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GERARD A. POSTIGLIONE

FOREWORD

Massive changes continue to take place in China, as challenges abound for state and
society. The country bears little resemblance to what I saw 35 years ago as I arrive
at the beginning of the reform era. China of the 21* Century is a nation of economic
power, urban wealth, increasing technological prowess, and a rising international
status. Nevertheless, it is still a middle-income country with its sights set on joining
the league of developed economies. Its challenges include growing inequality and
weak legal protections. Industries need upgrading and farmers need better access to
financial services. Energy efficiency is needed to offset over-reliance on fossil fuels,
while water security and food safety are urgent needs. If left unaddressed, these can
derail gains of the last 35 years. Not surprisingly, education has moved to center
stage in the national discourse as the means to meet the challenges, transform the
economy, stabilize the society, and project soft power internationally.

The education system is distinguished by almost full-access to nine-years of
basic education, with senior secondary education nearly universal in urban schools.
Students in Shanghai scored above their counterparts in 60 countries on science and
mathematics achievement. Colleges and universities, some approaching world-class
status, are educating more students than any other country in the world. Yet, quality
assurance measures point to the need to improve learning environments. The rapid
expansion of the education system has produced misalignments between schools and
universities, and between university graduates and the changing workplace.

China is having higher enrollment rates in tertiary education than European
countries did a few decades ago. Chinese students at domestic and international
universities have created what Vogel (2003) refers to as “an intellectual vitality
that may be as broad and deep as the Western Renaissance.” Yet, Chinese scholars
including Cheung (2012) and other scholars question whether China will be
“just producing more of the same of the Western-originated contemporary higher
education model, or will it be able to unleash a more critical understanding and
practice of higher education, a cultural and epistemological reflection of the role of
universities as venues of higher learning?”

Economic globalization has made education become an instrument of international
competition, as well as an instrument of international cooperation. Since the 2003
Law on Sino-foreign cooperation in the running of educational institutions, hundreds
upon hundreds of jointly run Sino-foreign educational programs at schools, colleges
and universities have been established on Chinese soil. As the number has increased,
so has the concern about their effect on national education sovereignty.

X



FOREWORD

While China tries to go global, its managing of domestic demands has become
more difficult and complex. Rural households pay more and more for an education
and demand that it leads to a good job for their children. Employers’ dissatisfaction
is manifest in their demand that graduates have relevant knowledge and skills
for supporting industrial upgrading. An increasingly influential urban middle
class demands that education bring with it a cultural capital and social status that
advantages their children. This has fueled shadow education and opportunities to
study abroad as early as junior secondary school. Meanwhile, rural migrant children
struggle to obtain meaningful access to urban schools. Many get left behind in rural
areas to be cared for by grandparents and supplementary school services. Finally, the
state continues to demand that education be an engine for economic development
but also an instrument to prepare leaders, integrate ethnic minorities, promote
ideological socialization, and maintain social stability.

Such a market of multiple demands is recalibrated year by year according to how
much the economy grows, how much social dissatisfaction arises, and how quickly
the urban middle class prospers. If there is a unifying consensus across society, it is
for education to transform China from a middle- to high- income market economy.
For this to happen, there has to be a strengthened legal system to temper market
forces that obstruct equity and social justice in education.

If the debates in education are any indication of what is to come, China is going
to be a very different place by 2020 than what it is today, and the education system
will have to work hard to keep up with social change. That is why this book by Guo
and Guo makes an important contribution. The chapters systematically examine the
multiplicity of intended and unintended consequences of market forces in different
parts of the education system. The book moves social science research on China’s
education another step forward by refining the balance between the viability of
mainstream western concepts and the analytical possibilities of creating a new
scholarship based on a deeper understanding of the historically grounded realities
of contemporary Chinese education. Such a framework requires the framing of
educational issues in a balanced manner. Some contend that the study of education
in China has become more and more about less and less, with microscopic level
studies that tell us much about the trees and less about the forest. Yet, past studies of
the education forest have often been inaccurate due to projections based on western
concepts and limited empirical research. This was unavoidable when access to data
on the results of educational reform and development were limited. This volume
points to the possibilities of more sophisticated analysis with a growing wealth of
data on Chinese education. As this continues, fresh theories of the processes of social
and cultural change come to the fore. The next decade may very well become a new
age of enlightenment in the study of education in China.
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SHIBAO GUO AND YAN GUO

1. CHANGES IN EDUCATION UNDER CHINA’S
MARKET ECONOMY

An Introduction

Since launching the “open door” policy and economic reform in 1978, which gradually
shifted its centrally planned economy to a market-oriented system, China has
constantly been in the world’s spotlight. This focus was obvious during the successful
hosting of the 2008 Summer Olympic Games, but most of this attention has been on
China’s economic development over the past 38 years. In commenting on China’s
economic growth, people often refer to China as “a rising economic superpower’”
and “the world’s most dynamic and successful economy” (Harvey, 2005, p. 135). It is
surely the case that China has experienced “an economic miracle” (Dutta, 2006) and
a “massive, protracted, and unexpected economic upsurge” (Brandt & Rawski, 2008,
p- 1). In 2010, its economy became the second largest in the world after the United
States in terms of gross domestic product (GDP). More recently, the International
Monetary Fund (IMF) raised China’s ranking to number one economic superpower
in the world, surpassing that of the United States based upon the purchasing power
parity of GDP indicator (Kamrany & Jiang, 2015). The IMF reported that China
produced 17% of world GDP in 2014, exceeding the USA’s 16%.

TRANSITIONS TO THE MARKET ECONOMY

China’s economic ascent rests on a series of economic and social transitions. The
first step in China’s reform was to liberalize the agricultural sector by introducing
the household responsibility system to replace the collective commune. Measures
were also taken to reform industry, in part through encouraging joint ventures with
foreign companies. However, foreign direct investment (FDI) did not take place
until the mid-1990s after Deng Xiaoping’s famous southern tour and proclamation
of an intensified shift toward the market economy. Finally, with its accession to the
WTO in 2001 and the subsequent completion of its market opening pledges in 2006,
China has formally entered the age of the market economy. Over the past decades
China has experienced unprecedented industrialization, privatization, economic
liberalization, mass migration, and urbanization, each of which has contributed to
the rise of China as an economic superpower.

S. Guo & Y. Guo (Eds.), Spotlight on China: Changes in Education under China's Market
Economy, 1-15.
© 2016 Sense Publishers. All rights reserved.
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Industrialization was a key constituent of China’s economic reforms, and led the
economic transitions by expanding China’s industrial capability, scale, and output.
When economic reform began in the late 1970s, Chinese industry was largely state
owned and urban, with state-owned enterprises (SOEs) delivering 78% of industrial
output (Brandt, Rawski, & Sutton, 2008). Industrial reform introduced incentives
in its initial stages in an effort to encourage the development of township and
village enterprises (TVEs). Crucially, these new economic drivers were able to take
advantage of labour released from farming with the introduction of the household
responsibility system. As a result, the 1980s witnessed rapid increases in the number
of industrial firms, which employed close to 50 million workers. The number of
firms further rose from 377 thousand in 1980 to 1.33 million in 2004, and the
number of enterprises in construction jumped from 6,604 in 1980 to 58,750 in 2005
(Brandt & Rawski, 2008). Beginning in the mid-1990s, a range of market measures
were introduced to restructure China’s industries, including privatization of many
TVEs and a massive layoff in the SOE sectors. In the process, marketization and
privatization became the key forces underlying China’s industrial transformation.
Close to four decades of reform have made Chinese industry stronger and made it
the world’s No. 1 manufacturer.

Industrialization has pushed China into global prominence as a leading exporter
of manufactures. Following liberalization of international trade and investment
structures through the 1980s and 1990s, international trade soared from $21 billion
in 1978 to more than $1.1 trillion in 2004, making China’s the third largest trading
economy in the world (Branstetter & Lardy, 2008). We have also witnessed major
shifts in the composition of manufactured exports, from textiles, garments, toys, and
other labour-intensive products to a more sophisticated mix led by various types
of machinery and more recently electronic and information technology products
(Brandt et al., 2008). Branstetter and Lardy (2008) claim that China’s adoption of
one of the developing world’s most open trade and FDI regimes stands as “one of the
most significant accomplishments of the reform era” (p. 676).

Another important consequence of China’s economic reform is unprecedented
internal migration. China’s booming economy has triggered a massive migration.
According to China’s national census, China’s migrant population reached 221
million in 2011 (National Bureau of Statistics of China, 2011). While globalization
has contributed to the widening inequality between northern and southern countries
internationally, within China, this has manifested as a gap between eastern coastal
and western regions. Many migrants are moving to China’s more prosperous cities,
such as Beijing, Tianjin, Shanghai, Guangzhou, and Shenzhen. It is claimed that
China’s domestic migration is the largest in human history (Fishman, 2005). Migrant
workers are often referred to as temporary workers from China’s rural areas. They
work in urban construction, manufacturing, food and domestic services, and provide
an abundant source of cheap and exploitable labour. Despite the fact that migrant
workers have made indispensable contributions to China’s booming economy, their
social and political status remains low. They work long hours, often at the dirtiest

2
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and most dangerous jobs. Migrants face multiple barriers in their adaptation to urban
life (Guo & Zhang, 2010). It is estimated that over the next three decades a further
300 million people will be on the move, most prominently from rural to urban arcas
(National Bureau of Statistics of China, 2011).

Rural-urban migration is the main factor driving China’s urbanization since the
1980s. In 1958, soon after the new China was established, a household registration
system (or hukou) was introduced to restrict rural-to-urban migration. Under the
hukou system, everyone is assigned a sukou location, either rural or urban. Whereas
the benefit of the former is that it ties people to agricultural land, the latter provides
access to jobs, housing, and benefits. In essence, the hukou system defines who
you are, where you belong, what your life chances are, and your access you have
to resources (Fan, 2008). Because it was extremely difficult for rural migrants to
survive in cities without urban Aukou, the system once had the effect of keeping
rural-urban migration to a minimum. Owing to labour shortages resulting from the
economic boom, the relaxation of hukou since the mid-1990s has facilitated labour
mobility and pushed forward China’s urbanization from 19.6% in 1980 to 43% in
2005 (Yusuf & Nabeshima, 2008). China’s urbanization rate is expected to hit 60%
by 2018 at the current rate of urbanization (Xinhua, 2013).

Despite this economic miracle, China faces unprecedented challenges, including
rising unemployment, socio-economic disparity, corruption, environmental
degradation, declining health and education conditions, and an inadequate social
safety net (Cheng, 2008; Hart-Landsberg & Burkett, 2005). Many argue that China’s
market economy has produced not only an economic miracle but also glaring
inequality (Davis & Wang, 2009; Lee, 2009; Postiglione, 2006). As Davis and
Wang note, the practices and institutions of socialism appear to have receded into a
distant past. China is converging toward a pattern of inequality in which “the returns
to capital exceed those to labour” (p. 16). Han and Whyte (2009) identify a long
list of people who have lost out in the reform process, including rural residents,
rural migrants living in cities, those with low incomes and little schooling, the
unemployed, factory workers, those still employed by financially troubled state-
owned enterprises, non-Party members, residents of China’s interior and Western
provinces, women and those middle-aged and older, and anyone whose standard of
living is threatened or has fallen. As Lee notes (2009), social injustice is ubiquitous,
a view that is not restricted to the ‘losers’ but also ordinary Chinese of different
generational, educational, and occupational backgrounds. In addition to unequal
distribution of income and wealth, Lee also includes political and social structures
in her discussion of social justice.

Situated in this wider social and economic context, Spotlight on China: Changes
in education under China s market economy aims to explore the profound social and
economic transformation that has resulted from China’s market economy and its
concomitant impact on education and society in China. This volume is organized into
five sections: Section I focuses on various contradictions and tensions associated with
curriculum reform under China’s market economy. Section Il examines the reform

3
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of teaching as experienced by teachers concerning their workload, professional
development, teaching and living conditions, and social and political status. Sections
IIT and IV explore changes in higher education and emerging issues and challenges
facing university students’ transitions from education to work. The volume ends
with Section V which analyzes social and educational inequality in China resulting
from the market economy.

MARKET ECONOMY AND CURRICULUM REFORM

As arequirement of and response to the market economy, the Ministry of Education of
China launched the New Curriculum Reform (NCR) in June 2001, an unprecedented
nationwide reform encompassing the entire basic education system. The new
curriculum was first piloted in selected schools and, after careful planning and
experimentation, finally implemented in 2007 in all schools. The reform involved
transformative changes in many aspects of basic education, including curriculum
structure, curriculum standards, teaching and learning, the development of teaching
materials, curriculum assessment, curriculum administration, and teacher education
and development (Yin & Lee, 2012; Zhang, 2014). Emphasis is placed on cultivating
the creativity and innovation skills deemed necessary in a competitive global market.
Yin and Lee (2012) highlight four tensions in the implementation process: cultural
tension between the new pedagogical culture advocated by the reform and the
cultural traditions of China; professional tension between expectations for teacher
competencies and the professional support required to develop these; institutional
tension between reform requirements and the local policy environment; and, finally,
resource tension between high resource expectations on schools and the actual
conditions.

The five chapters in Section I examine the above-mentioned tensions and
challenges facing the curriculum reform under the market economy. In Chapter 2
Charlene Tan and Vicente Reyes open the section with a case study of curriculum
reform in Shanghai, China’s largest city. Through a critical analysis of Shanghai’s
‘Second Phase Curriculum Reform’, the authors examine the key characteristics
and ideological assumptions of neo-liberal education policy and its impact on
curriculum reform. Evident in the case of Shanghai is the adoption of neo-liberalism
as a technology of governance to support the lofty goal of Shanghai becoming the
most vibrant and cosmopolitan city in China. Their analysis reveals that curriculum
reform in Shanghai reflects neo-liberal education policies and practices such as
decentralization, school autonomy, student-centred teaching, critical and innovative
thinking, and real-life application. Tan and Reyes further argue that Shanghai has
promoted the practices of de-professionalization, another key characteristic of
neo-liberal education, that threatens to remove collegial governance and replace
traditional conceptions of professional autonomy. The authors finally point out that
the Chinese neo-liberalism manifests unique, even contradictory features: China has
promoted radical marketization alongside explicit central government policy control.

4
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In Chapter 3 Wing-Wah Law focuses on changes in the citizenship education
curriculum in China. One significant change highlighted is a paradigm shift toward a
less ideological and political conception of citizenship in response to the revival of the
market economy and related social changes. The citizenship education curriculum is
shifting its orientation from equipping students for class struggle to preparing them
for transition to the market economy. Through an analysis of the revisions to China’s
citizenship education curriculum and textbooks from the 1990s to the early 2010s,
Law examines three challenges related to citizenship and citizenship education: the
dilemma between protecting citizens’ rights and maintaining social stability; the
struggle between the rule of law and the rule of the CPC; and the tension between
upholding socialism and preserving traditional Chinese culture. Law’s analysis sheds
new light on how social change has shaped citizenship and citizenship education
since the adoption of the market economy.

The next chapter by Margaret Zeegers and Xiaohong Zhang shifts the focus to the
English as a foreign language (EFL) curriculum. The authors draw upon the concept
of reconstructionism as a theoretical perspective to underpin their exploration and
situate the discussion in the context of globalization. Zeegers and Zhang first trace the
EFL curriculum reform to the late 1970s when English was seen to play an important
role in China’s open door policy and economic reform. Systematic and orchestrated
EFL curriculum reform was initiated and implemented in 1993. According to
Zeegers and Zhang, the latest EFL curriculum reform of the 21% century has moved
the country towards a substantial shift in EFL teaching philosophy and practice.
It has incorporated features of reconstructionism in both design and practice. It is
considered the most comprehensive and extensive curriculum reform since 1978.
Meanwhile, the authors point out that it is also the most controversial curriculum
with the potential for linguistic imperialism in a context where English is not the
mother tongue.

Jinting Wu’s Chapter 5 examines the paradoxical encounters of curriculum reform
and rural development in two ethnic minority villages in China’s Guizhou Province.
Situated in the broad context of curriculum reform, Wu examines how various
cultural and political discourses pertaining to suzhi (a comprehensive conception
of human quality) signify China’s sustained attempt to move away from the world’s
most populated society to one of educated, cosmopolitan, and enterprising citizens.
Education is touted as the greatest redeemer and cultivator of population quality in
the country’s pursuit of social and economic development. Raising suzhi education
and promoting suzhi of the population amount to a set of intertwined goals in
China’s education policy making under the market economy. Generally hailed as
a progressive movement to rectify China’s recalcitrant exam-oriented educational
system, tales of everyday classrooms illustrate the ambivalence, messiness, and
unintended consequences of suzhi education. Juxtaposed with rural development in
ethnic rural areas in Southwest China, this ethnographic study illustrates how the
reform rhetoric of suzhi education, the global discourse of child-centered pedagogy,
the market regime of tourism, and the indigenous repertoire of literacy co-create a
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complex “quality” matrix to produce contested cultural practices and unintended
consequences of schooling.

The last chapter of this section by Wei Zhang and Mark Bray explores private
supplementary tutoring, or shadow education in China. The authors explain that it
is widely called shadow education because as the curriculum changes, so too do
the contours of the shadow it casts. Also a global phenomenon, shadow education
has greatly expanded in China over the last three decades. Zhang and Bray paint
a picture of shadow education depicting emerging patterns and trends of the past
30 years. They detect patterns of higher participation in tutoring among students
in developed regions, in urban areas, amongst students of more prosperous family
backgrounds, and in schools of higher quality. They also raise a number of concerns
about shadow education with respect to its role in leading to unequal distribution
of educational opportunities and social inequalities. Although the authors do not
explicitly state this, the proliferation of private tutoring demonstrates trends of
marketization and privatization of education in China and the withdrawal of the
state from public education.

