectively political groups, administrative groups, and external groups. This
order is plausible, given the centralized character of the Dutch educational system.

Primary action. The analysis of primary action has been reformulated into
three steps: the available options, primary actors' evaluation of these options, and
the accumulative effect of their choices. The available options for boys consisted
mainly of two possible choices after primary school. The first choice was between
attending daytime education or entering the labour market. In the latter case, an
additional choice could be made between part-time education such as evening
courses or the apprenticeship system or no education at all. In the former case, an
additional choice could be made between vocational education or general post-
primary education. The option of entering the labour market was no longer
available after extending the number of years of compulsory education between
1949 and 1973. In the end, therefore, only the choice between vocational
education and general secondary education remained.

Initially, the evaluation of these options depended to a large extent on
financial motives. These motives were direct, in the form of school fees compared
to a lack of income during the years of prolonged schooling. They were indirect
in the form of an expected higher income when entering the labour market at a
later stage with a higher qualification. Subsequently, the motives shifted to the
relative position within the age group. As more boys went on to a form of post-
primary education, other boys followed their example. The expected profits
remained an important motive in choosing a specific type of post-primary
education. Due to the process of generalization, the differences in profits between
lower professional education and general secondary education grew less. The
attraction of lower professional education diminished when lower professional
education gradually lost its function as qualification for the labour market and
middle professional education was preferred as the access to the labour market.

Boys' final choices were reflected in the attendance of the lower technical
(craft) school. For a long time, even despite a halt to the number of schools and
a reduction in course duration, the number of students in lower technical
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education grew steadily. At the same time, the number of students in general
secondary education also increased at the cost of the option of work after primary
school. The relation between the two options remained relatively stable. This
relatively constant relation was disturbed when work after primary school
vanished as an available option, and choices narrowed down to either general
secondary or vocational education. From then on, a gradual shift took place
towards increased attendance to general secondary education. This shift was
encouraged by the rise in youth unemployment, the introduction of courses of
short middle professional education without the requirement of previous
certification, the debate on continued elementary education in which further
generalization was undisputed, and the policy towards comprehensive school
communities.

During this process, a shift took place in student population at lower technical
schools. Initially, this population consisted of well-motivated boys from the lower-
middle and the upper-labour class, the future craftsmen. With the increase of
students, the population shifted to include more boys from the lower classes, the
future workers of technological industries. In time, this resulted in an inflation of
average student ability and a larger spread in ability which was met with an
increase of internal differentiation. The process of generalization further
stimulated the decline in average ability. An hierarchy according to forms of
secondary education arose with lower professional education at the bottom. In this
process, lower technical education was transformed from education for the
technically able students to education for students less capable in general subjects.

In time, the relative position of corporate and primary actors changed. The
assumption that primary actors organize themselves in time and establish
corporate groups, has hardly been acknowledged. Only around 1969, were
organizations of the working youth active in promotion of educational facilities
and participation. However, the failure of this assumption lies in the age of the
relevant group. Boys aged 12-16 years could not be expected to organize
themselves as a national interest group. The expected change towards more
corporate actors occurred. The number of professional and administrative groups
rose, particularly after the emergence and recognition of this type of education. In
the post-war period, however, professional groups tended to merge. In the end,
hardly any specific interest group existed with regard to lower technical education.
The corporate groups showed the assumed shift towards improved organization
and imposition, although towards the end lower technical education was no longer
a priority.

The relation between corporate and primary action also changed. Initially,
corporate action was the main form of interaction. The supply of lower technical
craft schools stimulated the total number of students. This supply had solely
originated on private initiative. Later, it was stimulated by State subsidies. During
this phase, primary action was relevant in a negative sense, as students averted
from the citizen day schools. For a long time, corporate and primary action
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supplemented each other, both directed at an increase of attendance. Primary
action became more relevant in the thirties after the reduction of course duration.
This reduction was primarily defended with financial reasons. Primary actors
reacted with a sharp increase of attendance as the relative costs of longer
schooling diminished, due to fewer years of schooling and the increase of
unemployment. After the war, corporate and primary action reinforced each other
for a long period of time. In the eighties, this relation changed. Primary action
became an autonomous power. The drop in attendance was not controlled by
corporate actors. The decline in demand became more important than the supply
of educational facilities. In the end, corporate actors were forced to dissolve the
subsystem.

The relation between system and interaction. The relation between system
change and interaction has been studied by using an extended analytical cycle
consisting of three phases: a) analysis of the original structure and culture, b)
interaction of corporate and primary actors with regard to the original situation,
partly conditioned by and partly independent from this situation, and c) the
changes in structure and culture as a result of the previous phases. It has been
assumed that this analytical cycle can be used for shorter periods than the two
periods Archer has analyzed.

The extended analytical cycle has proved worthwhile in studying six periods
in the history of lower technical education in the Netherlands. At the end of each
period, the subsystem of lower technical education showed features distinct from
the features at enf of the former period. Both cultural and structural aspects have
been relevant. A relevant cultural aspect was the combination of theory and craft
related practice at schools. Structural aspects were the financing of schools and the
course duration. Cultural and structural change were related to each other at
certain times. For instance, the changes in the goal of the courses and their
duration were closely related to the need for industrialization, the desire to
stimulate personal development and the subsystem's relation with the educational
system. Internal differentiation arose at the same time as the process of
generalization and the subsequent closer link to the larger educational system.
Moreover, the interaction of corporate actors in each period has shown specific
characteristics and relations. Primary action also developed in time, just as its
relation with corporate action did.

Several assumptions have been made for the development of a subsystem in
relation to the general system and the environment. These assumptions
distinguished between the origins of a subsystem, the period of its development,
and the period of well-developed modern systems. The phase of the subsystem's
origins coincides with the period until 1891, and covers the first two periods as
described in this study. Two possibilities have been mentioned for the rise of a
subsystem which was not included in the educational system at its time of
origination. The first possibility was the establishment of new educational
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facilities due to political groups. In the Netherlands, this was the case with the
higher citizen school. Also, the establishment of common citizen schools for the
future lower middle class was attempted in this manner. The second possibility
was the establishment of new educational facilities due to the initiative of external
interest groups. This was the case with denominational primary schools and also
with technical craft schools. It has been assumed that the structure of the
educational system did not affect the actual outcome of these two possibilities.
This has proved to be correct, as the rise of a subsystem of daytime technical
education by way of private initiative occurred in a relatively centralized general
educational system. The limitation to two possibilities was based on the
assumption that system-internal groups could not establish a new educational
subsystem. This assumption has not been countered. The examples of internal
initiation, such as internal differentiation and teacher training courses, stemmed
from a time that the subsystem was already well-established.

Additional assumptions have been made for the development of a subsystem
after its phase of origination. This regards the period 1892-1963 as described in
three chapters. While it has been assumed that the character of the educational
system did not affect the manner of origination of a subsystem, it was also
assumed that it did relate to the development of a subsystem. In centralized
systems, the relations of correspondence would become most significant, while in
decentralized systems the relations of diversity were important. This assumption
seems to hold in the case of lower technical education in the Netherlands. The
Dutch educational system has been characterized as being centralized. Initially,
the subsystem's relations of diversity and its relations with the environment were
most important, due to its manner of origins. A steady increase in relations of
correspondence and relations with the educational system occurred after the
establishment of a system of daytime lower technical education. After 1946, these
relations became more important than the former ones. The characteristics of the
educational system affected the development of the subsystem indeed. In this
period, the structural incorporation of the subsystem was accomplished by the
subsequent phases of legislation, centralization and generalization.

Final assumptions have been made about the development of a subsystem in
modern well-developed educational systems. This regards the period after 1963
as described in the last historical chapter in this study. It has been assumed that
in modern educational systems internal relations would develop more strongly
than external ones. This assumption has distinguished between centralized and
decentralized systems and has been applied to subsystems. In modern centralized
systems, the relation of the subsystem with the general educational system would
become more important than the relation with the environment, while in
decentralized systems the internal relations would become more important than
the relations with the educational system. The former has been true in the case of
the subsystem of Dutch lower technical education. The process of generalization
had led to a decrease of the subsystem's relation with the environment. Although
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the development of internal relations preceded the development of relations with
the general system, in the end the relations of correspondence with this system
were developed more strongly than the internal ones. This process was elaborated
to such an extent that the distinction between subsystem and general system
vanished in both a structural and a cultural sense. The incorporation of the
subsystem into the general system was complete. The tendency towards a modern
and centralized educational system was so powerful that the subsystem was unable
to keep its identity, viz. the relations of diversity with the general system.

Conclusions. The development of lower technical education has been
studied in six distinct periods. This paragraph draws conclusions regarding the
full period. These conclusions are presented according to the three types of
relations of the subsystem: first the subsystem's relation with the environment,
second its relation with the educational system, and finally the internal relations.

The relation of lower technical education with the environment concerned the
economy, religion, and the State. For a long time, the subsystem of lower technical
education had strong links with the economy. Its rise and development paralleled
the increase of mechanization. However, no direct relation existed . For11)

instance, the relative attendance increased in the thirties, a period of economic
crisis and little labour market prospects. In time, the link with the economic sector
of Dutch society loosened. This coincided with the process of automation of Dutch
economy and a drop of relative employment in industries. Technical education's
looser relation with the economy was reflected in the shift of goal to personal
development instead of professional training and an emphasis on general, flexible
capacities rather than technical skills. Paradoxically, the process of generalization,
also advocated by economic groups as more suitable for industrialization, resulted
in a type of education which was less relevant to them. At times, big and small
industries had different interests. In the 1890's, the big industries preferred the
apprenticeship system, and around 1930 they preferred shorter courses. In the
post-war period, big industry endorsed generalization to such an extent that
courses lost their significance for small industries. Originally, the lower technical
craft schools mainly served children from the lower middle or upper lower classes.
After the full participation in post-primary education, it also served children from
the lowest classes. In time, the subsystem became the relevant type of education
for a group with lower average abilities. Degradation and generalization went
hand in hand.

From the end of the twenties onwards, denomination was also a relevant
environmental factor. This was hardly an effect of independent action towards
vocational education, but a side-effect of the original school struggle with regard
to primary education. After the pacification of 1917, the denominational furcation
of schools also spread to vocational education. Remarkably, this process
contradicted the original views of prominent denominational politicians, such as



Conclusions 399

De Visser and Kuyper. Denominational technical schools accounted for most of
the growth in the number of schools during the post-war period. The end of the
Faber-Hennequin Committee was also accomplished on the basis of the principle
of freedom of education. The furcation among schools remained stable after the
completion of the growth of schools. Subsequently, the choices of students for a
specific school shifted to practical grounds, such as vicinity.

From 1892 onwards, the State was more closely involved with lower technical
education. This involvement concerned finances, supervision, and legislation. The
increase of involvement was a consequence of large State subsidies. After the
adoption of the Industrial Education Act and despite its intentions, centralization
by the State continued. This was largely a consequence of the financial
circumstances in the twenties and thirties and the national policy of
industrialization after the war. Finally, State legislation increased in range and
intensity as a result of the process of harmonization and comprehensivation in
secondary education.

On the whole, the change of relation of lower technical education with the
environment has been interpreted as a centralization by the State and a separation
from economy. Both effects were largely unintended.

The second relevant type of relation was that with the educational system. In
the long term, lower technical education was increasingly incorporated into the
general educational system. On two occasions, the subsystem of lower technical
education stood in a relation of competition with general post-primary education:
at the start of the subsystem and at the end. At the start, technical craft schools
had to prove their existence in competition with citizen day schools which were
intended for the same group of youth. Once the citizen day schools had vanished,
the technical craft schools developed themselves without interference by general
post-primary education. The total group of youth was quite large, and for a long
time the potential for expansion was not hindered by the other type of education.
This situation ended with the post-war expansion of participation in post-primary
education and the rise in the number of years of compulsory schooling.
Competition between industrial education and general education re-appeared
when nearly all youth attended a form of post-primary education. Industrial or
professional education tried to strengthen its position by adopting characteristics
of general education leading to more general subjects, a first and a second general
year, and followed by combined lower professional education. In the end, this
strategy turned against the subsystem. It had adopted so many characteristics of
general education that it lost its own identity. The process of generalization and
incorporation was concluded with a full integration in continued elementary
education. The process of incorporation was intended by several interest groups.
However, the final consequence of full integration was only intended by some
groups at a time when the actual development of the subsystem left no other
choice.

The third relevant type of relations were the internal ones. The long term
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internal changes of lower technical education were the increase of generalization
and internal differentiation. In the post-war period, the process of generalization
had taken on the following forms (see table 9.4):

1945 1957 1975 1992

duration of courses
number of general years
number of weekly lessons
total number of weekly lessons

2 years 3 years 4 years 4 years
- 1 year 2 years 3 years

44 32-36 30 32
88 104 120 128

official aim craft professional professional preparatory
training preparation orientation professional

education

professional fields 10 16 to 32 7 7

lessons general subjects
lessons professional subjects *)
free lessons

18 38 59 75
70 44 21 24
- 22 40 29

   *) professional subjects are: professional theory, professional drawing and practice

Table 9.4: Changes in contents of lower technical education
as a result of generalization between 1945 and 1992 12)

a) the introduction of two first years of general education, b) a reduction in the
number of lessons for professional subjects in the last two years, c) the
combination and generalization of professional fields, and d) a shift in goal from
craft training to preparation, to orientation, and to pre-professional education. The
combination of fewer lessons in professional subjects and the transformation of the
official aim altered the original integration of theoretical and practical education.
The present practical education in continued elementary education is little more
than the introduction and practice of some basic skills. The subject of technique
has been transformed from technique at the work place to a more extensive subject
of technique at work and home.

The process of internal differentiation took on the following forms. From the
beginning onwards, a distinction existed according to professional fields. In all
schools, at least training for labour in woodcraft and metalcraft was provided. The
total number of fields provided for increased up to 32 in the fifties, and
subsequently dropped to seven general ones. At the end of the fifties, a second type
of differentiation arose according to streams of ability. This differentiation was
mainly on the examination level and only in some cases extended to the classroom
courses. Originally, the differentiation was according to C-, B-, and A-level,
followed by P- and T-streams, and concluded with A-, B-, C-, and D-streams. The
third form of differentiation was according to development, and led to individual
technical education for those who lagged behind. Besides the differentiation in
schools, distinctions existed between schools according to professional fields,
denomination, and subsequently type of school community. The process of more
internal differentiation after the initial distinction according to professional fields
was not made for economic reasons. It was mainly advocated by professional,
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administrative, and political groups due to concern regarding the individual
development of the youth. It was advanced by the attendance of post-primary
education by all youth instead of only those who were more able and motivated.

The end of the subsystem of lower technical education was the outcome of
structural and cultural factors and interaction. The factors were the continuation
of the processes of generalization and the incorporation and the change of position
in the whole of educational facilities for youth. The interaction regarded the loss
of interest by economic interest groups and specific professional groups, and the
tendency towards control from political and administrative interest groups.

This publication has been presented as a historical-sociological study. As a
historical study, it is more longitudinal than the studies available till now. It
provides for a description of historical findings on a macro object during two
centuries in a coherent way. Furthermore, it gives a systematic, theoretically
founded interpretation of these findings. As a sociological study, it provides for
a theoretical framework based on Archer's theories. As such, it can be viewed as
a research program in the sense used by Imre Lakatos . Archer's original theory13)

in her Social Origins of Educational Systems is the core of this program. The
additions made by Archer  are supplements to this core. This study provides new14)

supplements , particularly with regard to the definition of a system and a15)

subsystem, the analysis of interest groups, and the extended analytical cycle.
At the same time, this study is limited in several ways. These limitations were

intended, or were recognized as inherent to Archer's original study. Most of all,
this study only concerns one subsystem of one educational system. The usefulness
of the additions to the original theory have to be tested by studying other systems
and subsystems. For instance, the development of technical education in the
Netherlands has followed a different path than that of other countries, which
either emphasize theoretical education (U.K.), or have a dual system of learning
and labour (Germany). Likewise, the analysis of the origins and development of
the Dutch educational system and its (other) subsystems, on its own or in
comparison with other national systems, deserves more attention.

In terms of a research program, it can be stated that the program has been
supplemented, but that its range and applicability can still be enlarged, or even
challenged by other programs.
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have given a summary and discussion of criticisms on the reproduction thesis in the Netherlands.

31. The distinction between the individual, the organizational, and the institutional level is from J.W.
Meyer 1986 'Types of explanation in the sociology of education' in J.G. Richardson (ed.) Handbook
of theory and research for the sociology of education, p. 341-359.

32. E. Durkheim 1938 L'Evolution pédagogique en France (English edition 1977 The evolution of
educational thought) gives a description of the history of French education.

33. See J. Wolthuis 1992 'Macrosociology' in: B.R. Clark & G. Neave (eds.) The encyclopedia of higher
education. III. Analytical perspectives, p. 1858-1870.

34. R.H. Turner 1960 'Sponsored and contest mobility' in American Sociological Review 25/5, p. 855-
867. Reprinted in E. Hopper (ed.) 1971 Readings in the theory of educational systems p. 71-90.

35. E.I. Hopper 1968 'A typology for the classification of educational systems' in Sociology 2/1, p. 29-46.
Reprinted in Hopper 1971, p. 91-110, and Karabel & Halsey 1977, p. 153-166.



Notes 405

36. Hopper mentioned ideologies about who is selected and why: communistic, paternalistic, meritocratic,
and aristocratic ideologies. The typology of societies' educational systems according to these four
ideologies has become well-known, but neglects the first two dimensions. See Hopper 1971 for a
discussion of Hopper's typology.

37. B. Bernstein 1977 'Introduction' in Class, codes and control, vol. III (2nd edition), p. 1-33.
38. B. Bernstein 1971 'On the classification and framing of educational knowledge' in: M.F.D. Young

(ed.) Knowledge and control, p. 47-69, reprinted in Hopper 1971, p. 184-211, and Bernstein 1977,
p. 85-115. Two types of curricula have been perceived. A collection type has contents that are clearly
bounded and insulated from each other. An integrated type of curriculum has contents that stand in
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violence, served the groups or classes whose cultural arbitrary it reproduced. P. Bourdieu 1986 'The
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57. W.M. Buckley 1967 Sociology and modern systems theory.
58. P. Blau 1964 Exchange and power in social life.
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62. E. King 1979 'Review 'Social origins of educational systems' in Comparative Education 15/3, p.
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82. Archer 1982a, p. 8, gives an extended scheme of educational structure and interactions during the

three phases, combining the new concepts with those in Archer 1979, p. 616.
83. M.S. Archer 1985 'The myth of cultural integration' in  The British Journal of Sociology 26/3, p.

333-353, and M.S. Archer 1988  Culture and agency. Some noteworthy book reviews are H.P.
Müller in  Kölner Zeitschrift für Soziologie und Sozialpsychologie 40/4 (1988), p. 778-779, R.
Robertson in  Sociology 23/3 (1989), p. 474-476, S. Magala in  Organization Studies 10/4 (1989),
p. 575-580, E. Rambo in  American Journal of Sociology 95/5 (1990), p. 1356-1358, and E. Rambo
& E. Chan 'Text, structure, and action in cultural sociology' in  Theory and Society 19/5 (1990), p.
635-648. The main point of criticism is the sharp distinction between cultural and social systems and
interactions.

84. M. Archer 1990 'Theory, culture and post-industrial society' in  Theory, Culture & Society 7/2-3, p.
97-119, discusses several theories on post-industrialism, taking up Archer's former field of interest
for development of industrial nations, e.g. in M.S. Archer & S. Giner (eds.) 1971  Contemporary
Europe. Class, status and power and S. Giner & M.S. Archer (eds.) 1978  Contemporary Europe.
Social structures and cultural patterns.

85. M.S. Archer 1995 Realist social theory: the morphogenetic approach.

Notes chapter 2 'The theoretical framework'
1. The major steps in the construction of this framework have been made in a separate study subsidized

by the Netherlands Organization for the advancement of pure research, ZWO. J. Wolthuis 1987d
Fundering en operationalisatie van Archer's theorie over ontstaan en ontwikkeling van nationale
onderwijssystemen reports on this study.

2. M.S. Archer 1995 Realist social theory also gives an explanation of the morphogenetic approach.
As its emphasis is on the morphogenetic analytical cycle rather than the system concept, Archer 1995
has not been used as the principal line of reasoning in this study.