TEACHING UNDER THE MARKET ECONOMY

Having examined curriculum reform, Section II of the book focuses on teaching
under China’s market economy. Since the time of Confucius teaching as a profession
has been held in high esteem. As such teachers have enjoyed honored standing in
China. As an educator and teacher, Confucius himself was venerated as a sage by
generations of Chinese. In modern China, however, circumstances changed. This
became particularly apparent during Mao’s time, never more so than during the
Cultural Revolution (1966-1976) when teachers were criticized as petit bourgeois
and became targets of political transformation. With Deng Xiaoping’s rise to power
in 1978 and the shift from political struggle to economic reconstruction, teachers
began to be treated with more respect. However, the political and social status of
teachers remains low, and teaching and living conditions are still poor (Guo, 2005;
Guo et al., 2013). Furthermore, the latest curriculum reform has posed significant
challenges to teachers’ professional identity, emotional stability, and existing notions
of professionalism (Gu, 2015; Lee & Yin, 2011). Scholars in the following four
chapters present case studies demonstrating how China’s market economy has
impacted teachers and teaching as a profession.

In Chapter 7 Shibao Guo leads off this section by examining the experience of
migrant teachers in China, that is, that of teachers who both teach migrant students
and are themselves migrants. Situated within a broad conceptual and contextual
framework of globalization, market economic transition, and internal migration,
the author reports on findings of research conducted in Shenzhen and Zhuhai of
Guangdong Province. These two cities were chosen as research sites precisely
because it was there that Deng Xiaoping initiated experiments with the market
economy in the 1980s. The study reports that despite China’s economic miracle,
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migrant teachers’ status and teaching and living conditions have not improved.
On the contrary, they have deteriorated. These teachers live in poor conditions,
are paid less owing to high rates of inflation and living costs, and soaring housing
prices. Furthermore, they face heavy workloads and greater responsibilities, and,
consequently, more pressure and stress. To make ends meet, many have to tutor
outside of school hours or work second jobs. Under China’s market economy, it
seems teaching has become a commodity that can be traded in the market. Guo
asserts that the negative experience of migrant teachers evokes debates about issues
of social injustice and inequity that demand immediate action by researchers and
policymakers.

In Chapter 8 Yan Guo continues our exploration of teachers’ lived experience
under China’s market economy by focusing on English teachers. Drawing on data
generated in individual interviews with junior and senior high school teachers in
Zhejiang Province, one of the most economically advanced provinces in China,
her study reveals that English language learning has been adopted as a strategy to
promote the nation’s economic competitiveness in the global economy. The study
raises important questions about linguistic instrumentalism. The findings suggest
that, as a result of globalization, the delivery of English education in China has
experienced unprecedented marketization and privatization, largely in the form of
minban foreign language schooling. Under the fee-paying principle, parents expect
teachers to provide the best service to their children, and as such the relations between
teachers and students have become like those between businesses and clients. In
these schools, teachers still live in poor conditions and express their concern over the
decline of their status under the market economy.

In Chapter 9, Gulbahar Beckett and Juanjuan Zhao take us to China’s northwest,
one of the country’s least developed regions. Their study focuses on the experience
of Han Chinese and indigenous teachers in this region. Drawing on interviews with
22 junior and senior high school teachers in four schools, the study reveals that the
market economy has created both opportunities and challenges for teachers. While
the market economy has brought more opportunities to teachers, the authors argue
that the curriculum reform and changes in pedagogy under the market economy
have also increased the workload of teachers as well as the level of stress. Beckett
and Zhao report that indigenous teachers are concerned about the negative impact
of “bilingual education”, de facto Hanyu medium of instruction policy on minority
students’ knowledge acquisition and educational development. Their findings
signal a need for systematic changes to integrate the voices of teachers in remote
regions who are directly impacted by the market economy in efforts to improve their
conditions of teaching and living.

Ying Wang and Raymond Chan conclude this section in Chapter 10 by drawing
our attention back to the issue of private tutoring first discussed in Chapter 6.
Based on multiple cases studies, the authors explore private tutoring agencies that
offer tutoring and boarding services to marginalized migrant populations in Henan
province. The study reveals that the emergence of private tutoring cum boarding
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agencies is a product of the marketization and privatization of education under
controlled decentralization. These services arose in response to the deterioration
of rural education, the difficulty of access to education for migrant children in
new cities, the structural constraints of college entrance exams, and the increasing
demand for quality education from parents and children. Private tutoring cum
boarding agencies often hire regular full-time teachers, substitute teachers, retired
teachers, and part-time teachers seeking extra income to make ends meet. The authors
argue that the controlled decentralization policy has led to a complex relationship
between local and central government under the market economy, leaving room for
the private tutoring agencies to survive as illegal operations under an inadequate
regulatory framework. Wang and Chan conclude that the emergence and expansion
of these agencies reveal the inadequacies of the education system and the deepening
inequalities in urban and rural education provision. Once again this study attests
to the commodification of teaching and the withdrawal of the state from public
education.

CHANGES IN HIGHER EDUCATION

Section III shifts the focus of the book to the examination of changes in higher
education under China’s market economy. Chinese higher education suffered
heavily during the Cultural Revolution (1966—1976) when virtually all universities
and colleges closed their doors to student admission for a number of years (Hayhoe,
1996). The national college entrance examination resumed in December 1977,
operating as an elite system that admitted only a small minority to highly competitive
universities and colleges. After Deng Xiaoping’s south China tour in 1992, the pace
of higher education reform speeded up. China introduced a number of reforms that
gradually moved away from an elite, social provisional mode of higher education to
a market-based, mass system (Zha, 2011). Higher education expansion was driven by
social and economic factors, to satisfy the public demand for higher education, and
to stimulate consumption and ease employment pressures. After almost four decades
of reform, Chinese higher education has experienced unprecedented massification
as manifested in the number of higher education institutions as well as the size of
student enrollment. It is claimed that China has become the largest higher education
provider in the world.

In Chapter 11 Lei Zhang, Ruyue Dai and Kai Yu examine changes in Chinese
higher education in historical perspective. They thoroughly document a series of
national policies and reforms implemented since 1977 and record impressive
expansion of the number of higher education institutions and student enrollment.
According to the authors, the Symposium on Science and Education hosted by
Deng Xiaoping in August 1977 initiated a historical shift from ideological and class
struggle to economic construction through investment in education and science
and set the stage for the reconstruction of Chinese higher education. This set the
stage for the resumption of the national college entrance examination in December
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1977, an important turning point in Chinese history. Another milestone highlighted
by the authors is the 1993 document outlining policies for speeding up reform and
development in higher education, particularly its privatization and decentralization
policies. The most recent such document was released in 2010 and is considered
the most comprehensive plan of its kind, providing the blueprint for a new round of
reform in Chinese higher education.

The next chapter by Fengqgiao Yan, Dan Mao and Qiang Zha focuses more
closely on decentralization, expansion, and the effects of their interaction. Under
the centrally planned economy, centralization was the distinguishing feature of
Chinese higher education. With the introduction of economic and education reforms,
decentralization has become the dominant thread of Chinese higher education. Based
on findings from field work, official yearbooks, and statistics, this chapter reveals that
competition between local governments under decentralization has accelerated the
massification of higher education. While decentralization has narrowed opportunity
gaps between regions, the authors also draw attention to financial constraints
resulting from enrollment expansion. They also suggest that rapid expansion has
led in public criticism particularly about its poor quality and unrealistic goals set by
some provinces.

Chapter 13 by Hongxia Shan and Shibao Guo further discusses the massification
and marketization of higher education under the influence of globalization
and the market economy. In this as in previous chapters, it is clear that Chinese
higher education has undergone massive expansion through resorting largely to
decentralization, privatization, and institutional competition and stratification.
What is not clear, however, is the extent to which the current higher educational
massification has served the great “mass” of people, particularly those who are
socially and economically disadvantaged. This chapter shows that mass higher
education has expanded educational opportunities for some but not for all. Shan
and Guo’s analysis shows that people from impoverished rural areas or low-income
families encounter barriers to accessing higher education due mainly to rising tuition
fees. They continue to be underrepresented, especially among students admitted to
national key universities.

Innovation in Chinese higher education is the focus of the last chapter of this
section by Heidi Ross and Yimin Wang. As one of the most important priorities
of the reform era, innovation has become a buzzword in the discourse on higher
education reform in China and globally. Using discourse analysis, Ross and Wang
examine how innovation is employed in the national policies, academic discourses,
and institutional contexts of higher education in China as a guiding focus and
symbol of reform. Chinese perspectives and experiences are also compared with
those of the United States in learning about what innovation means in different
educational contexts and how discourse is exchanged and might influence policy
across contexts. Their comparative analysis shows that innovation is used in both
countries as a term for reform at the institutional level closely related to overall
reform agenda and strategic plans. Meanwhile, they also raise particularly important
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questions about whether innovation should be considered as a means or an end of
higher education or both.

TRANSITIONS FROM EDUCATION TO WORK

The previous four chapters examine changes in Chinese higher education,
consistently demonstrating that the number of higher education institutions as well
as the size of student enrollment have expanded massively in the past four decades.
As a result of this massification, China has produced almost seven million new
university graduates every year in the past five years, all seeking employment in a
time when there are serious questions about whether China’s labour market has the
capacity to absorb them. How has the massification of Chinese higher education
impacted the transitions of university and college graduates from education to work?
Such matters constitute the focus of Section I'V.

Jianghua Yang, Cheng Cheng and Yanjie Bian open the section with Chapter
15, an investigation of education and career mobility under China’s market
economy. Drawing on data from a large-scale household survey conducted
in eight large Chinese cities, they examine the effects of family backgrounds
on educational attainment, career placement at job entry, and career mobility
outcomes. Their analysis shows that family background, especially the father’s
educational status, strongly affects children’s educational attainment. The higher
the level of the father’s education, the greater the opportunity one has to attain
a higher level of education. Furthermore, father’s political status (e.g., CPC
members, managerial elite) also strongly affects child’s educational attainment,
particularly in more recent years. They also examine the effect of one’s education
on career placements at labour market entry and mobility outcomes into elite
positions. The findings reveal that the higher one’s level of education, the greater
opportunity one is to be placed in an elite category. They conclude that market
reforms have not reduced educational inequality by family background. On the
contrary, the expansion of higher education policy may indeed have increased
inequality by family background. They recommend a deliberate design and
forceful implementation of effective educational policies to reducing inequalities
in educational attainment.

In Chapter 16 Yixi Lu and Li Zong examine university graduates’ postgraduate
transition from education to work by focusing on the effects of socio-economic
status (SES) on the transition process. Informed by Bourdieu’s concepts of habitus
and capital, they compare the experiences of low SES students with their more
privileged counterparts in understanding the dynamics of students’ university
experiences and university-work transition. Their findings suggest that a university
degree may be important or necessary but not sufficient condition of securing a
job. The authors argue that family background indirectly influences students’
achievement through the transmission of familial social and cultural capital. Their
findings also suggest a persistent employment gap between female and male students.
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The authors point out that female students from poor rural families may face a double-
disadvantage in which they have less educational and employment opportunities
than men. Meanwhile, their disadvantaged family background prevents them from
acquiring the composition and volume of social and cultural capitals required for
upward mobility. Their analysis shows how social inequality is reproduced in higher
education in China through university experience and transitions to work.

In Chapter 17 Limin Bai further discusses dilemmas and challenges in the
transition from education to work through an examination of graduate unemployment
and underemployment. She argues that the massive expansion of higher education
may have released job market pressures temporarily, but it has in fact created more
profound long term problems. She notes that China’s socio-economic conditions and
the structure of the higher education system were unprepared for such rapid growth.
Indeed, rapid continuous expansion has only contributed to “the diploma disease”,
and the labour market has been unable to absorb such large number of university
graduates. A high rate of unemployment has led many university graduates to
postgraduate studies and, as a result, China is one of the world leaders in terms
of number of postgraduates. This suggests that postgraduate education has become
an instrument to address unemployment pressure for both the government and
individuals. This has created a vicious cycle as more graduates roll off the university
production line, thus adding pressure to a labour market unable to “digest” these
numbers.

MARKET ECONOMY AND SOCIAL INEQUALITY

The last section of the book focuses on broader social issues related to China’s
market economy. While the market economy has brought impressive economic
growth to China, it has also resulted in serious social and educational inequalities, as
manifested in widening regional disparities, rural-urban divide, and gendered gaps.
Rising disparities in access to education opportunities and in quality of education
are among the root causes of social inequality and poverty in China (Davis & Wang,
2009). Unfortunately, it is the marginalized rural poor, ethnic minority, girls, and
migrants who hold a monopoly on low enrollment and high dropout rates, leaving
the urban middle class with dominion over the major indicators of school success
(Postiglione, 2006). While China celebrates its economic successes, it is also
important to examine social and educational inequalities that inhere in a market
economy. The following four chapters of Section V will do exactly that.

Hillary Parkhouse and Xue Lan Rong lead off this section in Chapter 18 with
an assessment of status of inequalities in compulsory education. Using census data
from 1990, 2000, and 2010, they analyze variations in educational attainment based
on gender, rural and urban residence, and ethnic minority status over a period of
two decades. The authors describe current educational policies and trends and trace
changes in educational expenditures over the past decade. They argue that unequal
economic development has increased regional differences in the educational
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attainment of different groups. While progress has been made at all educational
attainment levels for the population as a whole, for ethnic minorities, females, and
rural residents, inequality persists.

The next chapter by Li Wang continues the examination of educational inequality
with a focus on gaps between rural and urban education, an issue that continuously
draws attention from both academics and practitioners. While the transition to the
market economy has brought sustained economic growth to China, Wang argues
that the benefits of such reforms have not flowed equally to rural and urban citizens.
On the contrary, pre-existing gaps between cities and villages has only widened,
a fact that also manifests itself in the form of educational equality. The author
analyzes how the current system excludes rural students from quality education by
hindering capability development, distributing resources unequally, and violating
basic educational rights. In doing so, Wang maps out the interlocked processes that
create and reinforce the rural-urban divide in education.

Lorin Yochim’s Chapter 20 shifts the focus to an analysis of social and educational
inequalities in an urban setting. Drawing on data from a case study of a single city
in northern China, Yochim examines how precepts of the aspirational cité articulate
with processes of urban expansion and renovation to bring about new material forms
and spatial relations. He shows how “accumulation by dispossession” in the material
domain enables and encourages the pursuit and unequal acquisition of dominant
forms cultural capital. He also discusses how an emerging moral order orients the
beliefs and activities of the city’s middle-class parents as they go about rearing
and getting an education for their children. Yochim argues that these processes are
bringing into being an “aspirational city” that favours particular kinds of people,
modes of education, and ways of relating to society as a whole.

In Chapter 21 Charlotte Goodburn investigates social and educational inequalities
concerning migrant children. Drawing on interviews with migrant parents and children
in Shenzhen, Goodburn examines the barriers migrants face when enrolling their
children in public schools, such as inability to provide the required documents or pass
entrance examinations. As an alternative, many migrant parents send their children to
migrant-run private schools, the majority of which are unregistered and of dubious
quality. The author also compares migrant children’ educational experiences before
and after migration, which allows an assessment of the impact of central and local
state policies on migrant children. Goodburn suggests that urban education for migrant
children is significantly worse than in their native villages. Her findings have important
implications for researchers and policymakers as they attempt to develop new policies
to ameliorate the difficult conditions of migrant children in the field of education.

CONCLUSION

This volume offers the most contemporary and comprehensive analyses of recent
social and educational changes in China under the market economy. Collectively,
the chapters detail the profound social and economic transformation that China has
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undergone under the market economy. It is clear that the country has moved into an era
of neoliberalization characterized by unprecedented industrialization, marketization,
privatization, mass migration, and urbanization. Reforms have taken place in the
context of a more broad geographical globalization and neoliberal deregulation.
They coincided with a new stage of globalization in which further integration of the
world economy required China’s cheap labour, its abundant natural resources, and
its gigantic consumer market. In this view, China certainly qualifies as a neoliberal
economy, albeit “with Chinese characteristics” (Harvey, 2005, p. 144). As such, there
has been increasing interconnectivity and integration of China with the rest of the
world. However, it is important to note that China’s transformation has gone beyond
the economic sphere. Neoliberalization has also led to fundamental realignments in the
organization of society (Pieke & Barabantseva, 2012). On the one hand, we witness
the rise of new entrepreneurial and middle classes and changes in people’s life styles.
On the other, we see environmental degradation, income gaps, and social inequalities.

What concerns most authors in this volume are the impacts of the market economy
on contemporary Chinese education. Many authors show that under China’s market
economy, education is undergoing a process of marketization and privatization
with respect to the rise of private or non-government schools, funding from non-
state sectors, increasing numbers of self-paying students, and market-driven
curricula (Chan & Mok, 2001). These features are evident in the case of education
for migrant children, who are denied access to public education and are forced to
enroll in privately-run, under-funded and inadequately staffed migrant schools. The
curriculum reform also illustrates the market-driven orientation which privileges
neoliberal learners with creative and practical knowledge for the preparation of
graduates for the labour market. Unfortunately the market economy has not only
reduced but also further increased educational inequalities. This volume clearly
shows that Chinese education and society are at a crossroads which deserve the
special attention of researchers and policymakers. Hopefully this volume is a step
forward toward that goal.
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SECTION 1
MARKET ECONOMY AND CURRICULUM REFORM



CHARLENE TAN AND VICENTE REYES

2. NEO-LIBERAL EDUCATION POLICY IN CHINA

Issues and Challenges in Curriculum Reform

INTRODUCTION

A quick glance at the historical developments of China since the early 1980s, and
particularly focusing on the introduction of market reforms and the Open Door
policy (Guan, 2000) reflects the nation’s deliberate move away from a centrally-
planned regime to one where markets perform a greater role. Such a move is
reminiscent of administrative states that previously took primary responsibility
for human welfare and economy to one that “gives power to global corporations
and installs apparatuses and knowledges” where individual members of the
population are “reconfigured as productive economic entrepreneurs” (Davies &
Bansel, 2007, p. 249) and given responsibility to take care of their own lives.
This shift is clear evidence of the influence of neo-liberalism in the development
trajectory of China.

Educational changes in China take place against a backdrop of global competition
and economic globalisation. The shift from a centrally planned economy to one of a
market economy has ushered in major curriculum reforms in China for the past few
decades. Underpinned by the administrative structure of decentrised centralism, these
reforms reflect neo-liberal education policies and practices such as decentralisation,
school autonomy, student-centred teaching, critical and innovative thinking and
real-life application. This chapter critically discusses the key characteristics
and ideological assumptions of neo-liberal education policy, and its impact on
curriculum reform in China. To illustrate the adoption and consequences of neo-
liberal education policy in China, this chapter focuses on recent educational changes
in Shanghai through its ‘Second phase curriculum reform’. Before we explore the
issues and challenges of curriculum reform in China, it is instructive to understand
the concepts of neo-liberalism and neo-liberal education policy.

INTRODUCTION TO NEO-LIBERAL EDUCATION POLICY
Neo-Liberal Education Policy

Neo-liberalism refers to “the policies and processes whereby a relative handful
of private interests are permitted to control as much as possible of social life

S. Guo & Y. Guo (Eds.), Spotlight on China: Changes in Education under China's Market
Economy, 19-33.
© 2016 Sense Publishers. All rights reserved.
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in order to maximise their personal profit” (McChesney, 1999, p. 7). Education
represented by public service and schools were “early targets” of the spread of neo-
liberal ideas. Reforms in the name of neo-liberal education “included increased
exposure to competition, increased accountability measures and the implementation
of performance goals” (Davies & Bansel, 2007, p. 254) as clear examples of the
new forms of management technologies that emerged. The retreat of the traditional
state and the entry of the markets saw a sharp increase in the funding of educational
institutions. The neo-liberal rationale for this was based on the assumption of the
immense contribution that wisdom attained through schooling can make to society
for purposes of preparing the population for gainful economic participation and in the
process, aid in the nation-building effort. What differentiated this neo-liberal agenda
from liberalism was the subtle conversion of the value of social good: “Economic
productivity is seen to come not from government investment in education, but from
transforming education into a product” (Davies & Bansel, 2007, p. 254). In a neo-
liberal context, education is commodified to become an instrument, a technology or
even a skill-set that serves as useful currency in a society governed by the rules of
demand and supply.

The neo-liberal model effectively reduces the value of education into a
production function determined by the rules of economics. A direct implication
of neo-liberal education policies is the transformation of government educational
institutions traditionally run under the mantle of public administration. With the
advent of the neo-liberal movement, educational institutions moved towards novel
modes of “new public management,” associated with “flexibility; clearly defined
objectives and a results orientation” as its distinctive features (Olssen & Peters,
2005, 324). Schools designed to be places of learning and formation for young
people to become part of civilisation have become neo-liberal locations where
individuals receive various inputs — under efficient, effective and efficacious
conditions — in order to become gainful economic agents in an increasingly
market-driven society.

In general, teacher educators possess “only vague ideas (or no idea) of what
neo-liberalism is” (Sleeter, 2008, p. 1955) blissfully unaware of the implications
that it has on their profession and on their practice. Notwithstanding, there are
others — teachers, academics, policy-makers and even students — who have
recognised that within a context of neo-liberalism, education becomes a “site of
struggle and compromise” (Apple, 2000, p. 58) where contradictory forces of the
ubiquitous market and the individual school actors collide. These collisions are
manifested in the constant tension that school stakeholders experience as they
attempt to make sense of the traditional tasks of education typified by pastoral
care and the learning of basic aptitudes with the incessant reforms driven by
market forces clamouring for innovations and a seemingly continuous flow of
new economy competencies.
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Key Characteristics of Neo-Liberal Education Policy

Within the neo-liberal era of deregulation and the triumph of the market,
many students and their families no longer believe that higher education is
about higher learning, but about gaining a better foothold in the job market.
(Giroux, 2002, p. 435)

The phrase “new economy competencies” has become the quintessential catchphrase
that represents the greatest impact of neo-liberalism to education. This is consistent
with the notion that knowledge is the new capital in the 21% century (Olssen & Peters,
2005). New economy competencies can be described as the end product of what Giroux
refers to as the triumph of the market. Industry players have continually lobbied for
education systems to reform the way schools are run and to cater more towards what
these lobby groups describe as what the market actually needs. As a consequence, most
of the schools in the 21% century have fully embraced the emerging neo-liberal identity.

With the pre-eminence of the role of the market and the reconfigured state that
complements it, efficiency has emerged as a dictum illustrative of neo-liberal
education. Consequently, decentralisation and school autonomy have emerged
as two of the overriding characteristics of 21% century education. The neo-liberal
education mode has been predominated by notions of dispersed “hierarchical
models dictated by management concerns” (Olssen & Peters, 2005, p. 325) which
have engendered a pronounced shift towards greater decentralisation. Deliberate
attempts at decentralisation motivated by the need to restructure organisations of
education to “respond to market and state demands” has in most instances resulted
to “increasing specifications by management over workloads and course content”
(Olssen & Peters, 2005, p. 325, emphasis on the original) allowing the advent of new
forms of market-driven autonomy. Consistent with the need to be competitive in a
market-driven 21* century, neo-liberal discourse has also placed great premium on
the notion of “survival being an individual responsibility” (Davies, 2005, p. 9) giving
rise to an education agenda that prioritises student-centricity, innovation and real-
life applications. The traditional notion of education as “learning for its own sake”
has been displaced by a mind-set that prepares the 21* century learner to have an
increased sense of agency, a willingness to try new things and an aptitude to ground
education to pragmatic applications. This type of neo-liberal learner becomes better
suited to gain what Giroux argued as a better foothold in the job market. In this market
dominated context, the identities of learners of the 21* century have shifted from one
that viewed education as a meaning-making and humanistic experience borne out of
rich social relationships towards one that emphasises one’s individual utility.

The neo-liberal self is largely defined in terms of income and the capacity to
purchase goods. The desire for goods can be satisfied to the extent that the worker
produces whatever the economy demands. This emphasis on consumerism
makes the worker compliant to whatever must be done to earn money, since to
lose one’s job, to be without income, is to lose one’s identity. (Davies, 2005, p. 9)
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Scholars and practitioners have cautioned about the need to balance the
overpowering drive of the market and state to push the neoliberal agenda and
transform learners into homo economicus or the economic being moulded into one
exclusively motivated by self-interest against the countervailing push to ensure that
learners do not abandon homo reciprocans or the person driven to cooperate with
mankind recognising that one’s own self-interest may not always be the best for the
greater good. One of the strongest criticisms against neo-liberalism in education
is the perceived de-professionalisation of school personnel manifested in two
ways: (1) De-professionalisation that occurs within novel decentralised hierarchies
dictated by the market effectively removing “collegial and democratic governance”
and (2) Within new versions of autonomy circumscribed by the needs of the market
replacing “traditional conceptions of professional autonomy” (Olssen & Peters,
2005, p. 325) that have been traditionally shaped by professional communities of
educators. The de-professionalisation brought about by neo-liberalism does not only
impinge on teachers and educators; students also find that what constitutes progress
has been appropriated by the neo-liberal state:

Neo-liberalism strongly reinforced the undermining of the teachers’ authority
that had been established with progressivism, shifting authority away from
both students and teachers to state curriculum and surveillance authorities.
In establishing the conditions in which neo-liberal subjects might develop, it
added competitiveness and individual responsibilisation to student ‘freedom’,
thus both appropriating and undermining the progressive movement. (Davies &
Bansel, 2007, p. 256)

Ideological Assumptions of Neo-Liberal Education

A fundamental assumption of neo-liberalism is the inherent weakness of what is
known as “public,” and its converse: the superiority of what is known as private.
This ideological conjecture from neo-liberals has a profound impact on education:
a move away from the general acceptance of a set of values embraced by a wider
community towards a more restricted set of interests:

Neo-liberals are the most powerful element within the conservative restoration.
They are guided by a vision of the weak state. Thus, what is private is necessarily
good and what is public is necessarily bad. Public institutions such as schools
are ‘black holes’ into which money is poured — and then seemingly disappears —
but which do not provide anywhere near adequate results. (Apple, 2000, p. 59)

From the central premise of the weak public emerges the neo-liberal ethos as
translated into education: the celebration of the virtues of the private and market-
driven schools. In such a scenario, two very specific traits of the neo-liberal type of
education are championed: a heightened state of individualism and market-driven
values based on hyper-asocial behaviour.
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Neo-liberalism as it has evolved and as practised in education has crystallised
to represent “a move from social conscience and responsibility towards an
individualism in which the individual is cut loose from the social” (Davies, 2005,
p- 12) engendering an emerging set of values that rewards accomplishments that are
centred on the self over and above others. The unmistakeable trait of maximising
gains and profit, a hallmark of neo-liberalism, becomes the goal of the individual in
today’s context. This emphasis on the self also becomes fertile ground in establishing
another key ideological assumption of neo-liberal education where “surveillance
becomes a key element” devaluing social good and where “trust is no longer realistic
or relevant” resulting to a context where “each becomes one of the multiple eyes
spying on each other” (Davies, 2005, p. 10). The predominance of a heightened state
of individualism complemented by the dominance of a culture of surveillance and
buttressed by the diminishing value of trust in others creates hyper-asocial behaviour.

The uniquely Chinese form of neo-liberal education policy is accompanied by
some key issues and challenges in China. The subsequent sections of this chapter
provide a critical discussion of curriculum reform in China, with a focus on Shanghai.

CURRICULUM REFORM IN SHANGHAI
Curriculum Reform in China

The educational vision for recent curriculum reform is expressed by the slogan of
‘quality-oriented education’ (suzhi jiaoyu). Often contrasted with ‘exam-oriented
education’ (yingshi jiaoyu), quality-oriented education signals China’s focus on
reforming its educational system against the backdrop of economic globalisation.
The concept of ‘quality-oriented education’ was formally mentioned in a government
document in 1994 (Tan, 2013). This document, titled ‘Several opinions of the CPC
Central Committee on further strengthening and improving moral education in
schools’, states:

There is an urgent need for quality-oriented education to increase the
adaptation to current development, social progress, and establish the socialist
market economic system. There is a need to nurture the students’ spirit in
forging ahead, self-reliance and pioneering ... strive to improve the students’
artistic accomplishment and appreciation; for them to be active in adolescent
health education, ... to help students improve the psychological quality of a
healthy personality, enhance their ability to withstand setbacks and adapt to
the environment. (Zhonggong zhongyang guanyu jinyibu jiaqiang he gaijin
xuexiao deyu gongzuo de ruogan yijian, 1994, italics added)

The imperative to promote a quality-oriented education is due to both internal and

external factors. Internally, the Chinese authorities are aware of the social problems

engendered by an exam-oriented education. The nature of high-stakes exams has
led to negative effects in China. By 1980s, there were public calls for educational
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reform to change an exam-oriented education to one that focuses on the students’
comprehensive development. Externally, the Chinese authorities are aware of the
need to adopt global and ‘modern’ education policies and practices that prepares
their graduates for the challenges of a knowledge-based economy.

The current curriculum reform is the eighth of its kind in China since 1949.
Briefly, the first decade after the establishment of the People’s Republic of China in
1949 witnessed the introduction of locally-produced teaching materials based on the
Soviet model. As a result, education in China has been characterised by knowledge
reproduction and transmission, standardisation in teaching, learning and assessment,
and didacticism. The impact of cultural factors on the educational policies and
practices borrowed from the previous USSR on China is the ideologies of upholding
socialism, social and political stability, and centralised state control. In 1958, the
government launched an “education revolution” to signal its determination to
promote socialist and agrarian education. That lasted until the Cultural Revolution,
which occurred from 1966 to 1976 and where all universities were closed and most
intellectuals were imprisoned or sent to farming camps. The educational system was
rebuilt after 1976 and a national high school exam was introduced in 1977. Modern
education reforms began in 1985 when then Chinese leader Deng Xiao Ping stressed
the need to develop human talent through education reforms. To achieve the vision
of ‘quality-oriented education’, the Chinese government has introduced drastic
changes to the curriculum, pedagogy and assessment in China with variations across
provinces and municipalities.

Curriculum Reform in Shanghai

On the 3™ of August 2013, the last structural beam of China’s tallest skyscraper —
Shanghai Tower — was installed. Upon full completion in a few months, Shanghai
Tower —all 632 meters of it — would become the tallest building in Asia and the second
tallest building in the world (O’Ceallaigh, 2013). This remarkable architectural
achievement follows closely the unprecedented hosting of the World Expo 2010,
earning for Shanghai the distinction of being the “very first city from the modern
developing world” (Chen, 2009, p. 29) to host this mega event. There seems to be no
doubt that Shanghai has “become arguably the most vibrant and cosmopolitan place
in China during the country’s modernisation phase” (BOP Consulting, 2012, p. 84)
earning for itself accolades of being a modern global city. This lofty ambition that
fuels Shanghai’s upward march to progress is driven by the powerful tenets of neo-
liberalism — a phenomenon that is evident in its recent curriculum reform.

Shanghai is one of the largest cities in China with a population of over 20 million.
Arguably the city with the most developed basic education system in China,
Shanghai was the first city to implement the nine-year compulsory education. Since
1978, China has implemented compulsory schooling where all children are required
to complete at least nine years of schooling. This means completing five years of
primary education and four years of junior secondary education. Almost all students
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proceed to the senior secondary (high school) level for another three years of study
where they will sit for the national college entrance examination to qualify them
for tertiary education. Shanghai enjoys high enrolment rate across the levels: 98%
of the age cohort attended preschool programmes, 98% of the age cohort attended
primary school, 97% of the age cohort attended senior secondary school (general
and vocational), and over 80% of the city’s higher education age cohort are admitted
into higher education (Shanghai Municipal Government, 2010a).

In Shanghai, the current reform is known as the ‘Second Phase Curriculum
Reform’ [erji kegai]. The “First Curriculum Reform” (1988-1997) marked a series
of major educational reforms aimed at helping schools to meet the needs of rapid
economic developments in China. A vice-principal explained that the first curriculum
reform aimed for students to have good qualities in thought and conduct, culture
and science, body and emotions, labour and skills, and a healthy development of
character. A major change was the introduction of three types of subjects: compulsory
subjects, electives, and activity-based subjects. The curriculum also underscored the
development of students’ basic attitudes, knowledge, and ability. The reforms were
piloted in 1991, and incrementally rolled out for different levels.

The “Second Curriculum Reform” (1998-present) started in 1998 with the
publication of a number of policy papers to inform educators of the reforms. The
focus was on how to further implement quality education to meet the requirements
of modern times. A vice-principal pointed out that the current emphasis is not just
on enhancing scientific knowledge but developing a scientific spirit, attitude and
method, as well as shaping one’s worldview, value system and whole-brain ability.
This reform aims for three ‘breakthroughs’: reduce excessive schoolwork and
increase education quality, strengthen the basics and nurture ability, and raise quality
and develop character.

It is evident from official documents that Shanghai keeps an eye on international
developments in education (Shanghai Municipal Education Commission, n.d.). The
task to nurture human talent is particularly essential for Shanghai as it aims to be
a modern international economic, financial, trade and shipping centre, and lead
China to change from an ‘exam-oriented education’ to quality education’. Under
the current education reform, the new curriculum covers eight domains of learning:
language and literature, mathematics, natural sciences, social sciences, arts, skills
(including ICT), sports and fitness, and integrated practical learning. The last
domain comprises community service and other activities that allow the students
to engage with the community. The curriculum is divided into three broad course
categories: Foundational Course, Expanded Course, and Inquiry/Research Course
(see Table 1).

Foundational Courses are standardised subjects and compulsory for all students.
They represent the basic requirements from the Shanghai municipal government
to nurture “quality citizens” for the country. The Expanded Courses, on the other
hand, are intended to cater to the students’ different interests and learning abilities
as well as society’s needs. There are two types of Expanded Courses: Compulsory
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Table 1. The curriculum for Shanghai schools

Domain of learning Course category

Language and Literature

* includes Chinese and foreign language
(English)

Mathematics

Natural Sciences

* includes primary-level Nature,
secondary-level science, physics,
chemistry, life sciences.