3. M.S. Archer 1979 Social origins of educational systems, p. 54.
4. A.C.J. de Leeuw 1974 Systeemleer en organisatiekunde.
5. See e.g. A. Giddens 1971 Capitalism and modern social theory, p. 141.
6. N. Luhmann 1982 The differentiation of society, partly a translation of Soziologische Aufklärung

vol. 1 & 2 (1970/1975); N. Luhmann 1984 Soziale Systeme. Also H.M. Jolles 1975 'Over reduktie
van complexiteit; een beschouwing over de sociologie van Niklas Luhmann' in Sociologische Gids
22/3, p. 169-189, and 22/5, p. 330-341, and A.H.J.M. Hoefnagel 1977 'Systeembenadering en
sociologie' in L. Rademaker & H. Bergman (eds.) Sociologische stromingen, p. 169-195. J.C.M.
Wachelder 1992 Universiteit tussen vorming en opleiding has studied the history of some Dutch
university courses with concepts from Luhmann's theories.

7. A.D. Hall & R.E. Fagen 1968 'Definition of system' in W.M. Buckley (ed.) Modern systems
research for the behavioral scientist, p. 81-92; citation from p. 81. See also Hoefnagel 1977.

8. L. von Bertalanffy 1968/1984 General System Theory, spec. p. 55-56.
9. T. Parsons 1951/1991 The Social System. See for a discussion of the theories of Parsons: H.P.M.

Goddijn 1963 Het functionalisme in de sociologie; P.S. Cohen 1968 Modern social theory; M.J.
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Mulkay Functionalism, exchange and theoretical strategy 1971; G. Rocher 1974 Talcott Parsons
and American sociology (French edition 1971; Dutch edition 1978); H.P.M. Adriaansens 1976
Talcott Parsons en het conceptuele dilemma (English edition 1980 Talcott Parsons and the
conceptual dilemma); P. Nijhoff 1976 'Talcott Parsons' in L. Rademaker & E. Petersma (eds.)
Hoofdfiguren uit de sociologie, deel 2: Modernen, p. 23-38; K. Menzies 1977 Talcott Parsons and
the social image of man; P. Hamilton 1983 Talcott Parsons and P. Hamilton 1992 Talcott Parsons.
Critical assessments.

10. W. Buckley 1967 Sociology and modern systems theory. Buckley has also been the editor of a book
from 1968 Modern systems research for the behavioral scientist.

11. Also K.W. Deutsch 1968 'Toward a cybernetic model of man and society' in Buckley 1968, p. 387-
400.

12. Originally, the concepts of variety and constraints have been elaborated by W. Ross Ashby. H. Teune
& Z. Mlinar 1978 The developmental logic of social systems discusses their significance.

13. Hall & Fagen 1968, p. 83.
14. Luhmann 1982, p. 257. Also Luhmann 1984, ch. 5.
15. Instead of the availability of education to all children, nationwide presence of educational institutions

is a geographical criterium. In a class society, some educational institutions are not accessible to
children from a specific class, while they are nevertheless present nationwide. Differentiated means
that several types of educational institution are present and, according to the last criterium, not
independent from one another. Control and supervision by the government does not imply that
education is a state monopoly or apparatus. 

16. Archer 1979, ch. 2.
17. Archer 1979, ch. 4 and 5.
18. Buckley 1967, p. 88-89.
19. Archer 1979, p. 173-182.
20. Archer 1979, p. 176, mentions Hall & Fagen 1968 with regard to the concept of systematization.

Possibly, the concept of unification have been derived from Etzioni's analysis of the significance of
control networks in collectivities. See A. Etzioni 1968 The active society.

21. The analysis of a system according to two dichotomies co-incides with a number of distinctions made
by sociologists. The distinction between external and internal relations was at the basis of Parsons'
four system requirements. The distinction between correspondence and diversity resembles Gouldner's
distinction between interdependency between objects (= correspondence) and functional autonomy
(= diversity). See A.W. Gouldner 1967 'Reciprocity and autonomy in functional theory' in N.J.
Demerath & R. A. Peterson (eds.) System, change and conflict, p. 141-169.

22. The derivation of the four system characteristics from two dichotomies is a logical one, and has to be
supplemented by a sociological analysis on the actual process of origins.

23. See Archer 1979 and Wolthuis 1987d.
24. The level of passage of regulation is distinguished according to the Constitution, a parliamentary act,

a government decree, a ministerial decree, and a departmental decree.
25. M.S. Archer 1982(c) 'Introduction: theorizing about the expansion of educational systems' in M.S.

Archer (ed.) The sociology of educational expansion, p. 3-64, esp p. 34 and 53, uses the concepts
of a negative and a positive educational hierarchy. A negative hierarchy implies systematization in
the sense of prohibiting access to specific educational institutions, while a positive hierarchy signifies
linkage of all educational provisions in terms of possible throughput. A positive hierarchy means a
greater degree of systematization, rather than a negative hierarchy.

26. M.S. Archer 1985 'The myth of cultural integration' in The British Journal of Sociology 26/3, p.
333-353, and M.S. Archer 1988 Culture and agency. Archer stated that the concept of culture has
been used within sociology in very different ways, but not discussed fundamentally for the reason of
the myth of cultural integration. Archer criticized this myth with the following points. No attention
is given to inconsistencies in cultural views. No interest is taken in the presence of alternative cultural
views. No account is given for the differentiation of a society confronted with certain cultural views.
The presence of conditions which may alter socio-cultural integration is denied.

27. The distinctions E.I. Hopper 1968 'A typology for the classification of educational systems' in
Sociology 2/1, p. 29-46, has made between ideologies of educational systems can be adopted for the
analysis of actual contents. M.A.J.M. Matthijssen 1982 De elite en de mythe contains a useful
distinction between historically subsequent ideologies or definitions of knowledge.

28. See H.R. Wagner 1964 'Displacement of scope: a problem of the relationship between small scale and
large scale sociological theories' in American Journal of Sociology 69, p. 571-584.

29. The distinction according to three levels for the subsystem's analysis is preferred to the possibility of
analyzing both the general system and the subsystem as separate systems, each with four system
characteristics. This latter option holds that the relation between these sets of system characteristics
has subsequently to be established. The distinction according to these three levels co-incides with
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Luhmann's statement that "every subsystem has only three system references: its relation to the
encompassing total system, its relation to other subsystems, and its relation to itself"; Luhmann 1982,
p. 264.

30. Also J. Wolthuis 1992/1994 'The analysis of educational interest groups' in  The School Field III/3-4,
p. 51-78.

31. Archer 1979, ch. 2 and 3.
32. Archer 1979, ch. 5 and 6. Also M.S. Archer 1981 'Educational politics: a model for their analysis'

in P. Broadfoot, C. Brock & W. Tulasiewicz (eds.) Politics and educational change, p. 29-56.
33. The distinction between political and administrative groups differs for each country. The decisive

criterium may be that officials who have received their position directly or indirectly as a result of
elections, and who may lose this position due to new elections, belong to political groups, while
officials who are independent from political, electoral changes belong to administrative groups.

34. J.M.G. Leune 1981 'Besluitvorming in het onderwijsbestel' in J.A. van Kemenade (ed.) Onderwijs:
bestel en beleid, p. 333-500, distinguishes between four tendencies of change in the educational
system which correspond to the four interest groups distinguished above: a) politicization, b)
democratization, c) bureaucratization, and d) professionalization.

35. Archer 1995, ch. 7.
36. Archer 1995, p. 216-245, 302-305.
37. In Archer's theory, the same three folded distinction reappears several times. This distinction is

between a) political or political-juridical aspects, b) economical aspects, and c) cultural and
ideological aspects, e.g. in the aspects of interest groups' views, the aspects of domination or assertion
in the phase of emergence of a state educational system, the kinds of interest groups, the conditions
for educational negotiations, and the possible resources for negotiations. This distinction resembles
classifications by Marx, Weber, Parsons, Etzioni, and others, and is used as a heuristic aid to
sociological analysis in this publication.

38. Archer 1979, p. 274-283.
39. Archer 1979, p. 400-407.
40. P.M. Blau 1964 Exchange and power in social life. Also P.M. Blau 1975 'Parameters of social

structure' in P.M. Blau (ed.) Approaches to the study of social structures, p. 220-253, originally
published in American Sociological Review 39 (1974), p. 615-635. The strategies prevent total
compliance to power. They are related to four conditions for maintaining independence and four
requirements for exerting power. Blau has also mentioned four structural implications.

41. Archer 1981.
42. Archer 1995, ch. 8, distinguishes between three levels in the analysis of agents or actors during the

process of social elaboration. The first order relations concern bargaining power, the second order
negotiating strength, and the third order transformational and reproductive power.

43. Archer 1979, p. 234-244.
44. Archer 1982(c).
45. According to Archer, these concepts have been derived from John Craig and Norman Spear's decision

making scheme, presumably elaborated in J.E. Craig & N. Spear 'The diffusion of schooling in
nineteenth century Europe', a paper presented at the Social Science History Association meeting,
Columbus Ohio, November 1978 (unfortunately not generally available). Also J.E. Craig & N. Spear
1982 'Rational actors, group processes and the development of educational systems' in M.S. Archer
(ed.) The sociology of educational expansion, p. 65-90.

46. Archer 1982c, p. 17-23, 36-40 and 49-53.
47. Archer 1995, ch. 8.
48. Archer 1979, p. 35-36. Also Archer 1995.
49. M.S. Archer 1984 Social origins of educational systems (university edition), p. 4-9, outlines the

assumptions underlying this analytical cycle.
50. Archer 1995, esp. ch 3, elaborates on downwards and upwards conflation.
51. A. Giddens 1979 Central problems in social theory. M.S. Archer 1982b 'Morphogenesis and

structuration: on combining structure and action' in British Journal of Sociology 23/4, p. 455-483,
reprinted in S.N. Eisenstadt & H.J. Helle (eds.) 1985 Macro-sociological theory, p. 58-88. Also J.
Clark, C. Modgil & S. Modgil (eds.) 1990 Anthony Giddens: consensus and controversy.

52. See also Wolthuis 1987d, especially part D.
53. The scheme without the two extensions is from Archer 1982b, esp. p. 468; see also Archer 1984, p.

8. Archer 1995 gives a triple morphogenetic cycle of structure, culture, and agency.
54. Archer 1995, ch. 9, represents structural and social-cultural elaboration in four possible combinations

of structural and socio-cultural morphogenesis and morphostasis.
55. The argument here is only that the same concepts can be used. Education at a former time cannot be

explained by education at a later time. 
56. Archer 1982(c). The precise relation of this phase compared to the former phase is not certain. The
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phase of inflation is most likely a sub-phase in the phase of elaboration of the educational system,
successive to the sub-phase of this system's growth.

57. Archer 1982c, p. 8, gives a comparable scheme, however, without mentioning cultural characteristics
and subsystem development.