Social Sciences
* includes primary-level Conduct

and Society, geography, history, Foundational Expanded Inquiry/
political thought, secondary-level Course Course: Research
Society etc. Compulsory Course:
Arts and Elective Type 1
* includes music (song and dance), and
art Type 11
Technology

 includes Information Technology
and Labour and Technical Skills

Sports and Fitness

Integrated Practice
» includes social practice, community
service

Source: Shanghai Municipal Education Commission (n.d.)

Expanded Courses focus on real-life application in society, while Elective Expanded
Courses centre on the various domains of learning such as language, sports and
fitness, and arts.

Inquiry/Research Courses serve to help students learn how to acquire knowledge,
inspire them to learn and conduct research independently, and apply what they have
learnt in real life. It is known as the Inquiry Course to students in the primary to
lower secondary levels, and Research Subject at the senior secondary level. Inquiry/
Research Courses comprise two types: Type I research focuses on a specific topic or
question based on the student’s interest and is carried out by the student independently
under the guidance of the teacher. Unlike Type I research where the focus tends to
be multi-disciplinary, Type II research is more directly linked to the foundational
subjects where the student conducts research on specific disciplinary knowledge.
By providing three categories of courses, it is hoped that students from the primary
to senior secondary levels will have more course options to choose from, depending
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on their interests and aptitude, while remaining grounded in a firm foundation of
content knowledge. Inquiry/Research Courses aim to help students exercise their
cognitive and affective faculties, construct knowledge, and solve problems.

Accompanying the curriculum reform is the introduction of new pedagogy. The
authority states that there is a need to review the traditional didactic form of teaching
where students are largely passive recipients of learning. Such a mode neglects the
students’ subjectivity, initiative and cooperation, and therefore should be replaced
by a new form of learning that ‘advocates active receiving, initiating experience,
exploration and discovery of interconnected learning so that realistic, interesting and
exploratory learning activities will result in independent autonomy and cooperative
exchange’ (Shanghai Municipal Education Commission n.d.). Changes are also
introduced for the assessment modes. Rather than just assessing students’ end
results through summative assessment, teachers should track their students’ learning
process and developmental progress through alternative assessment tools such as
the ‘Growth Record Booklet’ for each student. In line with the desired outcome to
nurture students holistically, schools are also encouraged to identify and develop
their niches in various areas such as ICT, English, arts and sports. Consequently,
there are now schools that specialise in performing arts, chess, technology and
citizenship education.

It is noteworthy that the curriculum reform in Shanghai promotes the practices of
decentralisation and school autonomy — key characteristics of neo-liberal education
policy. By moving away from centralisation, it is hoped that more room will be
given to the schools to adapt the curriculum to suit local contexts and meet local
needs. School leaders are free to design about one-third of their curricula for the
implementation of Expanded Subjects and Inquiry/Research Courses. This means
students are free to choose what they wish to study, for about 35% of their curriculum
time.

KEY ISSUES AND CHALLENGES

A Shift from a “One-size-fits-all” Educational Model to One That Focuses
on Individual Interests and Needs

As noted earlier, education is commodified in a neo-liberal context to become
an instrument, a technology or even a skill-set that serves as useful currency in a
society governed by the rules of demand and supply. We see this phenomenon of the
commodication of education clearly in the case of China in general and Shanghai
in particular. As discussed, the municipal government in Shanghai has rolled out
education reforms aimed at preparing its students for a knowledge economy so
that the city can stay competitive internationally. It is instructive that the official
document on the curriculum reform in Shanghai makes reference to worldwide
trends in education, in countries such as Japan, Singapore and the United States,
which strive for equal opportunity in the classroom, lifelong education, emphasise
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application, integration, flexibility, and students’ character development (Shanghai
Municipal Education Commission, 2010b). In light of these developments, the
document added that Shanghai should therefore strive to “achieve modern education,
establish a learning society, to inspire everyone to develop his potential, be world-
class in educational development and human capital utilisation” by the year 2020.
These neo-liberal policies and practices originate from and are more prevalent in
Anglophone societies such as the United States and European countries.

The curriculum reforms in Shanghai — more choices to students, greater school
autonomy, moving away from exam-oriented, rote-learning, memorisation and
passive learning towards learning-oriented, higher-order thinking and active
learning — manifest the cardinal characteristics and assumptions of neo-liberalism. In
its attempt to meet the demands of the market, the Shanghai municipal government
has assembled a machinery of ideas, tactics and practices to further its enduring logic
of survival and pragmatism. A high student performance in international assessments
such as Programme for International Student Assessment (PISA), coupled with the
adoption of curriculum reforms common in developed and usually Western countries,
is regarded by the authorities as evidence of Shanghai’s modernisation and success
in a global world.

Underpinning these changes is a shift from a “one-size-fits-all” educational model
to one that focuses on individual interests and needs. In other words, the reforms
in Shanghai reflect the neo-liberal move from social conscience and responsibility
towards individualism (Davies, 2005). It is evident that neo-liberal reforms have
been widely implemented in the Shanghai schools. The ideology for quality-oriented
education has been crystallised in various slogans that point to a student-centred
approach. The document entitled the ‘Synopsis of Shanghai’s middle and long
term education reform and development plan (2010-2020)’ states that the aim of
such reform is ‘for the sake of every child’s lifelong learning’ (Shanghai Municipal
Education Commission, 2010). It is increasingly common for schools to offer a
variety of Expanded Subjects such as archery and robotics, and Inquiry/Research
Subjects through partnership with universities such as Fudan University. Some
schools also run pilot projects that aim to promote innovation, reduce the number of
exam preparation classes, and give students more flexible study time. More teachers
are adopting alternative pedagogies to complement their usual didactic teaching
style. For example, some schools in Shanghai asked students to carry out personal
observations at home in order to appreciate a comprehension passage. Asking
questions, engaging in dialogues and debates, and participating in group projects
and presentations are also increasingly common (Tan, 2013).

Challenges due to the Implementation of Neo-Liberal Policy in China

However, the neo-liberal education policy in China faces two main challenges.
First, although the educational changes attempt to promote more student-centred
curriculum, pedagogy and assessment, key educational stakeholders in China still
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value traditional forms of teaching and learning that lead to academic success in
high-stakes examinations (Tan, 2011, 2012). Despite giving students an array of
subjects to choose from (Foundational Subjects, Expanded Subjects and Inquiry/
Research Subjects), the authority and universities primarily consider the students’
exam results for core Foundational Subjects in the national college entrance exam,
such as Chinese, Mathematics and English. The expected consequence is that many
students and parents view these core Foundational Subjects as more important than
the Expanded and Inquiry/Research Subjects since the former determine their chance
of being admitted into a university of their choice. Correspondingly, many schools
devote more time and energy to the teaching of Foundational Subjects so that their
students can ace the exams while marginalising the Expanded and Inquiry/Research
Subjects especially for the graduating cohort. It is not uncommon for teachers to
give extra classes to their students after school hours and even on Sundays during
the exam period. On top of that, many parents also sign their children up for
weekend tuition that focusses on the Foundational Subjects. Unsurprisingly, many
students, with the support of their principals, teachers and parents, stop taking the
Expanded and Inquiry/Research Subjects in their final year of high school in order
to concentrate on their high school exam.

Another implication of the cultural value of academic success is the preference
among many students and teachers for exam-oriented strategies, especially textual
transmission approach, didactic teaching and repeated practice. These approaches
are perceived to be the tried-and-tested ways for them to perform well in high stakes
exams. Xu (2007) notes that Chinese students tend to accept what is taught totally
and take pride in possessing a high volume of knowledge without articulating their
views in class. Correspondingly, most teachers tend to rely on a didactic approach to
transmit the “correct” answers to students who are content with being reticent in class.
These approaches, which are meant for summative and written assessment in the high-
stakes exams, are contrasted with the formative and alternative assessment modes
and approaches advocated in the curriculum reform (Shen, 2006; Tan, 2012). That an
exam-centric worldview dominates the teaching and learning environment in China
has been noted by the Chinese government. A report by the Ministry of Education
in 2006, while noting that some teachers have changed their teaching practices to
be more student-centred, acknowledges that “quality education is loudly spoken but
test-oriented education gets the real attention” (as cited in Zhao, 2007, p. 73).

The second challenge is the de-professionalisation of school personnel
where centralised control by the state through the school appraisal system and
standardised exams threatens to undermine the professionalism and autonomy
of the educators (Tan, 2013). By shifting authority away from both students and
teachers to state curriculum and surveillance authorities, neo-liberalism may result
in de-professionalisation that undermines the educators’ authority (Davies & Bansel,
2007). The acceptance of neo-liberal education policy such as decentralisation,
diversification of courses and student-centred learning does not imply the Shanghai
government’s embracement of neo-liberal values and logics. Likewise, the focus
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on the individual does not imply that “the individual is cut loose from the social”
(Davies, 2005, p. 12) or that China is embracing an emerging set of values that
rewards accomplishments that are centred on the self over and above others. On
the contrary, a highly centralised model is maintained by the Chinese government
so that the curriculum reforms are “opportunistically combined with the socialist
state’s aspirations” so as to produce “self-reliant but state-dominated professionals”
(Ong, 2007. p. 6). An indication of the re-centralisation that ensures central control
for the municipal government in Shanghai is through the ‘School developmental
and supervisory appraisal’ [Xuexiao fazhanxing dudao pingjia] (Tan, 2013). First
launched in 1999 in some pilot schools, it was implemented to promote quality-
oriented education. Under the appraisal system, every school is required to formulate
its three-year development plan that comes with a yearly implementation plan. Each
school needs to rally the whole school staff to draft the plan based on the demands of
the current curriculum reforms that focus on quality education. The school needs to
analyse the school’s situation, describe developmental vision, targets, strategies and
measures. The Shanghai Municipal People’s Government Educational Supervisory
Office will conduct on-site inspection, and the supervisory experts will cast votes on
whether the plan passes inspection. Any school plan that does not pass inspection
will need to be modified. After the inspection, the school will carry out the plan
based on the plan, and regularly carries out self-appraisal work.

We can see from the appraisal system that it is used as a tool to ensure quality
assurance and policy alignment. In line with the goal of quality education, the criterion
of ‘curriculum content’ looks at whether the school’s curriculum content nurture the
students’ innovative spirit, practical ability, and character development. ‘Curriculum
management’ looks at whether the school “contains teaching management system
and student learning guiding system that are aligned with second phase curriculum
reform requirements” (Shanghai Municipal Education Commission, 2005, p. 6).
Further references to the curriculum reform goal of quality education are mentioned
for the criteria for teaching. Teachers are expected to form a democratic, equal and
harmonious, interactive teacher-student relationship and teaching environment, and
guide students to explore autonomously, think independently, collaborate, engage in
practical activities and utilise modern technology. What it means is that the school
appraisal system has made it more demanding now for educators: they have to
continue to ensure good academic results while working hard to meet additional
criteria stated in the school appraisal standard. This means that compared to the past,
there appears to be greater, not less, accountability and centralised control for the
Shanghai schools.

Another tool for centralised control is the exam system. The decentralisation
of tasks and administrative responsibility to the local level is accompanied by the
introduction of national standards and to develop national assessments. In other
words, there is evidence of the simultaneous practice of decentralisation being
countered by a good deal of regulatory re-centralisation. The re-centralisation of
national standards is seen in the introduction of standardised terminal exams and
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other forms of tests for various grades. These tests and exams are assessments that are
standardised at the district or municipal levels. Not only do the students and schools
feel the pressure to perform well in exams. The districts are also under pressure as
the municipal authority compares the exam scores across districts, thereby creating
a competitive atmosphere. All the above function as quality assurance measures as
well as means of centralised control even as the schools are given the autonomy in
school management and school-based curriculum. All these may contribute towards
a de-professionalisation that threatens to remove collegial governance and replace
traditional conceptions of professional autonomy (Olssen & Peters, 2005, p. 325).

CONCLUSION

This chapter has discussed the key characteristics and ideological assumptions of
neo-liberal education policy, and its impact on curriculum reform in China. Focusing
on recent educational changes in Shanghai, this chapter has highlighted the key
issues and challenges facing China. The shift in China from a centrally-planned
regime to one where markets perform a greater role reflects the phenomenon of
neo-liberalism as a “technology of governing for optimal outcome at the level of
individuals and populations” (Ong, 2008, p. 121) rather than as an example of a
modernist doctrine. To put it simply, neo-liberalism can be argued as the retreat of
the traditional state and the turning over of the reins of governing to the market.
However, it must be pointed out that Chinese neo-liberalism manifests unique, even
contradictory features: “China has promoted radical marketisation” (Wang & Karl,
2004, p. 7) alongside explicit central government policy control. This hybrid of neo-
liberalism and state control in the Chinese context is the nation’s attempt to combine
the notoriously unpredictable forces of the market with the need to preserve social
stability achievable through the continued existence of a powerful and centralised
state machinery. This contradictory form of Chinese neo-liberalism, where central
government dominance exists alongside increased market presence, is seen quite
evidently in the domain of education policy and practice.

In view of the educational challenges confronting China, there is a need for
policymakers and educators in China to cast a critical eye on the desirability of neo-
liberal policies and practices. For example, some writers have also rightly questioned
the key presuppositions of neo-liberal policies such as decentralisation: that more
autonomy will spontaneously produce improvement, make educational service
delivery more innovative and efficient, and make education more accountable to
parents (e.g., see Bjork, 2006; Carnoy, 1999; Hannaway & Carnoy, 1993). In addition,
there is a need for policymakers and educators to consult indigenous knowledge that
include not just traditional knowledge but ways in which non-indigenous knowledge
has been adapted and domesticated to serve national purposes (Gopinathan, 2006).
Specifically, Chinese educators could explore Asian traditions and philosophies that
provide fresh perspectives and recommendations for modern education. For example,
Tan (2013) has revisited Confucius’ teachings and argued for the application of a
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Confucian framework for 21% century education. Rather than merely focusing on 21%
century skills and competencies at the expense of the moral values and emotional
well-being of students and teachers, she advocates holistic development based on
Confucius’ ideal of spiritual-ethical-aesthetic harmony. Combining indigenous and
foreign knowledge has the potential to help policymakers and educators in China
adopt neo-liberal educational policy judiciously without the accompanying effects
of exam-centric bias and the de-professionalisation of teachers.
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WING-WAH LAW

3. SOCIAL CHANGE, CITIZENSHIP, AND CITIZENSHIP
EDUCATION IN CHINA SINCE THE LATE 1970S

INTRODUCTION

Since 1949, the People’s Republic of China (PRC) has been ruled by the Communist
Party of China (CPC). In 1978, in response to changing domestic and global contexts,
the CPC-led state (under Deng Xiaoping) began to focus on economic development
rather than class struggle, and promulgated a reform policy intended to open China
to the world. This chapter investigates how the social changes resulting from this
policy shift have shaped citizenship and citizenship education in China since the
late 1970s.

Citizenship is a contested concept (Reid, Gill, & Sears, 2010). According to Banks
(2008), citizenship refers to recognized membership in a given community, while
Somers (2008) depicts it as the right to have rights — political, social, civic, economic,
and/or cultural — in a political community at the local, national and/or global levels.
Such membership, as Cogan (2000) argues, is associated with one’s sense of identity,
entitlement to rights, fulfillment of obligations, interest and participation in public
affairs, and acceptance of basic societal values (e.g., constitutional documents).
Osler (2010) interprets citizenship as one’s membership status, sense of belonging,
and citizenship practice or engagement. In general terms, citizenship education (CE)
is the contribution made by education to the development of these attributes (Cogan,
2000); it can be seen as a project intended to equip citizens with the political and
civic knowledge, skills, and dispositions needed to participate and function in their
community.

The case of China illustrates how citizenship and CE are not static concepts,
but can be varied to reflect social changes from within and outside of the political
community. China is a country that has embraced socialism and based its core system
on socialist values. Its development path can be divided into two broad stages of
nation building: the Mao Zedong period (1949-1976), during which China became
a socialist country, and the post-Mao period (1976 on) which saw many of Mao’s
policies reversed under the 1978 policy of economic reform and opening to the world
in response to new domestic and global contexts. This reversal, this chapter argues,
has informed drastic changes in China’s socialist citizenship framework, including
the introduction of a socialist market economy, the revitalization of the role of law
in state governance, the rise of civil society, and the reinstatement of traditional
Chinese culture and virtues for moral cultivation. These changes are reflected in
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China’s post-Mao CE curriculum; its various revisions reflect the CPC-led state’s
efforts to maintain its political bottom line while allowing sufficient political
flexibility to foster a modern Chinese citizenry and prepare Chinese students to be
active and responsible local and national citizens and competitive global citizens in
an increasingly interconnected and interdependent world. These revised frameworks
for citizenship and CE, however, are confronted with issues arising from the
complicated relations among the CPC, society, and the Chinese people.

The chapter first examines the paradigm shift in socialist citizenship in China
in response to the revival of the market economy and related social changes. Next,
it explains the terms used to refer to CE in China and rehearses the revisions to its
CE curriculum from the 1990s to the early 2010s. In particular, it examines China’s
framework for multileveled (global, national, local, and personal-society) CE. Third,
the chapter discusses some contentious issues confronting China’s citizenship and
CE, and concludes with a discussion of some possible challenges to citizenship and
CE in China for the 21% century.

REFRAMING CHINESE SOCIALIST CITIZENSHIP:
NEW MARKET-STATE-SOCIETY RELATIONS

Since 1949, the CPC-led state has been the principal definer of the role of citizenship
in the making of a modern citizenry. Despite leadership changes, the CPC has
consistently sought to maintain its political dominance, by rejecting the separation of
powers and public competition for power and upholding socialism as state orthodoxy
(Law, 2011). The late-1970s change in CPC leadership from Mao to Deng provided
a critical opportunity for redefining Chinese socialist citizenship. The CPC-led state
gave up class struggle as the party line and relied on the use of market to revive
socialist economy. This has created new market-state-society relations and helped
reframe Chinese socialist citizenship from an ideologically exclusive orientation to
a more accommodative one (Law, 2011): allowing the market to diversify people’s
lives; allowing the emergence of civil society to interface between the market
economy, the state and people; using the rule of law to regulate new relationships
among state, market and society; and reinstating Chinese virtues and values, rather
than socialism, to guide people’s behaviors and address social issues arising from
the market economy.

The Market as a Lever for Diversification in People s Lives

The first major change to Chinese socialist citizenship saw the increase of people’s
power in controlling their lives as a result of the state’s attitude change from rejecting
the role of the market in China’s modernization to one of increasing reliance.
After assuming power, Mao’s CPC nationalized China’s economy and effectively
eradicated the market, transferring ownership and control of land and the means of
production to the state and promoting a national planned economy (Yabuki, 1995).
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Beginning in the late 1970s, to revive its declining socialist economy, the CPC-led
state began to refocus on economic development, affording people more control
over production in rural and urban areas, and allowing some areas and people to
get rich in the 1980s. Later, it eventually revised China’s constitution to allow the
coexistence of public and private ownership, recognize the role of the market,
and protect private property (National People's Congress, 2004), creating a new
economic model it called the socialist market economy. These changes have led to
significant economic advances and raised Chinese people’s living standards.

The incorporation of market into Chinese socialist citizenship has helped break
the state’s monopoly over the allocation of economic power and resources in the
market economy. Nowadays, Chinese people can control means of production that
were formerly exclusive to the state, may choose to work in the state or private
sector, and may even own their own business. Moreover, the market has become an
important lever for diversification and pluralization in Chinese society. As former
US President George Bush (2002) succinctly remarked during his 2002 state visit
to China, while their 1978 counterparts “wore the same clothes”, Chinese people
now have freedom to “pick their own clothes”. They may own property and buy
stocks and securities. Despite these achievements, however, serious development
issues — including environmental pollution, high inflation rate, economic disparity,
and intensification of social conflicts and unrests — persist, and have become hot
topics in the emerging civil society, particularly in cyberspace.

Emergence of Civil Society for Public Discussion and Participation

During the economic reform in the 1980s, civil society began to emerge as a new
space between the market economy and state for Chinese people to participate in
public discussion and affairs. This is the second change in China’s socialist citizenship
owing to the state’s shift from suppression to toleration of civil society during the
transition to the market economy. From a political and social theory perspective,
civil society is the “third realm” of society, “a sphere of social interaction between
economy and state” (Cohen & Arato, 1992, pp. ix, 18). It exists separately from the
political and economic spheres, including non-government organizations, voluntary
organizations and interest groups. These play important roles in protecting citizens’
rights and engagement, shifting the balance of power from the state to society,
demanding accountability of government officials and politicians (White, 2004),
criticizing public authorities (Habermas, 1989), and even opposing the state through
civil disobedience (Cohen & Arato, 1992).

In China, the CPC-led state monopolized political power by eliminating most civil
organizations that existed before 1949, keeping only a few extant organizations to make
its political system appear democratic and adding some of its own to reflect China’s
political, economic, cultural, and social needs (Yu, 2002). In the late 1970s, social
organizations began to flourish, primarily due to government downsizing resulting
from a shift from micro- to macro-governance, the widening and diversification
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of social interests and needs as China’s economy improved, and demands for new
services the government could not provide (Law, 2011). By the end of 2012, some
271,000 social groups, 225,000 private, non-enterprise organizations and about
3,000 fund organizations (Ministry of Civil Affairs, 2013), addressing issues from
community services to environmental protection, were registered in China; members
reported that their participation enhanced their social awareness, developed their
social networks, and thus facilitated the development of civil society (Su, 2011).
Moreover, while not legal, numerous unregistered, self-initiated and -organized
social organizations and rights groups solicit popular support on an ad hoc basis (Jia,
2005). Despite this, people are still not allowed to form their own political parties.
Public space for Chinese people to participate in emerging civil society has
expanded with the growth of print and electronic mass media and the spread of
Internet access and mobile phones across China. Compared to conventional mass
media, Chinese people, particularly young people, make use of the Internet as a
broader and more convenient platform for communicating, socializing, getting
information on social events, commenting on social issues and current affairs at
the national or local level, critiquing government policies and performance, and
even coordinating direct social action — popularly-organized rallies and civil rights
demonstrations are increasingly common in China (Law & Xu, 2013).

Reestablishing the Rule of Law

Since its beginning, the socialist market economy has generated irregularities and
social conflicts over resources. As the third change of Chinese socialist citizenship,
the CPC-led state reestablished the rule of law as an external force to handle these
new issues, regulate new market-society relationships, guide people’s behaviors, and
protect their emerging economic and civil rights. Formerly, law was an instrument
designed to serve the purposes of the CPC-led state. After assuming power in 1949,
the Mao-led state used law for ideo-political purposes, such as confiscating land
from landlords, controlling unions, and punishing anti-revolutionaries. Despite its
promulgation in 1954, the Constitution failed to protect people’s constitutional
rights and freedoms during mass political movements. During the Cultural
Revolution (1966-1976), millions of people deemed anti-revolutionaries were tried
by the masses based on politics, rather than law. This period was later condemned
by the CPC Central Committee (1986) as a state of “lawlessness” (wufa wutian) and
uttermost destruction of the dignity of the Constitution and law.

After the Cultural Revolution, the CPC Central Committee (1978) pledged to
move from personal rule to macro-governance under the law, in order to counter
chaotic political movements such as the Cultural Revolution, establish a macro-
control mechanism to regulate market forces and new social relationships, and create
a predictable, stable environment for domestic and foreign investments in China.
To that end, in 1999, the NPC amended China’s Constitution to enshrine the rule of
law (yifa zhiguo). As a result, by August 2011, China developed 240 national laws
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and 706 administrative regulations, and over 8,600 local laws and regulations (State
Council, 2011) ranging from civil and commercial laws to social laws. In particular,
China passed or revised laws to regulate the new civil relationships among the state,
the market economy, and people generated by the transition to a socialist market
economy and the emerging civil society in such areas as consumer protection
(1993), contracts (1999), securities (1998), property (2007), and civil liabilities and
compensation (2009). Of these, the most controversial was the Property Rights Law,
which governs the creation, ownership, and transfer of property, and protects private,
in addition to public and collective property in the market economy.

Using Traditional Chinese Culture to Shape People’s Behaviors

In addition to using law as an external force, the CPC-led state resorted to the use
of traditional Chinese culture and virtues as an internal force to guide and shape
Chinese people’s thoughts and behaviors and address moral and social issues in
the market economy. This is the fourth change in Chinese socialist citizenship.
After China’s 19" century military defeat by foreign powers, Chinese Confucian
culture was criticized as an obstacle to China’s modernization and revival in the
world (Law, 2013b). Under Mao’s leadership, the CPC-led state criticized Chinese
culture’s feudal nature, conducted a nationwide anti-Confucius political campaign,
and replaced Confucianism with socialism as the state orthodoxy and the essence of
Chinese national identity. Socialism adapted to the Chinese context, however, could
not revive China’s economy or address challenges arising from market economy and
related social changes, such as social conflicts over competing interests or the spread
of extreme individualism, money worship, extravagance, and hedonism among
people and, ironically, within the CPC itself.

As such, China’s post-Mao leadership turned to Chinese culture, rather than
socialism, to address social issues by revitalizing select traditional Chinese values as
an internal, motivational force to guide and shape people’s thoughts and behaviors,
enhance social conformity, and complement the rule of law. First, drawing on the
Confucian concept of using “the rule of virtue” (weizheng yide) to guide state
governance, then-President Jiang Zemin (2001) advocated governing China based
on such traditional virtues (yide zhiguo) as patriotism, respect for law, courtesy,
integrity, solidarity, diligence and frugality, which the CPC Central Committee
combined into a national ethics-building code. Second, to address increasing
social and ethnic conflicts particularly over distribution of resources, Hu (2003),
pointing to the Confucian value of harmony, made making Chinese society “more
harmonious” a goal of the CPC’s leadership and identified social harmony as “an
important guarantee of the country’s prosperity, the nation’s rejuvenation and the
people’s happiness” and the maintenance of social stability and ethnic solidarity.
Third, the CPC Central Committee (2011) further raised the status of traditional
Chinese culture by using it to cultivate Chinese people’s spiritual life and prepare
them to live in a prosperous society (to be achieved by 2020).
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All this suggests that, since the late 1970s, China has made substantial changes
to its socialist citizenship paradigm and Chinese citizens’ relationships to the state,
market economy, civil society, law and Chinese culture. These changes, as shown
below, are refracted into and reflected by socialist CE in China.

RESHAPING CHINESE SOCIALIST CITIZENSHIP EDUCATION (CE)

Like socialist citizenship, socialist CE in China has not been static. Although it has
been CPC-oriented, its emphases and contents have varied with the responses of
different CPC leaderships to changing domestic and international contexts over
time. Following the CPC’s shift from class struggle to economic development in
1978, Chinese CE began to be less ideological, more linked to the state’s national
development plans and new market-state-society relationships, and increasingly
multidimensional, emphasizing not only national elements, but also students’
personal development, local communities and the world.

Reorienting the Socialist CE Curriculum

One important impact of China’s market reform and opening to the world on socialist
CE was the change of its orientation from equipping students for class struggle to
preparing them for transition to the market economy and moderately prosperous
society. As the principal definer of Chinese CE, the CPC has given its contents
a degree of flexibility to reflect CPC leaders’ changing visions and concepts of
national governance and developments at different stages in China’s nation building.
Before the 1970s, Mao charged education with the political task of creating “new
socialist persons” with strong political consciousness who would allow communist
ideology to command their daily life (T. H.-E. Chen, 1969). In the early 1960s,
political textbooks for secondary students included Mao’s writings about the
Chinese revolution and the CPC, moral education, social development, and dialectic
materialism, and emphasized class struggle, a dualist worldview (capitalism versus
communism, friends versus enemies), and striving for a utopian communist world
(Law, 2011).

In the 1980s, CE content began to be revised along the theme of reform and
opening to the world with a view to preparing students to cope with changes and
challenges arising from the transition to the socialist market economy. Secondary
students were required to study Deng’s views on China at the primary stage of
socialism and the state’s national development strategies, including the 1978 policy
of reform and opening, adopting a market economy, and reinstating the rule of law.
Moreover, the global dimension of CE was expanded. Primary students were taught
the importance of learning from foreign countries, communicating with people from
other cultures and treating foreigners with courtesy and hospitality, while senior
secondary students learned about major world religions and key international
organizations, such as the United Nations.
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Between the 2000s and the early 2010s, the CPC-led state revised few times the
CE curriculum to prepare students to be responsible, functioning citizens in the
moderately prosperous society brought forth by market economy and achieved by
2020, according to the CPC. The Ministry of Education (MoE, 2003) ordered that CE
textbooks be revised to incorporate Jiang Zemin’s “Three Represents” theory (which
conceptualized the CPC as representing the best interests of advanced economic
forces, Chinese culture, and the Chinese people) and his blueprint for developing
China into a moderately prosperous society, including the strategy of governance
through virtue.

Some years later, the MoE (2007) asked that CE textbooks incorporate Hu Jintao’s
perspective on scientific development, strategies for sustainable development, the
continued relevance of Marxism and socialism, and the important role played by
and achievements of the post-Mao CPC in modernizing and reviving China — in
short, the importance of the CPC’s continuing leadership during the primary stage of
socialism. In the early 2010s, the MoE (2013) amended junior and senior secondary
CE to reiterate the CPC’s primary task of restoring China’s importance, emphasize
the importance of a sound ecosystem to China’s sustainable development, and
highlight the use of soft power through Chinese culture in international competitions.

Adopting a More Accommodative and Multileveled Framework for CE

Another important impact of the market reform and opening to the world on socialist
CE was the creation of a domestic environment conducive to the development of a
multileveled (global, national, local, and personal-social) framework which is less
ideological but more accommodative. In addition to preparing Chinese students
to live under CPC leadership, the MoE, between the late 1990s and early 2000s,
significantly reformed the entire primary and junior secondary school curriculum
to prepare students for domestic challenges of market economy and external
challenges of globalization and increased international competition. Although the
concept had previously been implied in the CE curriculum (Law, 2011), the MoE
(2002), for the first time, explicitly delineated a multileveled framework for CE in
primary schools. To a large extent, the framework was similar to that advocated
by Kubow, Grossman, and Ninomiya (2000), and addressed five levels of student
life: self, immediate sphere (family and school), local community, nation (China),
and world. Each level contained three important elements: the contexts (spatial,
temporal, human, and nature) in which individuals live; social activities (daily life,
cultural, economic, and political); and social relations (personal relations, social
norms, regulations, law, and systems). Different emphasis is placed on selected
levels of students’ life sphere at different grade levels — i.e., family, school and
local community in Grade 3-4, and nation and world in Grade 5-6. Despite the
political amendments made in 2013 (mentioned above), the most recent revised
(2011) CE curricula for primary and junior secondary students are used to illustrate
this multileveled framework.
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The national domain has been an important component of China’s CE. In the
2011 Moral Character and Life curriculum, Grade 1-2 students are taught to respect
China’s national flag and emblems, to sing the national anthem, and to feel pride
in being Chinese (Ministry of Education, 2011b). They also learn how to love
revolutionary leaders and know the glorious needs of people’s heroes and models.

The new Moral Character and Society curriculum for Grade 3-6 requires students
to have greater knowledge about China’s geography, economy, culture and history,
and about the CPC as the ruling party (Ministry of Education, 2011a). Specifically,
they are expected to learn about China’s geographical location, territorial size and
administrative divisions, and well-known mountains, lakes and rivers, develop
affection for China’s national territories, and understand how China has suffered
from and united to fight natural disasters. They are also asked to understand the
disparities in natural environment between regions and how these affect people’s
means of production and life; understand the relationship between people’s life and
agricultural and industrial production, and know and respect the contributions made
by workers and peasants. They are also taught the history of Chinese civilization and
its contribution to the world and to treasure China’s cultural heritage; at the same
time, they are expected to learn how China was invaded in the 19" and 20" centuries
by foreign powers and how the Chinese people resisted them, and to respect popular
heroes and revolutionary elders and to develop patriotism. They learn about the
founding of the CPC and the PRC, as well as the latter’s achievements since China’s
opening to the world in the 1980s, in order to build their love for China and the CPC.
They are expected to know that they are citizens of the PRC and to have a basic
understanding of the rights and responsibilities that entails. They are further taught
the “one China” principle, which includes Taiwan as an inalienable and inviolable
part of China.

The new Political Thought and Moral Character curriculum for Grade 7-9
requires students to learn more about the state’s nation building strategies and plans
(Ministry of Education, 2011¢). They study China’s policies on population, resources
and environment, national strategies for development, and the goal of developing
China into a moderately prosperous society by 2020 through rural/urban and inter-
regional coordination (advocated in then-President Hu’s scientific perspective on
development). The curriculum teaches students about the theory of socialism with
Chinese characteristics, China’s current economic system (including its planned
and market components) and CPC-led political system, and the core leadership role
played by the CPC in China’s developments and achievements.

Moreover, Grade 7-9 students are required to know and understand citizens’ rights
and duties as contained in China’s Constitution. Specifically, they are expected
to understand the principle of equality before the law and how to exercise their
economic and consumer rights, as well as their rights to know about, participate
in, express views on, and oversee the actions of the government. The curriculum
does not, however, mention their constitutional right to elect or select the national
leadership; rather, it emphasizes their legal responsibility to keep social order,
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participation in society within the bounds of the law, maintain national unity and
ethnic solidarity, and defend the nation’s security, reputation and interests.

Despite its heavy focus on the national domain, primary and junior secondary
CE curricula have been expanded to include other CE domains. In the 1990s, the
state began to pay more attention to students’ personal growth and development,
and added a personal domain to the 2011 Moral Character and Life curriculum
to improve Grade 1-2 students’ health habits and awareness of weather changes
and safety issues (Ministry of Education, 2011b). In Moral Character and Society,
Grade 3-6 students are encouraged to learn more about their personal strengths
and limitations, develop self-respect, give thanks, have a sense of both honor
and shame (as then-President Hu advocated in the early 2000s), and treasure life
(Ministry of Education, 2011a); they are also taught the dangers of addictions to
the Internet and computer games, and to stay away from illicit drugs. In Political
Thought and Moral Character, Grade 7-9 students are asked to appreciate and
understand their physical and psychological growth and the changes that occur
during puberty, and how to cope with stress and adversity (Ministry of Education,
2011c).

The 2011 CE curriculum also encourages students to be good members of their
immediate life spheres (family and school). In addition to being encouraged to
experience, love and share nature, Grade 1-2 Moral Character and Life students
are encouraged to love their parents and other elders and to share in the housework
at home (Ministry of Education, 2011b). In the My Family Life theme in Moral
Character and Society, Grade 3-6 students are encouraged to understand how their
growth parents nurture them, their family’s income and living expenses, to consume
reasonably and to save money (Ministry of Education, 2011a). Grade 5-6 students
are reminded to communicate with their parents to solve family conflicts, whereas
Grade 7-9 students are encouraged, in Political Thought and Moral Character, to
learn to communicate with their parents as equals, while maintaining filial respect
and obedience (Ministry of Education, 2011c). Unlike their primary school
counterparts, the immediate sphere of Grade 7-9 students is extended to include
a wider collectivity and the cultivation of such key values as solidarity, honesty,
collaboration and competition, and non-discrimination.