Notes chapter 3 '1798-1863: The origins'
1. The main historical information is derived from the following sources. The most detailed and

systematic review of the history of the Netherlands is Algemene Geschiedenis der Nederlanden
(AGN, 15 vol.), 1977-1983, esp. vol. 10-15. A second thorough review is E.H. Kossman 1986 De
lage landen 1780/1980. Twee eeuwen Nederland en België (2 vol.). The chapters until 1940 have
appeared in English in 1978 as The low countries. Information on the economic developments is
provided in J.A. de Jonge 1976 De industrialisatie in Nederland tussen 1850 en 1940, on
technological developments in H.W. Lintsen e.a. (eds.) 1992-1995 Geschiedenis van de techniek
in Nederland (6 vol.), and on the social-economic development in the first half of the 19th century
in J.M.M. de Meere 1982 Economische ontwikkeling en levensstandaard in Nederland gedurende
de eerste helft van de negentiende eeuw, and on Dutch political history after 1840 in P.J. Oud &
J. Bosmans 1990 Staatkundige vormgeving van Nederland (2 vol.).

2. Information on the economic development of the Netherlands before 1800 is from I. Wallerstein 1974
The modern world system I; S. Schama 1987 The embarrassment of the riches (Dutch edition
1989); F. Braudel 1979 Civilisation materiélle. Economie et Capitalisme XVe-XVIIIe Siècle (3
tomes) (Dutch edition 1987-1990); J.I. Israel 1995 The Dutch Republic 1477-1806 (Dutch edition
1995); M.C. Jacob & W.M. Mijnhardt 1992 The Dutch Republic in the Eighteenth Century; Chr.
de Voogd 1992 Histoire des Pays-Bas (Dutch edition 1996).

3. The information on the guilds is from N.B. Goudswaard 1981 Vijfenzestig jaren
nijverheidsonderwijs, esp. ch. 1; N.L. Prak 1979 Geschiedenis van het ontwerp-onderwijs, esp. ch.
2; I.H. van Eeghen 1965 De gilden, theorie en praktijk; H.F.J.M. van Eerenbeemt 1977 Armoede
en arbeidsdwang; A.J.M. Brouwer Ancher 1895 De gilden; M.F. Onnen 1900 De opleiding van
den handwerksman; C.A. Elias 1891 Het leerlingcontract, esp. ch. 1; Th. A. Ellerman 1972 Het
Nederlandse leerlingwezen, p. 17-21.

4. The two main sources with regard to the history of Dutch education are Ph.J. Idenburg 1964 Schets
van het Nederlandse schoolwezen and P.Th.F.M. Boekholt & E.P. de Booy 1987 Geschiedenis van
de school in Nederland. The information in this paragraph has been gathered from E.P. de Booy
1987 'Het onderwijs voor 1795' in Boekholt & De Booy 1987, p. 1-85; N.L. Dodde 1987 'De
geschiedenis van het onderwijs' in J.A. van Kemenade (ed.) Onderwijs, bestel en beleid 3, p. 25-98;
J.F.A. Braster 1996 De identiteit van het openbaar onderwijs; J. Kuiper 1901 Geschiedenis der
wording en ontwikkeling van het Christelijk lager onderwijs in Nederland; F.P.C. de Kock 1949
De kerk en de volksschool; R.R. Post 1954 Scholen en Onderwijs in Nederland gedurende de
middeleeuwen; H.W. Fortgens 1958 Schola latina; H.A. Enno van Gelder 1972 Getemperde
Vrijheid; L.C.I. Bigot 1934 'Het Nut en het onderwijs' in Gedenkboek Maatschappij tot Nut van 't
Algemeen 1784-1934, p. 79-117.

5. The text of this formulary has been reproduced in E.J. van Det 1939 Zestig jaar bondsleven 1874-
1934 deel I, p. 37-38, and Fortgens 1958, p. 50-51.

6. The States General ruled that the children would be educated in the Christian Reformed religion,
taught to fear the Lord, become modest and obedient, learn knowledge, and acquire good skills. The
contents of this education consisted of reading, writing, and learning the Lord's Prayer and other
prayers, the Ten Commandments, and the main Articles of Faith by heart. Schoolmasters had to be
cleared by the classis and should be able to read promptly, write well, aptly sing the Psalms of David,
calculate as needed, and have a good teaching method. The school order has been cited in De Kock
1949, p. 106-110, and in A. Meylink 1857a Schets van de geschiedenis der staatsverordeningen
op het lager onderwijs, ch. 1. Also J.H. Meijsen 1976 Lager onderwijs in de spiegel der
geschiedenis. 1801-1976, p. 9-11.

7. A. de Geus & J. de Jeu 1982 'Social Origins of educational systems' en het ontstaan van het
Nederlands onderwijssysteem (1750-1820) in macro-sociologisch perspectief' in Info 13/5, p. 253-
270; Bigot 1934; Dodde 1987; H.C. de Wolf 1983 'Onderwijs en opvoeding in de Noordelijke
Nederlanden 1795-1813' in AGN 11, p. 36-46; N.L. Dodde 1971 Een onderwijsrapport; Idenburg
1964; Braster 1996, p. 84-95; A.M. van der Giezen 1937 De eerste fase van de schoolstrijd in
Nederland; P.Th.F.M. Boekholt 1987 'Eenheid en verscheidenheid in het onderwijs, 1795-1860' in
Boekholt & De Booy 1987, p. 87-145; J.H.G. Lenders 1988 De burger en de volksschool; J.F. Vos
1973 'Onderwijspolitiek in Nederland: democratie versus restauratie' in Tijdschrift voor
Opvoedkunde 19/3, p. 188-210; H. van Setten 1982 'Opvoedend onderwijs' Comenius 2/1, p. 5-36.

8. See the memorial publications of the Society Gedenkschriften der Maatschappij: Tot Nut van 't
Algemeen voor de eerste 25 jaar van haar bestaan (1809); Gedenkschriften der Maatschappij:
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Tot Nut van 't Algemeen voor de tweede 25 jaar van haar bestaan (1834); Gedenkboek
Maatschappij tot Nut van 't Algemeen 1784-1934 (1934); W.W. Mijnhardt & A.J. Wichers (eds.)
1984 Om het algemeen volksgeluk. Twee eeuwen particulier initiatief 1784-1984. Also P.N.
Helsloot 1993 Martinus Nieuwenhuijzen 1759-1793; W.W. Mijnhardt 1987 Tot heil van 't
menschdom. Culturele genootschappen in Nederland, 1750-1815; B. Kruithof 1990 Zonde en
deugd in domineesland, ch. 3; I. van der Velde 1959 'De Maatschappij tot Nut van 't Algemeen
1784-1959' in Pedagogische Studiën 36, p. 481-497; Van den Eerenbeemt 1977, p. 42-47.

9. See Kossman 1986. Also S. Schama 1977 Patriots and liberators. Revolution in the Netherlands,
1780-1813 (Dutch edition 1989). In 1811, under the reign of the Imperial Empire, two French
investigators, Cuvier & Noël, inspected Dutch education by order of Napoleon, and arrived at a very
positive conclusion regarding the state of primary education. They recommended Napoleon to
maintain the act and regulations of 1806, and this recommendation was followed. See Goudswaard
1981, p. 26-29.

10. Algemeene Denkbeelden over het Nationaal Onderwijs (1798). See for the significance of this
report Dodde 1971.

11. I. van Hoorn 1907 De Nederlandsche schoolwetgeving voor het lager onderwijs, 1796-1907
mentions the acts and regulations of these times. Also A.A.J. Meylink 1857b Officiele geschiedenis
der wet van 1806 voor het lager schoolwezen en onderwijs en van de reglementaire bepalingen
over dit onderwerp (2 vol.) and Meylink 1857a.

12. K. Mandemakers 1996 HBS en gymnasium argues that the French (and German) schools were
actually schools of secondary education.

13. Van Hoorn 1907, p. 294, 296.
14. The origins and initial activities of the school supervisors have been described in regional studies,

such as N.L. Dodde 1968 Het rijksschooltoezicht in de Bataafse Republiek, P.Th.F.M. Boekholt
1978 Het lager onderwijs in Gelderland 1795-1858, and J. Wolthuis 1982 'De
onderwijsvernieuwing in Groningen van 1800 tot 1820 en de rol daarin van de onderwijzers en hun
gezelschappen' Info 13/6, p. 273-316.

15. See Dodde 1971. A national organization and financing were not particularly secured.
16. The Decree is published in Bijvoegsel tot het Staatsblad van het Koninkrijk der Nederlanden.

Eerste serie 1813-1820. The Decree did not follow the advice of the Van Swinden Committee of
1809 to modernize Latin Schools' curriculum, and to substantiate secondary education as, for
instance, in the French system of higher, secondary, and primary education. See Vos 1973; G.
Bolkestein 1914 De voorgeschiedenis van het middelbaar onderwijs, 1796-1863; Fortgens 1958.

17. According to Idenburg 1964, p. 29-30, approximately 1806 public schools existed in 1811, of which
31 were only for girls, 551 schools were maintained by a private organization, and 581 by a private
individual. W. Frijhoff 1982 'Van onderwijs naar opvoedend onderwijs' in Werkgroep Achttiende
Eeuw Onderwijs & Opvoeding in de achttiende eeuw, p. 3-40, esp. p. 24, mentions 2464 primary
schools, of which 114 were for Jewisch children and 361 were combined with a French school. These
schools had 3023 teachers and around 165.000 students, which is approximately 60 % of youth aged
6-11 years. Most young people attended school for some years, although seasonal non-attendance was
high. K. Mandemakers 1996 Gymnasiaal en middelbaar onderwijs, I, p. 23-25, mentions that
14.500 of these students attended the French school.

18. The origins of a central national state and the formal separation of Church and State have
undoubtedly advanced the rapid realization of a state educational system. Nevertheless, the moment
of this system's origins, namely some decennia before the nations studied by Archer, and the exact
outcome of this process, a centralized system, can only be explained by the process itself.

19. Van Eerenbeemt 1977, p. 48-51. Such schools had the following advantages: the poor received a
small income, children were kept busy with learning labour-tasks, relief of the poor was less imposed,
and industry had cheap labour.

20. P.N. Helsloot 1984 'De Nutsbeweging' in Mijnhardt & Wichers 1984, p. 1-86, esp. p. 23, mentions
four places where labour-schools have been established: Sloterdijk, Bergen op Zoom, Oosterhout, and
Zutphen. Van den Eerenbeemt 1977 also mentions Venlo, Hoorn, and Maastricht.