The 2011 CE curriculum attempts to help students integrate with their local
community. In Moral Character and Life curriculum, Grade 1-2 students learn
the scenic spots and major products of their hometown and how its development
changes (Ministry of Education, 2011b). In the Moral Character and Society
curriculum, Grade 3-6 students are taught their local map and traffic conditions,
how their local environment and economy affects people, the convenience of local
facilities and how to protect them and local culture and lifestyles, and participate in
local social, cultural and environmental protection activities (Ministry of Education,
2011a). In Political Thought and Moral Character, Grade 7-9 students learn to be
responsible local citizens by understanding the needs of others, performing voluntary
community service, protecting public facilities, and observing public order (Ministry
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of Education, 2011c¢). They are also encouraged to make reasonable and critical use
of the Internet and other social media to participate in the public social sphere.

While Mao-era China was characterized by an ideologically dualistic worldview,
post-Mao China has begun to prepare students to live in an increasingly globalized
world. In the global domain of the 2011 Moral Character and Life curriculum,
Grade 1-2 students are taught about environmental protection and saving resources
(Ministry of Education, 2011b). Under the My Common World theme of Moral
Character and Society, Grade 3-6 students are expected to master basic facts about
world geography; compare the peoples, festivals, cultures, and customs of different
countries; understand the influences of science and technology on production and
living, and common global problems (including environmental degradation and
resource scarcity); and explore the concept that “humans have only one world”
(Ministry of Education, 2011a). While learning about Chinese cultural traditions,
Grade 7-9 students learn, in Political Thought and Moral Character, to enhance their
awareness of exchanges and dialogues with other global cultures, to understand
cultural diversity and cultivate respect for other cultures and traditions, to appreciate
current trends in global development, to recognize the importance of developing a
global outlook, and to enhance their contributions to world peace and development
(Ministry of Education, 2011c¢).

Learning about the world entails learning about China in the world. In the 2011
CE curriculum, Grade 3-6 students learn about China’s interdependence with other
countries and how this affects people’s lives; the key international organizations and
covenants China has joined; and China’s rising importance in international affairs
(Ministry of Education, 2011a). Similarly, Grade 7-9 students are encouraged to
know about China’s global status, role, functions, opportunities and challenges and
to enhance their sense of crisis (Ministry of Education, 2011¢).

CHALLENGES OF THE MARKET ECONOMY FOR SOCIALIST CITIZENSHIP
AND CITIZENSHIP EDUCATION

Citizenship and CE in China are closely related, to the extent that the issues
confronting the former also largely confront the latter. To illustrate this, three
challenges relating to the market economy are selected: the dilemma between
protecting rights and maintaining social stability in an emerging civil society; the
struggle between the rule of law and the rule of the CPC; and the tension between
upholding socialism and preserving traditional Chinese culture.

Protecting Citizens’ Rights versus Maintaining Social Stability

The first contentious issue concerns the struggle between protecting citizens’ rights
and maintaining social stability in the socialist market economy with a regulated
civil society. On the one hand, since the 1980s, China has afforded its polity greater
opportunity to exercise their freedoms of speech, publication and association. It has
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tolerated the dramatic growth of civil society, allowed the vast expansion of domestic
print and electronic mass media, accepted the growing popularity of the Internet,
including Internet-connected phones and the expansion of the public space into
cyberspace, and has even opened its domestic cultural and publication markets to
foreign countries, including capitalist countries. On the other hand, the CPC-led has
also upheld the overriding importance of social stability for the market economy and
the CPC’s supremacy as China’s ruling party. To this end, it has made huge efforts
to regulate society and cyberspace by promoting policies and values that favor the
CPC, while suppressing dissident voices. This dilemma can be found in CE curricula
and textbooks. Upper primary level students, as shown earlier, are expected to learn
about citizens’ rights and the importance of social stability and development to
nation building; they are also expected to understand the importance of the Internet
to modern life, the dangers of Internet addiction, and to use the Internet critically.

The preeminence of social stability and CPC leadership over citizens’ freedoms
and rights is further reflected by the level of censorship and self-censorship evident in
China’s mass media, cyberspace, and even academic publications in topics deemed
politically sensitive by the state, including those which might threaten the CPC’s
monopoly on political power or social stability, or threaten China’s sovereignty and
territorial integrity (like Tibetan, Xinjiang or Taiwanese independence).

As an extension of this censorship in education, CE curricula and texts uphold
the CPC’s political positions and policies and criticize opposing views; for example,
they teach students the importance of solidarity among China’s various national
ethnicities but does not touch on why some radicals advocate for independence
in Xinjiang or Tibet or why many Taiwanese do not want to re-unite with China.
Moreover, the CE curriculum emphasizes the importance of the CPC’s leadership
and achievements in market reform and opening to the world, but does not touch on
the problems inherent in its monopoly over political power. Although many Chinese
(including students) know about restricted access to such web sites as Facebook and
Google, the CE curriculum does not mention the state’s policy on Internet censorship
for politically sensitive topics. It is important that China, as Google’s chairman Eric
Schmidt asserted, allow its people to think and speak freely and that it lift restrictions
on Internet access in China, if it wishes to enjoy further domestic and international
development (G. Chen, 2013).

Rule of Law versus Party Rule

The second contentious issue concerns the complicated relationship between
the rule of law and the rule of the CPC within the citizenship framework for
new market-state-society relationships. As presented earlier, the CE curriculum
requires students to learn how the law protects citizens and the nation, and to
understand the concept of equality before the law. However, there is a discrepancy
between what they learn in school and what they experience through mass media
or the Internet.

45



W.-W. LAW

Despite its repeated emphasis on governing the nation through law and its efforts
to reestablishing the Chinese legal system, China has yet to decide whether the law
overrides the CPC and its Party secretaries. The State Council (2008) admitted that
China’s legal system suffers from weak enforcement of laws, the bending of laws
by some government functionaries, and the abuse of authority by officials whose
edicts usurp the law’s authority. At the 18" CPC National Congress in November,
2012, outgoing CPC’s General Secretary (and President) Hu Jintao reiterated that
no one should be above the law, while incoming General Secretary (and President)
Xi Jinping stressed Constitutional supremacy and asserted that no organization or
individual has the right to ignore the Constitution or overstep the bounds of the law,
and that any such action must be investigated.

These national leaders’ determination to uphold the de jure supremacy of law,
however, is limited by de facto structural constraints that insulate the CPC from
it. First, the NPC and its Standing Committee are dominated by CPC members,
and the NPC chairman and China’s president are politburo members. Second, the
law is frequently used to consolidate and sustain the CPC’s political control, to
the extent that socialism is legally recognized as state orthodoxy and the CPC’s
political leadership is a constitutionally enshrined prerogative that “will exist and
develop for a long time to come” (National People's Congress, 2004). Third, only the
CPC can decide whether and when to revise the Constitution; in the 1980s—-2000s,
significant changes to the CPC’s party line were inevitably reflected in constitutional
amendments. Fourth, as shown in the case of Bo Xilai in 2013, procuratorial and
judicial organs cannot prosecute CPC officials suspected of committing crimes until
the CPC’s extralegal organs (including central or local discipline and inspection
commissions) finish their interrogation (shuanggui) and the suspects are expelled
from the CPC and public office (shuangkai) (Communist Party of China Central
Committee, 1994). In other words, law is subordinate to the CPC and cannot bind it
unless it is willing to be bound.

Tension between Upholding Socialism and Preserving Chinese Culture

The third contentious issue confronting socialist citizenship and CE relates to the
balance between promoting socialism and preserving traditional Chinese culture as
an integral part of Chinese people’s national identity. Despite the global decline of
socialism and its growing market economy since the late 1980s, China continues to
promote socialism as its state orthodoxy and to depict China as a socialist country.
Recognizing socialism’s inability to address China’s problems and issues in various
areas, CPC leaders produced various versions of Chinese socialism, which they
rationalized as adaptations to the Chinese context, or “socialism with Chinese
characteristics”. They also justified the reintroduction of a market economy to revive
the socialist economy as a feature of the “primary stage of socialism”, a transitional
stage towards a utopian communist world. However, socialism is increasingly
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remote and even irrelevant to the daily life of Chinese people, including CPC
members, and Marxism has been marginalized in China (Wang, 2013). However,
the CPC cannot abandon Marxism or socialism because they are the cornerstones of
its political leadership in China; rather, it has chosen to “Sinicize, contemporize, and
popularize” them to maintain their paramount status (zhongguohua, shidaihua, and
dazhonghua) (CPC Central Committee and State Council, 2012). This suggests that
the CPC-led state has, at least indirectly, conceded the irrelevance of Marxism and
socialism to contemporary developments in post-Mao China.

Whether the CPC can save Chinese Marxism or socialism remains to be seen.
The CPC-led state has increasingly drawn on traditional Chinese culture, rather than
Marxism or socialism, to address social issues and problems. In presenting China,
both domestically and to other countries on international occasions (e.g., the 2008
Beijing Olympics and 2010 Shanghai World Exposition), the CPC-led state has often
emphasized traditional Chinese culture, rather than the superiority of socialism over
capitalism (Law, 2013a). The CPC Central Committee’s (2011) decision, discussed
earlier, to officially reinstate the status of Chinese culture as an essential element of
the Chinese national identity and its growing prosperity are important signposts for
China’s development and revival in the 21* century.

In CE, CPC rhetoric continues to emphasize the importance of creating
“qualified socialist citizens” and infusing socialist values into the school
curriculum (CPC Central Committee and State Council, 2010); however, some
old ideological themes (such as the superiority of socialism over capitalism) have
begun to gradually disappear from citizenship textbooks. On the other hand, the
CPC-led state has realized the increasing importance, in a globalized world, of
cultivating students’ national identity, which is rooted in Chinese culture and
marked by China-specific elements. In the late 1980s, citizenship textbooks began
to incorporate traditional Chinese stories and figures (as well as those from Western
countries such as the United States), and to foster traditional values (such as filial
obedience and hard work) among its students (Law, 2009). The national domain
of the 2011 CE curriculum for primary and junior secondary students focused
less on socialism and more on students’ knowledge and understanding of China,
including its history and cultural features and its contemporary developments and
achievements.

However, the CPC-led state judged the use of CE alone to reinforce students’
Chinese identity insufficient, and mandated that other subjects in the newly-revised
school curriculum reinforce students’ affiliation with and pride in ancient and
contemporary China by practising Chinese calligraphy in Chinese language lessons,
learning Chinese traditional folk, ethnic and local music (like Beijing opera) in their
music lessons, and learning about China’s achievements in space technology and
industry and its successes in hosting premier international events (like the 2008
Beijing Olympics Games) in general science and history lessons, respectively
(Law, 2013b).
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CONCLUSION

In China as in other countries (Dimitrov & Boyadjieva, 2009), the meaning and
content of socialist citizenship and CE need to be understood and interpreted in
terms of their historical and contemporary contexts. In response to domestic social
changes and global challenges, China gradually began, from the 1980s, to reframe
its socialist citizenship and CE, making it less ideologically exclusive and more
accommodative by moving from the rejection of capitalist countries to establishing
ties with them; from eliminating China’s market economy to increasing relying on it,
from suppression to toleration of civil society; from rule by fiat to the rule of law; and
from downplaying Chinese culture to emphasizing it. CE has become an important
instrument for preparing students to become responsible and active citizens in
China’s new contexts, by helping them learn the new relationships among the CPC,
market economy, law, society, culture and the world, and to understand their rights
and responsibilities in these spheres of life. Because of this, CE has been given
space to change within the limits prescribed by the CPC. The revised CE curriculum
for primary and junior secondary students is less ideological and political, and its
multileveled framework makes its contents more relevant to students’ daily life, and
links them more closely to their family, school, local community, nation and the
world.

Despite these significant shifts, socialist citizenship and socialist CE face
challenges concerning the balance between stability and rights, between the
rule of law and rule of the CPC, and between socialism and traditional Chinese
culture. These issues are most likely to be intensified, rather than alleviated,
by the decision made at the Third Plenum of 18" CPC National Congress to
comprehensively deepen current reforms, in accordance with the governance
and national development blueprint advanced by new President Xi Jinping and
Premier Li Keqiang for their 2013-2018 terms of office (CPC Central Committee,
2013). On the one hand, the CPC Central Committee decided to raise the status
the market economy from a “basic role” to a “decisive role” in China’s economy,
to reform the judiciary to ensure judicial fairness every court case, to uphold the
premier status of Marxism and practice socialist core values while promoting
Chinese culture to other countries, and to speed up the separation between the
government and social organizations. On the other hand, it reiterated that social
stability and state security superseded national development goals; to this end, it
established the National Security Agency to monitor public discussion in the mass
media and Internet usage.

The challenges confronting socialist citizenship and CE are interrelated and
cannot be easily addressed. One way or another, they can be attributed, at least in
part, to the CPC’s fear of losing power and its ensuing determination to maintain
its monopoly over political leadership in China. Were the CPC to open up China’s
political system to allow public competition for power, this would significantly
affect the frameworks and contents of citizenship and CE in China, much as did
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the introduction of the 1978 policy of reform and opening to the world. Were this
to happen, the ruling party and state orthodoxy might change, and the scope and
degree of Chinese people’s freedoms, rights, and responsibilities — particularly
in the political, civil and social spheres — might be broadened and enhanced. It is
heartening to hear that Xi Jinping’s “Chinese dream” is to make China prosperous,
revive the Chinese nation, and bring about people’s happiness. The more open China
becomes to the world and the more the CPC cares about the happiness, freedoms and
rights of its people, the greater the need for more ideologically and politically open
and accommodating socialist citizenship and CE.
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4. ENGLISH AS A FOREIGN LANGUAGE CURRICULUM
REFORM IN CHINA

A Study in Reconstructionism

INTRODUCTION

China has experienced a number of reforms in EFL teaching and learning since 1949,
when The People’s Republic of China was established after years of struggle between
the losing Chiang Kai Shek Nationalists and the winning Mao Zedong Communist
forces. Given the association of the English language with the western imperialism
that China had just fought so hard against, competence in English was regarded as
unpatriotic. A number of English-speaking countries, notably the United States of
America (USA) insisting on a strong support of the Nationalist Party which had fled
to Taiwan in 1949, did not recognise China. Indeed, the new Chinese government
had its own concerns with illiteracy in mother tongues, at the time around 80%
(Dietrich, 1986; Ministry of Education, 2002; Yang, 2010). English was hardly a
priority for government then, although it had been in schools since the 19% century,
the result of China’s encounters with the west at that time (Wang & Gao, 2008).

Having eschewed all things western in 1949, the authorities took up Soviet models
to inform their activities, receiving economic aid from the Union of Soviet Socialist
Republics (USSR) (Yang, 2010). After the enormous upheavals of the revolution
itself, China was in a period of reconstruction. The strong political influence of
the relationship with the USSR on China’s foreign language education meant that
Russian became the dominant foreign language taught throughout the country, with
English removed from the secondary curriculum (Hu, 2002). Turning its attention to
education, China found itself faced with problems that could be addressed through
reconstructionism.

RECONSTRUCTIONISM

Reconstructionism dominates developing countries’ approaches to education. Even
before Independence from Australia’s colonial control in 1975, the then Chief
Minister and imminent Prime Minister of the new Papua New Guinea (PNG) nation,
Michael Somare, put it quite simply: “We cannot afford education for education’s
sake. We must be sure its benefits flow back into our real society.” He went on to
enumerate the “right attitudes: initiative, responsibility and effort” to be fostered by

S. Guo & Y. Guo (Eds.), Spotlight on China: Changes in Education under China's Market
Economy, 53—66.
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the education system (1974, cited in Zeegers, 2010, p. 841). It is a reconstructionist
position, a manifestation of “...A philosophical movement that conceptualises
education as an institution for social engineering” (White, 2001, p. 5). China in 1949
was a developing world state. It was also in a post revolution stage.

Given low literacy rates, the sorts of change envisioned by the new order would
be so much harder to achieve if it failed to address problems arising from the
reproduction of existing or traditional societies characteristic of so many education
systems (Apple, 1981; Kentli, 2009). Integral to a reconstructionist position,
quite different from reproduction, is education to achieve change. Udvari-Solner
and Thousand (1996) argue that “Reconstructionism promotes the belief that by
transforming curriculum and instructional approaches, schools can affect a more
democratic, just, and compassionate world...” (p. 1). Reconstructionism looks to
education systems as tools to be used in the building of new political, economic
and social orders, in particular ones that are perceived to be better than existing or
older ones. Such new social orders would be based on social concerns and having
the economic structures necessary to maintain democratic systems, rather than
elitist ones with their systematic enfeeblement of non-elites. But schools are not the
only social tools available to teach young people. There is a whole world outside
of the classroom that may be harnessed in the building of a more just society, and
in the great revolution that produced the People’s Republic of China, one such tool
was children’s and young adult literature, harnessed and driven by Lu Xun, and
unabashedly didactic in reconstructionist terms (Zeegers & Zhang, 2006).