21. J. Jongkind 1994 'Arbeid op school. Industrieschoolpedagogiek in Nederland rond 1800' in Comenius
14/3, p. 262-284.

22. Memorandum from the Agent of National Education, J.H. van der Palm, dated 9th of June 1800 in
Van Hoorn 1907, p. 20-73, esp. p. 32-33.

23. See Van Hoorn 1907, p. 212, and Goudswaard 1981, p. 22.
24. Goudswaard 1981, p. 92-93; MacLean 1977 'Het handels en nijverheidsonderwijs van 1800 tot 1850'

Kleio 18/1 p. 3-30, esp. p. 6; Jongkind 1994, p. 271-274.
25. Helsloot 1984, p. 36.
26. Jongkind 1994, p. 275, mentions an anonymous article in a pedagogical magazine from 1822 in

favour of the school teaching practical, craftlike skills, instead of demanding productive labour.
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27. The 1825 annual report on national education mentions these labour schools for the first time. In the
more prosperous Southern Netherlands, such schools were more common at that time: 85 schools with
10.399 children. See Verslagen nopens den staat der hooge, middelbare en lagere scholen in het
Koninkrijk der Nederlanden, 1816-1840 (1842), p. 210-211.

28. Goudswaard 1981, p. 10. According to Goudswaard, p. 9-10, Ankringa had already devised a plan
in 1796, which aimed at improving general knowledge and skills in all practical activities.

29. Goudswaard 1981, p. 23-26.
30. Prak 1979, p. 40, mentions four academies. Goudswaard 1981, p. 15, mentions such activities in

almost all important cities with Amsterdam in 1653 as the first. P. Knolle & A. Martis 1984 'De
Maatschappij tot Nut van 't Algemeen en het tekenonderwijs 1785-1900' in Mijnhardt & Wichers
1984, p. 263-296, esp. p. 264-266, mentions four academies: Amsterdam, Groningen (1797),
Arnhem (1802), and 's Hertogenbosch (1812). P. Knolle 1984 'Tekenacademies in de Noordelijke
Nederlanden' in M. van der Kamp e.a. (eds.) De Lucaskrater, p. 20-25, mentions early academies
in The Hague (1682), Leiden (1694), Utrecht (1696), Alkmaar (1697), and Amsterdam (1718).
Later on, academies or schools were founded or reorganized in Amsterdam (1765), The Hague
(1780), Utrecht (1778), Leiden (1799), Haarlem (1772/1796), Rotterdam (1773), Dordrecht (1774),
Middelburg (1778), Groningen (1798), Arnhem (1802), and 's Hertogenbosch (1812). The
differences in number of schools and the uncertainty with regard to their year of origins stem from
the level of education (only academies or also schools) and discontinuity of schools.

31. G.P.J. Verbong 1994 'Opleiding en beroep' in H.W. Lintsen e.a. (eds.) 1994 Techniek in Nederland.
V. Techniek, beroep en praktijk, p. 21-155, mentions on p. 39 a plan from 1779, signed among
others by the stadtholder and many rich patricians, which had called for protection of the art of
drawing and support for its practitioners.

32. Knolle & Martis 1984, p. 270-277 and 281-282. After 1817, more schools were founded. Until 1900,
at least 50 local departments were engaged in the foundation, maintenance, or management of
drawing schools.

33. Goudswaard 1981, p. 29-32, also p. 104-112. The Decree of 13th of April 1817 is cited in P.F.
Hubrecht 1880 De onderwijswetten in Nederland en hare uitvoering. D. Vierde Afdeeling. Allerlei
Instellingen van Onderwijs. Eerste Deel, p. 2-3. Also Verbong 1994, p. 61-62.

34. Goudswaard 1981, p. 108-109.
35. Goudswaard 1981, p. 33-35, and Verbong 1994, p. 63-69.
36. The courses concerned applied sciences instead of science itself. The participants were not required

to have a pre-academic schooling, and supposedly were daily active in industry. Also, the lectures had
to be given in Dutch, instead of the usual academic language of Latin.

37. Goudswaard 1981, p. 133-169.
38. Goudswaard 1981, p. 169-176; MacLean 1977, p. 13-14.
39. In Leiden, a complaint by the academy was neglected by the faculty. In Groningen, the teacher of the

industrial school sought an approach, but in this case the academy did not respond. After the end of
the Groningen industrial school, industrial education was nevertheless handed over to the academy,
with the approval of the national Government and the transfer of the subsidy and material means.
Goudswaard 1981, p. 133-169; J. MacLean 1977, esp. p. 7-11.

40. Goudswaard 1981, p. 162.
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107. Maurenbrecher 1961 gives a review of activities of the three study committees. Compared to the
Faber-Hennequin Committee, the work of the separate committees was more bureaucratic, broader
but not deeper, less renewing, and more affiliated with actual teaching practice.

108. Ontwikkeling van het Lager Technisch Onderwijs (1956).
109. Meijers 1983, p. 86-88.
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112. See De Rhoter 1961, p. 94-95.
113. Cals held the position of Minister of Education during two coalition governments of the

denominational parties and the social democrats, then during an interim government of
denominational ministers only, followed by a government of the denominational and the liberal
parties. In all, Cals served in seven governments: in two as Assistant Minister, in four as Minister, and
in one as Prime Minister. Knippenberg & Van der Ham 1993, p. 414-416.

114. See Het Nijverheidsonderwijs 8/8 (1954), p. 125-127. The Dutch Society for the Training of
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available as of 1959, due to the introduction of the term professional education.

171. Cited in Standaert 1968, p. 157. According to Knippenberg & Van der Ham 1993, p. 436, the
number of students in industrial education rose with 30 % between 1952 and 1957, with 40 % in
extended primary education, and with 43 % in pre-academic and secondary education.

172. C.B.S. 1989 1899-1989. Negentig jaren statistiek in tijdreeksen, p. 56.
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an Industrial Education Act which left room for change. He stressed that the Department's active role
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adaptation to the practice that State subsidy conditions were not only formulated in acts, but also in
Royal and Ministerial Decrees. The proposal was defeated for fear of threat to private, usually
denominational, education. Knippenberg & Van der Ham 1993, p. 567.

10. The facts on Ministers of Education are from H. Knippenberg & W. van der Ham 1993 Een bron van
aanhoudende zorg, p. 879-883. Also F.J.H. Mertens & C.M.M. Paardekoper 1995 'Het Ministerie
van Onderwijs en de inspectie' in N.L. Dodde & J.M.G. Leune Het Nederlandse schoolsysteem, p.
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12. P.N. Karstanje 1995 'Onderwijsondersteuning' in N.L. Dodde & J.M.G. Leune Het Nederlandse
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13. Knippenberg & Van der Ham 1993, p. 484 and 887-889, mentions 1140 employees at the

Department in 1966, 2062 in 1975, and a record number of 2947 in 1985. The numbers exclude
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14. J. Wolthuis 1981 Onderwijsvakorganisatie. In 1967, a neutral professional union, ABOP, arose
from separate organizations for primary and industrial education. In 1975, a Protestant association,
PCO, arose out of separate organizations for primary and professional education, followed in 1980
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15. Knippenberg & Van der Ham 1993, ch. 6. Also P.Th.F.M. Boekholt & E.P. de Booy 1987
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Geschiedenis van de school in Nederland.

16. For instance, the report of the Lievegoed Committee, L. van Gelder 1970 'Plaats van
beroepsonderwijs in het geheel van de onderwijsvoorzieningen' Onderwijs en opvoeding 21/2&3, p.
46-48 and 69-70, and the 1969 Discussion Report on democratization of education by Veringa, the
Minister of Education, and Grosheide, his assistant.

17. In 1969, a new Act on Compulsory Education [Leerplichtwet] was adopted, allowing for a ninth year
of compulsory education at a later stage. Some politicians had called for an immediate extension.
G.W. Brands-Bottema 1988 Overheid en opvoeding, p. 104f.

18. A longer period of compulsory education was usually the formalization of a previous situation.
Compulsory part-time education was a novelty in order to stimulate educational participation among
working youth. W.S. Baars 1979 Beschrijvingen van de beroepsopleidingssystemen. Nederland,
p. 33.

19. One of the first Dutch advocates of this type of education was L. van Gelder, professor of education
in Groningen. See e.g. Van Gelder 1970.

20. Knippenberg & Van der Ham 1993, p. 699-704 and 761-762.
21. In 1992, a new Act on Higher Education and Scientific Research [Wet op het Hoger Onderwijs en

Wetenschappelijk Onderzoek, WHW] was adopted, which included the former schools for higher
professional education. In 1996, full-time and part-time middle professional education, including the
apprenticeship system, were regulated in a separate Act on Professional and Adult Education [Wet
op het Beroepsonderwijs en de Volwassenen Educatie, BVE]. The consequence was that the range
of the Act on Secondary Education was limited further.

22. The OECD held its first conference of Ministers of Education in 1963. See Knippenberg & Van der
Ham 1993, p. 496. Relevant OECD-publications are Education and working life (Dec. 1977),
Policies for apprenticeship (Feb. 1979), Future educational policies in the changing social and
economic context (Aug. '79), and The future of vocational education and training (1983). In 1985,
the Centre for Educational Research and Innovation, CERI, published J.S. Coleman & T. Husén
1985 Becoming adult in a changing society on the transition to adulthood, including the relation
between vocational and general education. Coleman & Husén, p. 76, note a tendency towards a single
comprehensive stream of secondary education. However, they warn about the side effect of disdain
for manual and technical occupations.

23. In 1962, the UNESCO called for international co-operation between member states in the field of
technical and vocational education, e.g. to establish international norms for scientific and technical
units and symbols. See H. Warren 1967 Vocational and Technical Education, p. 173.

24. In 1963, the Council of the European Economic Community issued a Decree on vocational education
and training. Everyone should be enabled to receive an adequate training. Vocational training should
be based on general education. The harmonic development of individuals had to be promoted, and
the intellectual and moral development of youth advanced, just as their education towards citizenship
and their physical education. Besluit van de Raad van 2 april 1963 (63/266/EEG) in Verklaringen
inzake het Europees Onderwijsbeleid (June 1987), p. 205-209. The European Community pleaded
harmonization and standardization of qualification levels, in order that skilled workers might migrate
more readily. See Warren 1967, p. 172-173.
Since 1976, the European Community emphasized vocational training. This emphasis was intensified
when youth unemployment rose in the eighties. See statements by the European Community on
initiating model projects (from 9-2-'76 and 13-12-'76), alternating training (18-12-'79), providing
youth with vocational training or working experience (27-6-'80 and 11-7-'83), programs for
employment (22-12-'86), providing youth with at least one year of vocational training (1-12-'87), and
technical and vocational education after the compulsory school period (14-12-'89) in Verklaringen
inzake het Europese onderwijsbeleid 1988/1990.

25. With the exception of F. Meijers 1983 Van ambachtsschool tot LTS for the period until 1975.
26. Knippenberg & Van der Ham 1993, p. 474-476 and 486-488.
27. H.M.G. Leune 1976 Onderwijsbeleid onder druk and Knippenberg & Van der Ham 1993, p. 455-

457. The Inspector-General, M. Goote, had started these talks. In 1972, a new form of negotiations
was established, in which the Minister and his Department staff officials deliberated with
representatives from the four national professional centres. See Knippenberg & Van der Ham 1993,
p. 544-546.

28. Knippenberg & Van der Ham 1993, p. 488-491.
29. Nota van Wijzigingen Overgangswet W.V.O. Verslag der Handelingen van de Staten Generaal

1966-1967 [Handelingen], nr. 8453/8, p. 2.
30. Rapport van de Commissie Theoretisch Technisch Onderwijs (1968). Industry was assumed to

require youngsters with a fundamental education for the additional on-the-job training. Moreover,
lower technical education had become pre-education for middle technical schools.

31. P.A.A.M. Bressers & G.H.J.M. van der Zanden 1976 'Historische schets van de ontwikkeling van het
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lager beroepsonderwijs' Het Beroepsonderwijs, p. 7.

32. This view was enforced by psychologists and educationists who tested children on their intelligence,
and increasingly designated children scoring low to professional education regardless of their practical
abilities. Van Gelder 1970, p. 69.

33. The Act on the Apprenticeship System departed from a system of learning contracts between
employer and student. The student received training during the practice of a specific profession at the
work place, and both general and professional education at a school for profession-supporting
education for usually one day a week. This schooling met the future requirements of part-time
compulsory education for 16- and 17-year olds, and, initially, 15-year olds too. W.C.S. Laman Trip
1977 Het leerlingwezen in Nederland; also Th. A. Ellerman 1972 Het Nederlandse leerlingwezen.

34. Eindexamenbesluit LTO. Staatsblad 1970, S. 167, p. 393-398. Also Meijers 1983, p. 203-204. In
both streams, Dutch was compulsory. Theoretical students were also examined in another modern
language, mathematics, science, and two practical subjects from professional theory, professional
drawing, and practice. The practical students were also examined in professional theory and practice.
They had to choose two subjects from the following four: professional drawing, a modern foreign
language, mathematics, and science. This meant that they were examined in the Dutch language and
one or two other general subjects.

35. Meijers 1983, p. 291.
36. Bressers & Van der Zanden 1976, p. 6.
37. Already in 1963, the inspectorate for technical professional education stated that, instead of economic

motives, children's development should be decisive. In 1968, the Department of Social Affairs stated
that the social education of youth prevailed over their technical education, due to continued
automatization and mechanization. Meijers 1983, p. 210-211.

38. Memorie van Antwoord Ontwerp-Overgangswet W.V.O., 19 Oktober 1966. Handelingen 1966-
1967. Bijlagen. no. 8453/7, p. 7, 9.

39. Meijers 1983, p. 299-302, and Themagroep Lager Beroepsonderwijs 1975 De veralgemening van
het lager technisch onderwijs, p. 191-196, give a review of the experiments.

40. R. Standaert 1968 De ontwikkeling van het Beroepsonderwijs in Nederland sinds 1900 in het
Raam van het Voortgezet Onderwijs, p. 113; E. Velema 1963 Het oriëntatiejaar van het lager
technisch onderwijs, p. 163-164, as cited in Themagroep Lager Beroepsonderwijs 1975, p. 121;
Meijers 1983, p. 171. The experiment was supervised by social scientists.

41. Themagroep Lager Beroepsonderwijs 1975, p. 190.
42. Nederlandse Onderwijzersvereniging 1965 Nieuwe onderwijsvormen voor 5- tot 13-à 14-jarigen.

The report was written by a committee influenced by professor Van Gelder.
43. As cited by S.S. Elzinga 1968 Jeugd voor de drempel van het bedrijfsleven, p. 167-168.
44. Meijers 1983, p. 185-186 and 189-190, H. Vossen 1994 Mater Amabilis en Pater Fortis onder

vuur, p. 70-78, and Knippenberg & Van der Ham 1993, p. 519-521.
45. The committee was established after the 1964 publication of a report proposing the introduction of

a general second construction year in lower technical education, followed by two years of specialized
education. The inspectorate furthered the committee's activity, particularly after the appearance of
youth unemployment in the construction field around 1967. In 1968, the committee recommended
a four year course to the Assistant Minister, for reason of the diminishing employment for specialists.
In its final report of 1969, the committee mainly mentioned political arguments for a four year course,
namely the right to ten years of full-time education. Meijers 1983, p. 189.

46. Meijers 1983, p. 211.
47. SER 1968 Advies over het arbeidsmarktbeleid (1964-1968), as mentioned in Themagroep Lager

Beroepsonderwijs 1975, p. 247-253.
48. B.G. Ris 1971 Plaats en funktie van het huidige lager technisch onderwijs in nieuwe

onderwijsstrukturen.
49. Kerngroep voor Onderwijsvernieuwing 1967 Zicht op de toekomst. Grondslagen en doelstellingen.

Een bijdrage tot de diskussie over de ontwikkeling van het lager technisch onderwijs and 1973
Interim-rapport betreffende de grondslagen voor de ontwikkeling van het technisch onderwijs.
See Themagroep Lager Beroepsonderwijs 1975, p. 202-215.

50. As cited by Elzinga 1968, p. 166-167.
51. Meijers 1983, p. 220-221.
52. Meijers 1983, p. 190-191.
53. Meijers 1983, p. 191-195.
54. H.J. Evers 1971 'De veralgemening van het lager technisch beroepsonderwijs' in Ons

Beroepsonderwijs 32, p. 1294-1303, part. p. 1298-1299.
55. Meijers 1983, p. 193 and 197.
56. Meijers 1983, p. 197-198.
57. Meijers 1983, p. 198-200.
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58. Evers 1971, p. 1298. The study group on individual technical education proposed to integrate this
type of education within regular lower technical education as a specific method of teaching.

59. Meijers 1983, p. 200.
60. Meijers 1983, p. 200-202.
61. As mentioned in the memorandum on the budget for 1973; see Knippenberg & Van der Ham 1993,

p. 553.
62. Meijers 1983, p. 299-302.
63. Meijers 1983, p. 213-214. The pedagogical centres gave guidelines to schools and teachers for the

new subject of general technique, based on the experiment's results.
64. Karstanje 1988, p. 79. Veringa suggested that the Act on Secondary Education would have been

different, if it had been made up in 1968. He did not propose changes of law, but promoted the
experiments.

65. Themagroep Lager Beroepsonderwijs 1975, p. 196. Formerly, co-operation had only existed in one
type of education between schools of different levels, such as lower and middle technical education.

66. Besluit LBO-LAVO 1973; also Bressers & Van der Zanden 1976, p. 8-9.
67. Meijers 1983, p. 161f, mentions a discussion between practical teachers and teachers of general

subjects on the topic of manual skills, and subsequently, on the subject of general technique.
68. Eindexamenbesluit LBO 1976; also Meijers 1983, p. 204-205.
69. This idea was proposed for the first time at a conference of the National Union of Trade Associations,

NVV, in 1969. See Q.L.Th. van de Meer 1969 De plaats van het beroepsonderwijs in het geheel
van de onderwijsvoorzieningen. The main teachers' organization, ABOP, adopted the idea. The main
organization of teachers with university education, NGL, was opposed. P.N. Karstanje 1988
Beleidsevaluatie bij controversiële onderwijsvernieuwing, p. 81.

70. The so-called Lievegoed Committee on education and training of schoolable youth published its
report in 1969. The Committee had been established in 1967 in order to convert the conclusions of
the report of a former committee on education and training of trade youth [Commissie Persoons-
vorming Bedrijfsjeugd]. See Elzinga 1968, p. 164-166; Meijers 1983, p. 136-137. The Lievegoed
Committee proposed participatory education between the end of the schoolable years and the age of
18, as far as no full-time education was attended. Youth not attending school should enter day-release
courses. The Committee proposed part-time compulsory education in order to enforce attendance, for
instance one day a week. In the long term, the Committee wanted compulsory education for all youth
until the age of 18 years. Onderwijs en vorming tot 18 jaar. Rapport van de Commissie vorming
en onderwijs leerplichtvrije jeugd (1969). Also Meijers 1983, p. 181-183.

71. Meijers 1983, p. 185-188, and Karstanje 1988, p. 79-80.
72. The main reasons for this policy were mentioned in a 1972 Ministerial report on educational policy,

namely breaking through choices for study and labour strongly dependent on class, and through
premature choices between general and professional education. Karstanje 1988, p. 88-89 and 97.

73. Ministerie van Onderwijs en Wetenschappen 'Discussienota Contouren van een toekomstig
onderwijsbestel' (June 1975), Handelingen 1974-1975. Tweede Kamer, 13 459, and 'Contouren van
een toekomstig onderwijsbestel 2 (vervolgnota)' (March 1977), Handelingen 1976-1977. Tweede
Kamer, 14 425. Also Karstanje 1988, p. 97f, and P.N. Karstanje 1987 'Voortgezet onderwijs' in J.A.
van Kemenade a.o. Onderwijs, bestel en beleid 3. Onderwijs in ontwikkeling, p. 281-366.

74. It was also positively discussed by the OECD, particularly with regard to comprehensivation. See
OECD 1976 Netherlands. Contours of a future education system.

75. Karstanje 1988, p. 97 and 103. A full middle school experiment was started at five schools, partial
experiments were conducted at ten schools, and 30 schools served as a standard for comparison.

76. The so-called 'Ontwikkelingsplan voor het Voortgezet Onderwijs'. Also Karstanje 1988, p. 118f.
77. 'Verder na de basisschool' (January 1982); 'Concept-wetsontwerp Bekostigingswet ontwikkeling

voortgezet basisonderwijs' (January 1982). Also Knippenberg & Van der Ham 1993, p. 713-715.
78. 'Tweede fase vervolgonderwijs' (September 1982).
79. Knippenberg & Van der Ham 1993, p. 715. Also Karstanje 1988, p. 127f.
80. The main differences of opinion were reflected in the Social Economic Council's recommendation on

the report 'Verder na de basisschool'. The Council's members endorsed the report's main goals.
However, they had differences of opinion on a) the necessity of one integrated type of school versus
the desirability of categorical schools, b) the method of testing students on their achievements, either
at school or national level, c) the demands that types of subsequent education could make with regard
to students from continued elementary education, and d) the duration of continued elementary
education (four or three years), and the possibility to differentiate between students according to level
and tempo. Sociaal-Economische Raad 1982 Advies voortgezet basisonderwijs (25-6-'82).