LU XUN AND RECONSTRUCTIONISM IN LITERATURE

Lu Xun is a distinguished figure in China’s literature history, born in 1881 and
dying in 1936. He did not live to see the success of Mao’s movement, but he was a
writer of fiction, and an editor, translator, critic, essayist and poet with communist
sympathies, writing in vernaculars as well as classical Chinese. Embraced by the new
communist regime, his work is an example of the sorts of literacy campaigns that
have traditionally contributed to successful political revolution. Pre-revolutionary
children’s and young adult literature in China had done its work in maintaining its
order of an empowered elite and an enfeebled peasantry. The new literature of the
sort produced and promoted by Lu Xun was to enfeeble elites and empower the
peasantry. It was to effect a reconstructionist change born out of Lu Xun’s bold
criticism of Confucianism, an official idea that had ruled China for thousands of
years, as a dangerous influence that had controlled and damaged Chinese people’s
spirit.

Through Lu Xun, new heroes with whom they could identify emerged for children.
These had a modern consciousness, progressive ideas and demands for reform that
sat outside of Confucianism. They were heroes acting on their own ideals to engage
in what could only be seen as a superb social struggle (Zeegers & Zhang, 2006). The
heroes are boys and girls, men and women, operating in a world that is Chinese and
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speaking and acting as Chinese heroes. There is simply no room for English in this
new world. China closed itself to the rest of the world that not only did not support,
but actively reviled, its efforts. Education was to socialise Chinese children; they
were to become literate, certainly, but in that development of literacy they were to
become productive, and reconstructed, citizens of the new China (Zhang & Zeegers,
2010).

Educational socialisation has its part to play, as White (2001) puts it, as “...the
process of developing learners’ social intelligence and social competence” (p. 6). Lu
Xun did not turn to models suggested by foreign books for children (although he was
not averse to stories from India), and his work was engaged alongside the various
curricula followed in schools. His work was consistent with the prevailing focus on
the development of a strong Chinese nationalism at all levels of Chinese life. The
opening of the Nanjing Yangtze River Bridge in 1968, the great bridge over the
Yangtze River, is significant as an entirely Chinese enterprise without any foreigners
involved. China shunned anything western, and by extension, anything English.

LITERATURE AND LANGUAGE LEARNING

Literature is an art of language which reflects human culture, knowledge and
wisdom, recognised as playing a worthwhile role in language teaching and learning,
particularly in the EFL curriculum in China (Zhen, 2012). China’s implementation
of EFL reform alongside its open door policies has entailed a breadth and depth
of communication and cooperation between different countries and regions of
various cultural backgrounds, challenging EFL teaching and learning to incorporate
a good command of cultural knowledge and awareness (Zhen, 2012). According
to Bandura (2008), “...foreign literature gives unique access to the target culture
representatives’ ways of living and thinking” (p. 20). Engaging foreign cultural
content that is inherent in literature leads readers to reflect on their own culture
and identity, and this serves as an opportunity for a genuine intercultural dialogue
between different cultures (Bandura, 2008; Fenner, 2001). It is personal engagement
and reflection, though, and studies in comparative literature in China is particularly
a weak area (Zhen, 2012). This is hardly surprising given the emphasis on national
rather than personal benefits in EFL; it is an area that is still to be developed as the
reform in curriculum proceeds apace.

MAINTAINING THE REVOLUTION

The problem that any successful revolution faces is in its maintenance of a
revolutionary position, for once the revolutionary forces are established, they are in
effect the Establishment. There is always a tension between maintaining revolutionary
momentum while stabilising and building on revolutionary achievements. The early
days of the People’s Republic of China saw large-scale reconstruction in political,
economic, and education domains, but as Hu (2002) states, such EFL that was
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engaged was based on curricula, teaching materials and methods used before 1949,
uncritically adopted and absorbed, with a general official consensus that it “serve[s]
the new republic” (p. 17), but no real change forthcoming at that time.

In the early 1950s, friendly relations developed rapidly between China and the
Soviet Union as the west attempted to isolate China, allowing for a rising Soviet
influence on China’s politics, economy, and education in general, and EFL in
particular (Adamson & Morris, 1997; Hu, 2002). Russian programs started to
appear in universities, colleges and secondary schools, and EFL programs declined
dramatically from education institutions (Hu, 2002). It was to be a relatively short-
lived development, and China found itself facing an extra complication in its
developing education systems with the ideological split with the Soviet Union. That
split started in 1956 and was not completed until 1963.

At the same time, the first Five Year Plan of 1953 to 1957 was only a short period
allocated to great change that was to develop the economy, but China had little
capacity to manage or absorb any more political, economic or social upheaval given
what it had already endured. The Great Leap Forward of 1958-59 was designed
to drive China from the socialism that it had established in 1949 directly into
communism, where it was envisaged that people would have the right to control the
factories and lands as well as the produce of both (Zhang, 2013). China implemented
a number of fundamental economic strategies that addressed issues of consumption
and production, as well as the needs of urban and rural areas, as competing rather
than complementary ones.

Radical and unsustainable strategies of this Great Leap Forward resulted in massive
scales of economic instability and unrest, born of immature and underdeveloped
policy making that characterised the movement (Dietrich, 1986). 2.5 million social,
economic and political leaders around the country were assigned menial jobs or
sent to the countryside, 90 million people learned steel making, and 20 million
peasants migrated to the cities (Dietrich, 1986). Indeed, every component of the
Leap expanded at the expense of others within the economic, political and social
sphere until the whole system was unable to bear it, resulting in the collapse of the
economy. English was the least of anyone’s concerns, but the pressure for education
as a revolutionary reconstructionist tool never abated. Even so, teacher training was
a priority even in 1949 (Yang, 2010), and this provides an initial clue in relation to
the role of reconstructionism in China’s education policies and programs.

REVOLUTIONARY MOMENTUM

The Cultural Revolution of 1966 to 1976 was a further attempt to maintain
revolutionary momentum (Dietrich, 1986) but at this time when even the growing
of a lawn might lead to denouncement as a bourgeois counter-revolutionary, people
were not likely to press for English being taught in schools, or anywhere else for that
matter. The Cultural Revolution was a far reaching and chaotic political movement
that disrupted economic and cultural development in the country, including the
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education system, and so also including English language education (Hu, 2002;
Jin & Cortazzi, 2002). Education institutions were disrupted and closed down for
years and English teachers, together with other intellectuals, were persecuted or sent
to the countryside so that they might experience hard physical work (Jin & Cortazzi,
2002). English study was taken as pursuing foreign thinking, and for years most
schools were not allowed to teach it.

Nonetheless, China’s increasing economic success with successive Five Year
Plans meant that since the late 1970s it had been able to seek a greater role on the
global stage. While people still had some qualms about being seen as accepting
western culture, English was seen as having an important role in economic reform
and modernisation of the nation (Jin & Cortazzi, 2002). The end of the Cultural
Revolution in 1976 meant that political tensions within the country eased, as did
relations with the west, and China adopted an open door policy. In 1990, the illiteracy
rate had dropped to 22.2%, dropping even further to 7.22% in 2001 (Ministry of
Education, 2002). At the same time, English emerged as having its role to play
as the language of international commerce and navigation. Increasingly, Chinese
students were taking up studies in western countries’ universities where the language
of instruction is English. Even when English began reappearing in the curriculum
in China itself, reconstructionism was evident in the politically-oriented texts and
contents in almost all of the textbooks, and teacher-centred, grammar-translation
methods dominated in teaching and learning, as they had during The Great Leap
Forward in the 1950s (Hu, 2002).

The EFL curriculum at the time focused on English skills and reading passages on
the cultures of foreign countries, based on audio-linguistic and grammar-translation
method. By the 1980s, new EFL curricula were introduced and the communicative
aspects of language learning emphasised, while learning English became a popular
activity (Jin & Cortazzi, 2002). Systematic and orchestrated curriculum reform was
initiated and implemented in 1993. Chinese students were not only exempt from
punishment for studying abroad, they were encouraged to so do. They came to the
institutions in foreign countries having previously been grouped in classes of up to
60 students, classes which may be seen to be greatly under-resourced when Western
standards are applied. In these classrooms, examinations were, and indeed still are,
the predominant form of assessment, and teaching and learning approaches stressed
memorisation.

A westerner might have some apprehension regarding surface rather than deep
learning as far as these students are concerned (Zeegers & Zhang, 2005), but it is an
apprehension that is not well founded. Watkins and Biggs (2001) give us the 1996
figures for Chinese student performance ranked against those of the USA, concluding
that “Chinese students perform very well indeed” (p. 13). In fact, Chinese students
all over the world outperform western students (Watkins & Biggs, 2001, p. 3). To
assume that language plays a negligible role in this is to start out on a false premise,
given the dictum that all learning success is language success, just as all learning
failure is language failure. The Chinese students studying overseas had learned their
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English but found it more difficult to accustom themselves to the norms of overseas
classrooms, especially in relation to interactions between staff and students in the
English language in Reading, Writing, Speaking and Listening (the four macro skills
of any basic EFL course) (Hu, 2005a). English proficiency skills had not been as
well developed in China as they could have been, but this was still the time of more
personal motivation rather than national policy for studying EFL.

This situation was identified as a shortcoming by Chinese political and education
authorities in the 1993 EFL curriculum reform (Hu, 2005b; Wang, 2007). While the
reform of 1993 had an appropriate focus on English language communication as
part of independent student learning to deliver what was seen as quality education
(Hu, 2005a; Jin & Cortazzi, 2002), the programs that it put in place did not achieve
expected goals. The reform lacked effective policies, sufficient resources and
corresponding training in appropriate teaching and learning approaches (Hu, 2005a),
so that it had little chance of achieving what it had set out to do. It was evident by the
turn of the 20" century that EFL curriculum reform needed to be developed further
than had been done in 1993 in order to enhance students’ competences in using the
English language in the 21% century (Hu, 2005b; Wang, 2007; Wang, 2012). Another
revolution was at hand, and with it, reconstruction issues to be addressed through a
reconstructionist approach to reforming the EFL curriculum.

With this reform English has come to be considered as an essential language in
the global context, a priority and compulsory course in Chinese secondary schools
(Wang & Gao, 2008; Yu & Wang, 2009). This has occurred as English ceased to
be positioned as a course of liberal arts, and more as an important tool for cultural
exchange and international communication (Yu & Wang, 2009). Ways in which
policy and curriculum can be modified to enhance Chinese learners’ learning of
English has become a major focus in research (Wang & Gao, 2008). The series of
EFL curriculum reforms has been implemented in elementary and secondary schools
at the beginning of the 21% century has moved the country towards a substantial shift
in EFL teaching philosophy and practice (Yu &Wang, 2009). With this development,
a tension has emerged between ways in which China may selectively appropriate
English for its own sociopolitical goals and ways in which teaching and learning in
English may be considered as a threat to traditional Chinese society (Wang & Gao,
2008). Niu and Wolff (2005) have taken up such issues, warning against linguistic
imperialism in relation to enthusiastic Chinese take up of English as integral to
educational pursuits. The current curriculum reforms have attracted the attention of
a number of scholars (see for example Guo et al., 2013; Liu, 2011; Wang & Gao,
2008; Zhang & Liu, 2014).

The new curriculum reform has been represented in the literature as an essential
and far-reaching reform in relation to content and pedagogy; it encompasses reforms
of teaching and learning strategies, textbooks, teacher professional development,
and technological impacts on all of these. It distinguishes itself from previous
curriculum reforms in that it incorporates features of reconstructionism in both
design and practice (Jin & Li, 2011). It is considered as “the most comprehensive,
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most extensive, most attention-attracting, and most controversial curriculum reform
since 1978” (Wang, 2012, p. 63).

Curriculum reform on such a scale generates a tension that is constantly to be
negotiated, not just for China, but for any country where English is not the mother
tongue, and where forces and processes of globalisation present as irresistible.
China’s successful 2001 negotiations for entry to the World Trade Organisation
(WTO) was a revolutionary event. Economic revolutions do not have the same sort
of overtly physical effects of military ones, but their effects may be every bit as
striking. The country’s move to an emerging economic power since 1949 is just
such a revolution. Its economy is second only to that of the USA, its economic
positioning affecting the economies of other countries around the world. The doors
have firmly and widely opened: the world has been welcomed in; China has entered
the outside world to open and welcoming arms. The import of such moves cannot
be underestimated. They signify a revolutionary shift from an early and immature
communist society yet to find its feet in 1949 to political stability and harmonious
economic and social environments as well as feasible and managed policies and
strategies at the turn of the 20th century.

Literacy rates since 2000 have consistently been around 99.3-99.4% for 15-24
year olds (United Nations Statistics Division, 2009), and as any language teacher
knows, literacy in one’s native tongue is a prerequisite for learning any other tongue
or tongues. With such literacy rates, China had the basis for effective EFL teaching
and learning in its schools. What is more, it had the basis for such reform that would
be designed to develop students’ comprehensive language competence, rather than
just knowledge and skills in EFL. It could focus on improving the quality of labour
forces and 21 century citizens as it engaged globalisation with real enthusiasm.

21ST CENTURY EFL CURRICULUM REFORM

The EFL curriculum reform of the 2000s in secondary schools was initiated
as China, as a result of its changed position vis-d-vis the rest of the world, was
required to measure up to the challenges of English not only as a global language
but a language to be mastered in the context of globalisation (Hu, 2003). Zhang
(2013) presents a detailed review of early 21 century EFL curriculum reform intent
and features in her examination of a number of government policy and curriculum
documents. Features of the reformed EFL curriculum include resetting the role
of English, an emphasis on students’ all-round development in EFL teaching and
learning, continuity and flexibility of the new EFL curriculum, an emphasis on
task-based learning and improving curriculum materials, establishing an effective
assessment system, [and] an emphasis on teachers’ professional development
(Zhang, 2013, p. 119). Such features indicate detailed, expanded, and progressive
aspects of the reformed EFL curriculum, compared with the previous 1993 one with
its more limited focus on the development of basic Reading, Writing, Speaking and
Listening skills.
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A revised 2011 version of the reformed EFL curriculum in the form of the
English Curriculum Standards (ECS) published in 2012 indicates further progress
since the ECS of 2001 (Ministry of Education, 2012). It particularly stresses a
focus on education, and this includes EFL, for the masses rather than for an elite. It
refocuses the nature of the EFL curriculum, incorporating teaching and learning in
the humanities as well as implementing tools for EFL teaching and learning. Such
progress indicates a good deal of improvement in ECS on the basis of research
generated in trialling of the new EFL curriculum. The expanded focus is consistent
with a reconstructionist position on education.

This has also highlighted the changed role of English in 21% century China. Not
since 1949 has English occupied such an impressive role as it does now. It has
become increasingly relevant to the life of the Chinese people, especially with the
added factor of Beijing hosting the Olympic Games in 2008. According to Jin and
Cortazzi (2002), taxi companies in Shanghai in 2001 began to offer their drivers
English classes and provided them with learning materials and facilities so they
could practise English when picking up their international customers for this major
event. National newspapers in China, such as The Peoples Daily, were published in
English, and delivered throughout the country, in small towns and fishing villages,
as part of preparations for the Games in Beijing (Jin & Cortazzi, 2002).

What is more, English has come to be seen as a personal asset. It is a compulsory
subject from Grade 3 onwards in school; it is a main subject for national college
entrance examinations; it is essential for students in obtaining their first degrees
at universities, and diplomas in colleges; and it is considered a necessary skill
for personal well-being (Hu, 2002, 2005b; Jin & Cortazzi, 2002; Liu, 2011). This
has driven demand for further reform of EFL curriculum, reform; which has been
planned and implemented on local, regional, and national levels, always with an eye
to international implications, such as the demands of marketization, privatization
and commodification (Guo et al., 2013). The latest EFL curriculum reform in China
has its reconstructionist role to play, then, as English is seen as supporting the
country’s political and economic interests when considered in market economies in a
globalised and globalising context. The EFL curriculum has gone through extensive
top-down reforms at various levels, indicating a deliberate shift from the emphasis
of a teacher-centred to a student-centred approach in teaching and learning, and also
a shift from knowledge transmission to knowledge building (Zhang & Liu, 2014).
Such shifts mark the current EFL curriculum reform as one that is to cope with
innovation, designed to develop students’ communicative competence, to cultivate
student autonomy, and to focus on interactive classroom participation. These skills
are pertinent to student development as potential knowledge workers in a market-
driven economy, indicative of an increasing commodification of EFL as education
undergoes its continuing reforms in China (Guo et al., 2013). Reconstructionism
assumes that a given society has problems, and identifies those problems as social
injustice, problems and inequities. Reconstructionism at work in the design of the
new EFL curriculum is in itself a phenomenon to be negotiated in Chinese schools
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at a time when the country itself is undertaking major accommodation of and
integration with globalisation and associated protocols. This goes well beyond an
acknowledgement of the importance of education for the good of the nation, such
as announced by British Prime Minister Blair (2001) for Britain: “Our top priority
was, is and always will be education, education, education”, estimable as such
sentiments are. It is an entire education system geared towards teaching and learning
the skills and knowledge required to identify and ameliorate problems of society,
where the teacher is an agent of change and reform, and the student learns to reform
and reconstruct society (Ornstein, Behar-Horenstein, & Pajak, 2003, p. 9. Emphases
added). The EFL curriculum reform in China is positioned within a context of
reconstructionist principles, national events of international import, curriculum
demands, and school implementation. Teachers are to engage the implications of
these as part of their professional activities as EFL teachers.