81. Knippenberg & Van der Ham 1993, p. 716-717, and Karstanje 1988, p. 127f.
82. Staatssecretaris van Onderwijs en Wetenschappen 'Van uitbreiding naar invoering van het kort

middelbaar beroepsonderwijs' Handelingen 1983-1984. Tweede Kamer. Bijlagen. 18 184, p. 19.
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83. Karstanje 1988, p. 152-170.

84. Karstanje 1988, p. 178-179.
85. Handelingen 1983-1984. Tweede Kamer. Bijlagen, nr. 18 184. Also Karstanje 1988, p. 179.
86. P. Kapteyn 1984 'Een geintje, meester!' Jeugd & Samenleving 14/1, p. 4-37.
87. Uitleg 8/22 (30-9-'92), p. 21-22.
88. The change in attendance, resulting in longer educational careers and the postponement of vocational

education and training to a latter age, was in accordance with international policies. OECD and CERI
publications signified tendencies of comprehensivation in member countries and increased interest
for professional training and education after the age of 16 years. See Coleman & Husén 1985; OECD
1985 Education in a modern society; OECD 1989 Pathways for learning; OECD 1992 High
quality education and training for all.

89. The tendency to diminish differences was also present in pre-academic education. In 1982, an act was
passed allowing schools to request abolishment of their formal distinction between gymnasium and
atheneum and between the A- and B-route. In 1991, the general permission occurred. See Uitleg 7/5a
(13-2-'91), p. 26-28. In 1996, a specific combination of subjects according to four profiles in the last
years of pre-academic education was proposed.

90. Eindexamenbesluit VWO-HAVO-MAVO-LBO. Staatsblad 1989, S. 327. Also Uitleg, 6-12-'89, p.
29-30. The decree meant a second generalization of examination regulations. In 1968, the former
separate Eindexamenbesluit LTO had been replaced by the Eindexamenbesluit LBO. Now, the latter
disappeared in favour of one decree for all secondary education.

91. The results of six subjects were decisive for success. Students in pre-academic education had to
choose a seventh subject. Students of other types of education were at liberty to do so.

92. In 1991, draft programs for practice and theory of technical subjects in lower technical education
were issued. Uitleg OenW-Regelingen 7/12a (15-5-'91), p. 35-68.

93. Uitleg 7/5a (13-2-'91), p. 25-27.
94. Uitleg Mededelingen OenW 8/27 (18-11-'92), p. 10-16.
95. 'Rapport van de Adviescommissie inzake het industriebeleid' in H. van Dellen (red.) 1984 Een nieuw

elan, p. 13-67.
96. Adviescommissie inzake de voortgang van het industriebeleid 'Verslag van werkzaamheden II' in Van

Dellen 1984, p. 117-160, esp. p. 134-141.
97. Adviescommissie inzake de voortgang van het industriebeleid 'Verslag van werkzaamheden III' in

Van Dellen 1984, p. 161-204, esp. p. 189-195.
98. Knippenberg & Van der Ham 1993, p. 719.
99. Ministerie van Onderwijs en Wetenschappen Op weg naar een gezamenlijke verantwoordelijkheid

1984; also J. Geurts 1985 'Recente ontwikkelingen in het beroepsonderwijs in Nederland'
Beroepsopleiding, p. 45-48.

100. C. van Dijk, T. Akkermans, B. Hövels 1987 Sociale partners en het beroepsonderwijs in
Nederland, esp. p. 28-29. The agreement regarding a professional qualification also concerned
students from lower professional education, as they had a professional preparation at the most. These
students needed additional courses. The partners agreed on short term courses of two years in middle
professional education, and stimulation of participation within part-time education, particularly the
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101. Adviescommissie inzake de voortgang van het industriebeleid 'Verslag van werkzaamheden IV' in
Van Dellen 1984, p. 205-266, esp. p. 252.

102. 'Onderwijs-arbeidsmarkt: naar een werkzaam traject'. See Het Schoolblad 25 (2-6-'90), p. 4-8, and
27 (16-6-'90), p. 26-27.

103. Persons of age 27 years and older could attend adult education or specific courses.
104. Uitleg 6/25 (31-10-'90), p. 27-28, and 6/27 (14-11-'90), p. 14-15. After insecurity with regard to

financing professional education, an agreement was reached between the Minister and the central
organizations of employers and employees. It was followed by another agreement regarding the
apprenticeship system and secondary professional education. See Uitleg 6/28 (21-11-'90), p. 3-5; 7/1
(9-1-'91), p. 19-20, 7/5 (6-2-'91), p. 17, 7/19 (4-9-'91), p. 39, 8/3A (29-1-'92), p. 1-31, and 9/13 (28-
4-'93), p. 33-34. Also Didaktief 21/3 (March 1991), p. 15-17.

105. The policy was defended by the increase of unemployment, and the need of an improved relation
between education and the labour market. Karstanje 1988, p. 182-183. In the technique division, five
sections were recognised: road and waterway construction, process and laboratorium technique,
nautic professions, general operational techniques, and fine mechanical technique. Furthermore, 13
specific branches were possible. In 1994, a plan of spread and site of agricultural institutions was
adopted. See Uitleg OenW-regelingen 7/10 (17-4-'91), p. 60-69.

106. Uitleg 9/15 (9-6-'93), p. 34-35.
107. Wetenschappelijke Raad voor het Regeringsbeleid 1986 Basisvorming in het onderwijs. Also

Knippenberg & Van der Ham 1993, p. 717-718. D. Mentink 1988 'Basisvorming en het
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grondswetsartikel over onderwijs' Pedagogische Studiën 65, p. 198-207, discusses some
constitutional aspects.

108. Onderwijsraad 1988 Verslag over 1987, p. 18-20.
109. Sociaal-Economische Raad 1987 Advies basisvorming voortgezet onderwijs (24-4-'87).
110. Early 1986, the ideas had been announced in a report by Assistant Minister Ginjaar-Maas only

regarding professional education. Knippenberg & Van der Ham 1993, p. 719-720.
111. The transition from type of school to sections was more radical for lower domestic and industrial

education which as yet had no tradition of differentiation to sections. Only in the eighties, lower
domestic and industrial education had extended and modernized its professional fields. Five fields of
specialization were distinguished: a) professional care, b) textile, c) personal care, d) administration
and sales, and e) a free specialization.

112. Sociaal-Economische Raad, Commissie Onderwijszaken 1988 'Advies voorbereidend
beroepsonderwijs' (1-1-'88); also Onderwijsbeleid 4 (1988/2), p. 18-19.

113. At the end of 1987 at its annual meeting, the Union of Boards providing neutral schools of
professional education [Algemene Besturen Bond, ABB], the successor of theBoards' Union of
Associations providing Industrial Education, had invited a social democrat speaker on the subject of
lower professional education's position. The speaker saw little prospect in lower professional
education and advised a shift of interest to the subject of technique's place in future elementary
education. Professional organisations held a conference in 1987 with respect to the position of lower
professional education. See Het Beroepsonderwijs 23/9 (1988). A year later, a similar conference
was held by the municipality of Haarlem. See Het Schoolblad 24 (2-11-'89), p. 19.

114. An example is the disappearance of 'Het Beroepsonderwijs', the continuation of the magazine 'Het
Nijverheidsonderwijs', which had appeared since 1916. At the end of 1989, the magazine was
incorporated into 'Het Schoolblad', the general ABOP magazine.

115. VNO 'Onderwijs, pijler onder onze welvaart' (1989), as discussed in Het Schoolblad 23 (19-10-'88),
p. 24-25.

116. Nota van Wijziging op de Wet Basisvorming (27-3-'90); Het Schoolblad 25 (7-4-'90), p. 4-5.
117. 'Besluit van 3 juli 1990, houdende wijzigingen van het Besluit LBO-LAVO en het

Eindexamenbesluit VWO-HAVO-MAVO-LBO' Staatsblad 1990, S. 377.
118. In 1989, committees had formulated central goals for the 14 subjects of continued elementary

education. In February 1990, a committee was installed to revise the central goals of continued
elementary education. It had to unify the proposals for the different subjects' central goals, globalize
the detailed goals, and adapt the goals to the two different levels. Uitleg 9/19 (8-9-'93), p. 25-28. On
the 1st of January 1991, a team for the management of the process of implementation of continued
elementary education was established.

119. Uitleg OenW Regelingen 7/9 (20-3-'91), p. 3-5.
120. See Uitleg 7/14 (5-6-'91), p. 31, and Uitleg 7/18 (3-7-'91), p. 26-32.
121. G. ten Dam & M. Volman 1997 'Onderwijs en de opvoeding van zorgende burgers' in H. Kleijer &

G. Tillekens (eds.) Burgerschap zonder moraal, p. 117-132.
122. J. van Vonderen 1993 De basisvorming.
123. Uitleg 8/6 (19-2-'92), p. 19.
124. Also Didaktief 22/7 (September 1992), p. 19.
125. Uitleg 7/29 (27-11-'91), p. 27-29.
126. The draft for this Decree was published on the 8th of May 1992. Uitleg 8/13 (20-5-'92), p. 17.
127. Uitleg 8/15 (17-6-'92), p. 35-37; Knippenberg & Van der Ham 1993, 762-763.
128. Ministerie van Onderwijs en Wetenschappen Het voorbereidend beroepsonderwijs 1992; 'Besluit

van 3 juli 1990, houdende wijziging van het Besluit LBO-LAVO en het Eindexamenbesluit VWO-
HAVO-MAVO-LBO'. Staatsblad 1990, S. 377.

129. For the seventh specialization, food-supply, the fourth examination subject had to be chosen from
business administration, science, chemistry, or biology. Professional drawing was a possible
alternative for the second subject, and not for the third.

130. See Uitleg 7/14 (5-6-'91), p. 27-29.
131. Staatsblad 1992, S. 270. Already in 1991, the former schools of lower professional education were

briefed on their change to a school for continued elementary education with one or more sections for
pre-professional education. Uitleg OenW-Regelingen 7/18 (3-7-'91), p. 16.

132. As this chapter deals with the last historical period, and as the structure and culture around 1993 is
not a starting point for a new period, the representation of the educational facilities is not limited to
the situation at the end, but concerns changes throughout the entire period.

133. C.B.S. -1968 Statistiek van het Nijverheidsonderwijs and C.B.S. 1969-1984 Statistiek van het
beroepsonderwijs. Technisch onderwijs.

134. The figures up to 1967/'68 are from C.B.S. -1968 Statistiek van het Nijverheidsonderwijs. The
figures up to 1982/'83 are from C.B.S. 1969-1984 Statistiek van het beroepsonderwijs. Technisch
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onderwijs. The figures up to 1986/'87 are from C.B.S. 1985-1988 Statistiek van het lager
beroepsonderwijs. The figures for the latter years are from C.B.S. 1990- Statistisch Jaarboek and
C.B.S. 1980- Zakboek onderwijsstatistieken. The decline in number of schools during the last year
is due to another definition of school, not counting a department for individual technical education
as a seperate school.

135. In 1975-'76, a set-back occurred in the gradual increase due to extending the duration of remaining
courses of lower professional education from three to four years.

136. Students in lower professional education, combined grades, and lower technical education '87-'94:

year professional grades (%) technical (incl. comb. (excl. comb.
lower combined proportion lower proportion proportion

education education grades) (%) grades) (%)

1987/'88 299.523 41.865 14,0 122.763 41,0 47,6
1989/'90 252.218 41.349 16,4 102.127 40,5 48,4
1991/'92 220.935 44.532 20,2 84.834 38,4 48,1
1993/'94 214.274 75.277 35,1 61.334 28,6 44,1

C.B.S. 1980- Zakboek Onderwijsstatistieken. For the latter years, the numbers on lower technical
education are for the section technique of pre-professional education.

137. C.B.S. 1980- Zakboek onderwijsstatistieken.
138. C.B.S. 1989, p. 52-53; C.B.S. 1994, p. 242-243; C.B.S. 1995 Zakboek onderwijssstatistieken

1994/1995, p. 18. The proportions for the last years add up to more than 1000, either due to counting
certain students twice, or the inclusion of older students.

139. C.B.S. 1989, p. 56, and C.B.S. 1994, p. 246. The figures do not add up to 100 %, due to a small
percentage not attending full-time education.

140. C.B.S. 1967-1993 Overgangen binnen het onderwijs en intrede in de maatschappij; C.B.S. 1980-
Zakboek onderwijsstatistieken. Girls attended general secondary education even more.

141. According to Meijers 1983, p. 236f, the meritocratic ideology prevailed.
142. However, the sharp distinction between both types of subjects became object of criticism, e.g. in the

debate on integrated secondary education. See Bressers & Van der Zanden 1976, partly referring to
T. Balt 1972 'Wat is algemene vorming?' in Info 3/5, p. 58-196.

143. Meijers 1983, p. 292-293, citing C.B.S. figures, mentions a number of 935 students in a separate
theoretical technical stream in 1967. This number hardly increased thereafter.

144. For instance in 1986, 49875 students participated in the examinations for lower technical education.
Only 1 % had at least four subjects on the D-level, 5 % had one to three subjects at D-level, 22 % had
at least four subjects at C-level, 13 % had one to three subjects at C-level, and 59 % had no subject
at these levels. Girls had a higher average level than boys. See C.B.S. 1988 Statistiek van het lager
beroepsonderwijs. Eindexamens 1986, p. 11.

145. Also Baars 1979, p. 65-66. Baars, p. 67, gives the following figures. In 1968, 15 % of the graduates
from lower technical education continued into middle technical education. In 1976, this figure had
risen to 20,6 %. This last number was significantly smaller than the 40 % of students who went on
after lower domestic and industrial education and lower agricultural education, or the 40 % who
attended middle professional education after middle general secondary education.

146. S. van der Ploeg 1993 The expansion of secondary and tertiary education in the Netherlands; L.J.
Herweijer & J.L.T. Blank 1986 'De groei van het MBO: de invloed van werkgelegenheid op
onderwijsdeelneming' in A.M.L. van Wieringen (red.) Innovatie van onderwijs en arbeid, p. 103-
116; J. Dronkers 1988 Veranderingen in samenleving en economie en de groei van de
onderwijsdeelname sinds 1960; J. Dronkers 1987 De bijdrage van de groei in onderwijsdeelname
aan de economische groei 1960-1980 (English edition 1987).

147. C.B.S. 1994 Vijfennegentig jaren statistiek in tijdreeksen. 1899-1994, p. 250 and 247.
148. The term was used by co-ordinating inspector of technical professional education Evers in 1971. Ons

Beroepsonderwijs 32 (1971), p. 1296.
149. According to Warren 1967, ch. VI, some changes were common to secondary education in developed

countries, such as the shift of division between primary and secondary education from a vertical one
to an horizontal one based on age and scholastic grade, comprehensivation of or transfers in the first
level of secondary education, and integration of vocational education into general secondary
education.

150. The possibility of a 3+2 years course was mentioned by co-ordinating inspector Evers in 1971. Ons
Beroepsonderwijs 23 (1971), p. 1298-1299.

Notes chapter 9 'Review and conclusions'
1. A long term quantitative development is difficult for several reasons. A number of relevant figures

are missing with regard to the entire period. In time, the definition of the type of education has
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changed, particularly with the introduction of professional education in the Act on Secondary
Education in 1963. The precise date of numbers may vary as the figures of one school year are part
of different calendar years.

2. The figures are from Meppelink 1961 Technisch vakonderwijs voor jongens in de 19e eeuw for the
19th century, C.B.S. 1966 De ontwikkeling van het onderwijs in Nederland. Editie 1966, p. 185-
186, for the 20th century until 1948, and C.B.S./Internet 1996 Nederland in tijdreeksen. Onderwijs
en wetenschapsbeoefening for the period from 1953 onwards. The schools for individual technical
education are mainly departments of regular schools. The figures exclude citizen day schools and
include citizen evening schools. Middle and higher technical education is primarily daytime education
and includes extended lower technical education. Lower technical education excludes company
schools. Evening and part-time education is only at the lower level and does not include
apprenticeship contracts. In 1993, the figures for lower and individual daytime technical education
are for the section technique in pre-professional education; the figures for part-time technical
education are for short courses in middle technical education.

3. C.B.S. 1994 Vijfennegentig jaren statistiek in tijdreeksen, p. 16. In 1900, Dutch population was 5,1
million, of which 2.264.000 (44,4 %) in the age group 0-19 years. In 1972, the all time high number
of youth was 4.695.000 from a total population of 13,27 million (35,4 %). In 1993, the number of
youth had dropped to 3.746.000 from a total of 15,24 million (24,6 %).

4. From 432 in 1958 to 926 in 1992 for each 1000 boys age 16 years; from 291 to 789 for boys age
17 years; and from 204 to 660 for boys age 18 years. The figures are only for boys as they are the
almost sole target group for technical education. C.B.S. 1989 Negentig jaren statistiek in
tijdreeksen. 1899-1989, p. 54-55; C.B.S./Internet 1996. Figures on educational participation
according to age group are available only from 1958 onwards. With the implementation of a new Act
on Elementary Education, compulsory education was extended to eleven years. It started at the age
of five instead of six years, and did not affect its end.

5. C.B.S. 1966, tables 1 and 2, p. 26-29. The proportions are for 1000 people of the age group. As no
number is known for the total age group in 1948, the proportions are estimates. The attendance
figures include both daytime and evening education. They also include older students. Some types
of education are only included at a later time, e.g. extended primary education is included from 1930
onwards, just as some small courses of other industrial and vocational education.

6. C.B.S. 1994, p. 242-243. The figures on part-time general secondary education including evening
trade schools are from C.B.S. 1992 Het onderwijs vanaf 1950. The proportions of the age group are
available for some previous years. In 1930, 10,7 % attended general secondary education and 5,6 %
professional education. In 1947, these figures were 19,0 and 14,3 %.

7. C.B.S. 1989, p. 56, and C.B.S. 1994, p. 246. Only figures with regard to boys are given, as boys have
been the most important target group of lower technical education. The figures do not add up to 100
% due to a small percentage not attending full-time education.

8. Dutch professional population to fields of labour, 1899-1993:

% of professional population 1899 1920 1947 1960 1975 1993

agriculture and fishery 30.8 23.5 19.3 10.7 6.3 3.8
industry 31.6 35.7 36.9 42.4 37.6 25.4
commercial trade 10.9 11.1 12.5 13.7 14.4 18.3
services 24.9 28.6 29.9 30.9 41.4 46.9
other professions + businesses 1.8 1.1 1.4 2.3 0.3 5.8

C.B.S. 1989, p. 76; C.B.S. 1994, p. 44-45. Industry includes mineral production, public utilities, and
construction industry; services are transport, storage, communication, banking, insurance, non-
economic services, and domestic services. The figures for 1993 depart from a new definition of other
professions + businesses, however, this does not affect the relation between other categories.

9. The relation between State, economy, and religion was not analyzed, and does not appear in the
pictogram. The relation between the educational system and its environment was neither consequently
analyzed and is therefore represented as constant.

10. This situation differed from that of primary education. Provinces were not allowed to contribute to
primary education. Neither were municipalities obliged to contribute to private primary education.
Municipal contributions to public primary education were formally prescribed, while municipal
subsidies to craft schools were voluntary, as such schools were not compulsory.

11. The assumption of a direct relation or correspondence between economy and education, such as in
reproduction and functionalist theories, does not hold. The interests of economic groups are not
homogeneous, their actions are too limited, and more interest groups are engaged in interaction.
Moreover, it is doubtful whether economic developments are fully clear in time to groups, and
whether the economic interests can fully be translated in educational change.

12. The figures for 1945 are roughly the same as for 1937. No previous national guidelines existed.
13. I. Lakatos 1978 The methodology of scientific research programmes.



Notes450

14. Particularly, M.S. Archer 1982c 'Introduction: theorizing about the expansion of educational systems'
in M.S. Archer (ed.) The sociology of educational expansion, M.S. Archer 1988 Culture and
agency, and M.S. Archer 1995 Realist social theory.

15. Partly prepared in internal publications, such as J. Wolthuis & L. Brouns 1985 Maatschappelijk-
historisch onderzoek van het Nederlandse onderwijssysteem and J. Wolthuis 1987d Fundering en
operationalisatie van Archer's theorie over ontstaan en ontwikkeling van nationale
onderwijssystemen.