GLOBALISATION

China’s repositioning itself on the world stage is more than one rather important
country’s decision about its political future. It is an acknowledgement of and a
response to a complex phenomenon which has been linked to a number of profound
social, political, cultural and economic transformations. Enderwick’s (2006) view of
globalisation is of a trend moving the world’s countries towards a single, integrated
and interdependent unit, picking up on the common perception that globalisation is
a phenomenon that allows interrelation and association across national boundaries
resulting in local transformation through cooperation or communication. Labour
becoming commodified is major issue as far as globalisation is concerned
(Enderwick, 2006). The latest EFL curriculum reform focuses on students as future
labour forces that enhance the country’s economic growth. Such a construct suggests
new knowledge and skills to be taught and learned in helping globalising economies
to succeed. Education is appropriated to the cause of labour, being seen as “a direct
input into production” (Hanushek & Kimko, 2000, p. 1187), and with this, as far as
China is concerned, a new dimension to EFL curriculum reform.

EFL AND CITIZENSHIP

21 century Chinese students, if they are to be good citizens, will develop
comprehensive English language competence as an extra dimension of their quality
as labour. At the same time this adds yet another dimension of citizenship. China’s
remarkable economic development has called for different sorts of highly skilled
labour forces which would serve the purposes of new commercial structures, such
as state- and collectively-owned enterprises and multinational corporations (Song-
Turner, Courvisanos, & Zeegers, 2012). The sorts of multinational corporations now
operating in China require relevant, practical and applicable skills appropriate to
the needs of a high level of international communication, and one of these relates
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to English language competence. Students are expected to use their comprehensive
English language competence to help China to be able to function in international
communication systems as part of a globalising movement. Wang (2012) sees
the implementation of the new EFL curriculum being particularly effective, even
inspirational, as it has directly engaged problems, conflicts and tensions that have
emerged from the rather limited successes of previous attempts at curriculum
reform. China has, after all, attempted to implement eight curriculum reforms in
basic education since 1949.

The 2008 Olympic Games in Beijing put the global spotlight on China in
relation to its ability to provide services, “the next great wave of globalisation”
(Dossani & Kenney, 2007, p. 4) in relation to infrastructure, health, education, and
transportation. These are described as requiring high standards in rapid economic
development, emphasising a concern with service quality (Rondinelli, 2007).
Services developed to such levels require an education and training infrastructure
that will produce well-educated labour forces in service delivery as they engage
increasingly high standards that are part of economic development in the context
of globalisation. The shifts in the role of services in China indicate the country’s
perception of this as linked to the global world, engaging international standards
of market economies. Such a change has applied pressures to education in China,
and so on EFL teaching and learning, as part of demonstrating China’s capacity
to deliver the quality of services, particularly in relation to service provision to
international types and standards. More intellectual foci by labour forces are required
for this aspect of economic development, particularly for workers’ comprehensive
competence in what is now a global language. Labour forces with such English
language competence played no small part in ensuring the international success of
the Games in 2008. In a globalised and globalising world, this sort of international
success includes English competence at high levels. In a reconstructionist world, it
means using the curriculum to affect this.

Diversity and pluralism, as unique features of postmodernism, have particular
appeal for reconstructionists (Wang, 2012; Zhang, 2013). The policy that aims to
manage the relationship between China’s mainland and Taiwan, Hong Kong, or
Macau, called “two systems in one country”, is an innovative strategy in Chinese
socioeconomic and political life (Lin & Li, 2011). The new EFL curriculum reform, as
it stresses multicultural education, stresses respect for different cultures development
of international understanding, and recognition of individual differences as such a
policy indicates (Wang, 2012). Such concerns are impacted by current China’s political
positioning with its attempts to maintain itself as a socialist country and its own
characteristics through innovation, reform, ideological liberation and cooperation
(Jin & Li, 2011). The eight curriculum reforms since 1949 have reflected shifts
from modernism to postmodernism: they have served goals of political, economic,
scientific and technological development as well as those of modernization; they
have been a substantial part of political ideals of innovation, openness, harmony;
they have underpinned ideals of ecology, stability, sustainability; and they have been
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integral to cultural ideals of integration, pluralism, and renaissance (Jin & Li, 2011).
They are the same ideals espoused by reconstructionism.

IT, EFL, AND GLOBALISATION

Information technology plays an increasingly significant role in globalisation, the
remarkable development in this field intruding on everyday lives, including those of
teachers and students. Without the electronic technological capacities of the Internet
to accommodate commercial enterprise needs for fast and efficient capital flows
across national borders, the fast capitalism that is the hallmark of globalisation,
current configurations of corporate enterprise could not exist (Zhang, 2013). The
possibilities of these same technologies intrude on education activities, as this is
integral to the education of the next generation of labour which is expected to be
skilled in technology as this applies to commercial activities. Education programs
incorporate the development of such skills in students, generally with television,
computers and various forms of Internet facilities, singly or in combination, playing
their part in the development of technology literacy as well as English language
skills.

Schools, for example, are urged to employ a multimedia approach in classroom
teaching and learning, using computers with disc drives, videodiscs and video
players and recorders, iPods, blackberries, and so on, on the understanding that
such multimedia facilitate meaningful collaboration and cooperation in Listening,
Speaking, Reading and Writing at the same time as they provide vivid and dynamic
visual and audial engagement with language in virtual as well as face-to-face contexts
(Ministry of Education, 2008). Successful trials in the use of handheld devices, such
as mobile telephones, iPods, MP3 players and other such items to assist in EFL
indicate that using such devices can support EFL teaching and learning in positive
ways, and education authorities have taken up their suggestive possibilities. What is
not considered, though, is ways in which such features of the new curriculum reform
as described in the curriculum documents and policy statements cannot be applied.
Local variations work to the detriment of the capacities of remote and rural regions
of China that lack the necessary infrastructure, and even the funds, to carry out this
feature of the new EFL curriculum.

EFL CURRICULUM REFORM UNDER THE MARKET ECONOMY

Competence in international communication as one of the protocols of globalisation
cannot be underestimated. It is an indication of the commercial dimensions of EFL
study suggested by globalisation, where English language is no longer a practical
skill to be developed or not, but a commodity upon which competent English
language users may trade in a globalising world. At the same time, attempt to
avoid one-size-fits-all curriculum development are engaged through a policy of
curriculum decentralization with its three-level system of national, local and school
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input. Innovative measures have been introduced in lower levels of school curricula,
offering local schools and classrooms more space for their curriculum innovation
(Jin & Li, 2011; Wang, 2012). According to Rui (2012), the new policy for China’s
EFL textbook adoption is a key strategy of curriculum decentralisation, enabling
teachers, schools, and education authorities at the local level to gain some authority
over and ownership of their own textbooks.

The national benefits for the country with a commodified student cohort in EFL,
then, take on even greater significance in a globalising world. They appear in big
picture proposals of national policy statements, and are in themselves inspiring,
but tensions have emerged as organisations, departments, and schools have been
unable to deal with the complexities of local requirements and attention to details
of implementation that this implies in China. The notion of glocalisation then
emerges not as a corollary of globalisation, but as antithesis to it. Glocalisation
comes into play when one considers that China actively promotes processes of
globalisation as it ascribes a significant role of the English language as a cultural
symbol in its own response to what it sees as a salient feature of a developing new
globally-based and informed culture. Zhang’s (2013) work on how this has played
out in local applications in China has made visible gaps between the rhetoric of
the EFL curriculum reform and the realities of its implementation by teachers in
under-resourced regions of China. This is not to say that such a problem may not
be addressed as the reform proceeds, and more research is conducted on the effects
and effectiveness of the reforms, as is currently being done. Given China’s history
of reconstructing itself, and turning to reconstructionism in educating itself, there is
no reason not to suppose that it will succeed this time too.
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5. AMBIVALENT “QUALITY” AND THE
EDUCATIONAL SUBLIME

Curriculum Reform Meets Ethnic Rural Development in Southwest China

In the global limelight, contemporary Chinese society is both troubled by and
obsessed with “quality.” The ambivalent space of “quality” not only captures the
quotidian life—seen in sensational media reports of worrisome water, air, and food
safety—but also marks China’s international standing, with the “Made in China”
label both invincible and frequently tainted by images of lackluster products.! In
early 2013, the newly elect President Xi Jinping highlighted his inaugural speech
with an enthusiastic urge for high quality development, signaling China’s conscious
transition from a country of sheer volume (in terms of population size and GDP
growth rate) to a country of quality (with regards to citizen civility, environmental
protection, and sustainable growth). He described such a development model as a
catalyst for realizing the great renaissance of the Chinese nation and the blueprint of
a “beautiful China”—a slogan he introduced in the 18th National Congress in late
2012 to further the discourse of “harmonious China” promoted by his predecessors.?
Within this state-sanctioned developmental race towards quality, the idea of suzhi
(FJ5) crops up frequently in the media and policy domains. Despite the semantic
ambiguity of the term, a general consensus is that “such a thing as suzhi exists, that
its level is too low in the Chinese population, that the collective suzhi of individuals
produces the suzhi of the nation as a whole, and that raising the suzhi of children
is a particularly important step” (Woronov, 2009, p. 568). Through invoking lack,
suzhi defines a shared condition of incompleteness of the Chinese society in moral,
cultural, and educational terms, and echoes its developmental turn towards quality in
social and educational policymaking. While “quality” is an inadequate Anglophone
translation of suzhi, both words indicate the attributes or characteristics of certain
things or people, as well as the degree of excellence measured by particular
standards or criteria. In other words, suzhi is both a generic term describing features
and properties and a divisive mechanism to distinguish the have’s and have-not’s.
As a marker of standard or excellence, suzhi functions as a ubiquitous rhetoric
that demarcates those possessing it and those who do not, and appears both in the
discourse of backwardness and in the discourse of social distinction (Anagnost, 2004;
Kipsnis, 2006; Sigley, 2009; Sun, 2009; Woronov, 2009; Yan, 2003). For instance,
peasants-turned-migrant-workers are deemed to be of low suzhi because of their lack
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of education, sheer numbers, agrarian mindset and crude mannerism, in contrast to
the urban elites who consume educational training, nutritional supplements, sports,
and fine clothes in pursuit of suzhi’s plenitude. On the one hand, rural poverty is
often attributed to the “low suzhi” of its residents, who are seen as a hindrance to
China’s swift modernization, thus deserving less income, power, and social status.
On the other hand, as part of a greater anxiety over educational competition, the
suzhi craze has intensified the practice of childrearing as a mad race towards elitism.
Affluent urban parents vie to enroll their children in extracurricular private lessons
and settle for nothing less than overseas education in developed countries to prepare
their children’s well-rounded, transnational suzhi portfolio.

Population quality, or renkou suzhi, functions as a lack and an inferiority
complex in China’s imagination of modernity, and signifies its resolute turn
from the world’s most populated society to one of educated, cosmopolitan, and
enterprising citizens. The watchword “suzhi” retains an aspirational tenor in
China’s various social programming, such as suzhi jiaoyu (suzhi education), suzhi
fupin (suzhi poverty reduction), and suzhi jingji (suzhi economy). Suzhi is seen as
an abstract yet transferrable value that, if acquired, through education primarily,
could bring economic profits and social prestige. Education, thus, is touted as the
greatest redeemer and cultivator of suzhi, intertwined with the country’s “quality”
turn—quality citizens, quality economy, quality environment, etc.—in pursuit of a
legitimate spotlight in the global stage.

Such “quality complex” is closely intertwined with China’s market reforms,
which continue to be legitimated as the scientific and rational means to improve
national economic prosperity, population quality, and social stability. Shifting away
from the centralized, collective, and state-run economy of the Maoist era, China
has undergone drastic social restructuring and economic liberalization since the
late 1970s, with the rise of marketization overshadowing political ideology as the
central tenet of development. Through enabling profit-seeking and rags-to-riches
success stories, market becomes the promise of progress, the desirable habitus of
the new corporeality in post-reform China, and a salvational agent (together with
compulsory education) to uplift the so-called “holdout” population, namely the
rural, ethnic others, from being the national burden to becoming the national assets.
At the same time, continual marketization also exacerbates the rural-urban divide,
the disparity in educational access and outcomes between the eastern coast and the
western inland regions, and the marginalization of ethnic minorities and migrant
groups (Guo et al., 2013).

Against such background, this chapter examines the paradoxical encounters of
curriculum reform and rural development programs in two ethnic minority villages
in Qiandongnan, Guizhou Province. It illustrates how the reform rhetoric of suzhi
education, the market regime of tourism, and the indigenous repertoire of literacy
co-create a complex “quality” matrix to produce contested cultural practices and
unintended consequences of schooling. I situate rural schooling in the broader
stroke of China’s marketization, rural revitalization, and the quality/suzhi mantra,
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as these are translocal processes that drive school actors into different spaces and
maneuvers in order to grasp their changing lives. Specifically, this chapter is part of
a larger study that examines educational dilemmas and disenchantment facing rural
minority communities in southwest China. It is based on 16 months of multi-sited
ethnography, oral history, discourse analysis, and archival research conducted in a
Miao and a Dong village-town in Qiandongnan Prefecture of Guizhou Province in
Southwest China.

Qiandongnan, the Miao and Dong Autonomous Prefecture situated in Southeast
Guizhou Province, is primarily populated by two groups of non-Han ethnic
minorities who identify themselves, culturally and linguistically, as the Miao (1)
and Dong (ffl). Among China’s fifty-five officially recognized ethnic minorities,
the Miao and the Dong are generally perceived in pacifistt—though economically
and socially backward—terms rather than as confrontational threats to the Chinese
authority as the Tibetan or Uyghur people still do. Part of Southwest China’s non-
Han frontier, Guizhou and Qiandongnan are depicted in social science reports and
popular narratives through languages of poverty, remoteness, harsh topography and
climate. A well-known proverb paints Guizhou as a region “without three days of
fine weather, three acres of flat lands, or three cents to rub together,” invoking the
classic portrait of an “out-of-the-way” place (Tsing, 1993).

Yet the static image of an ethnic rural enclave frozen in time and space is no
longer (if ever) an accurate depiction of the dynamic movements, transformations,
and uncertainties that penetrate the day-to-day activities in Qiandongnan. The
sense of lateness and the poignant anxiety to catch up with China’s fast-moving
modernization has spurred a series of pro-growth development strategies in
this region. During my sixteen months of sojourn in a Miao and a Dong village,
which I call Majiang and Longxing* respectively, from the beginning of 2009 to
mid-year 2010, Qiandongnan underwent drastic social, economic, and educational
transformations. Touted as the most visited places in Qiandongnan, both Majiang and
Longxing were carefully chosen as the field sites for a number of reasons, including
their commensurate popularity as ethnic tourism destinations (as evidenced in media
coverage and guidebooks, volume of incoming tourists), similar tourism planning
strategies (cooperation of county, prefectural, and provincial governments with
private companies), comparable size (both marketed as the largest enclave of their
respective ethnicity in the country), compatibilities of folk customs, equivalent
proportion of village labor out-migrants,” and most importantly, homologous
educational policies.

Surrounded by vast expanses of highland terraces and virgin forests that are
packed densely and sloping gently into curved plains, Majiang is marketed as the
world’s largest Miao village and the “living fossil” of Miao history and culture.
Similarly, Longxing is touted as one of China’s most attractive ancient towns for its
idyllic scenery, distinct Dong lifeways, as well as the resounding melodies of Dong
polyphonal singing. Majiang extends its charm through row after row of mountain-
side houses on stilts closely knitted like fish scales; whereas Longxing, nestled in
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a maze of luxuriant rice fields stacked zigzag like mossy pancakes, exhibits the
famed Drum Towers, Flower-Roofed Bridges, and Dong Opera Stages. To many
urban travelers who set foot on Majiang and Longxing, they may well appear to
be backwater places catching up with the fast moving train of China’s economic
ambition. Yet, due to the recent tourism boom and their administrative status as the
village-township, both Majiang and Longxing have become the socioeconomic hubs
and the magnets for the surrounding region. They boast more income opportunities
and outshine neighboring village-hamlets where lands are less fertile and life’s
hardship more abundant. Tourism has expanded the horizon of the good life for the
local people, and attracted residents from nearby villages to come and work in the
lively market towns as shopkeepers, vegetable/fruit vendors, and hotel staff. Indeed,
marketization has become a modus operandi in how villagers fashion their life and
relate to each other.

I carried out the main part of my participant observation as a volunteer teacher
at Majiang and Longxing middle schools, both plagued by lack of resources,
underqualified teachers, subpar student performance, and above all, alarming dropout
rates. In their daily operation, village schools are consumed by myriads evaluative
regimes of testing, monitoring, and audits that incessantly challenge their legitimacy.
On the other hand, they are also engulfed by the development mantra of tourism and
its spatial regime, which further stifles their ability to meet the evaluation demands,
and renders the school walls ever more porous with bureaucratic commands, market
agendas, and state-business coalition.

To revitalize the countryside and modernize the rural minorities, the state has
implemented a number of education campaigns as well as development programs in
Qiandongnan. Such strategies include enforcing compulsory basic education (grade
1-9), promoting rural tourism, road construction, granting preferential rural policies
(such as the abolition of agricultural taxes, the provision of agricultural subsidies,
and the establishment of rural cooperative medicare system), and large volume
of labor out-migration. Education, above all, is heralded as the most significant
“soft” landmark of a forward-looking Qiandongnan. Traveling in this mountain
region, one often sees bulletin boards displaying messages such as “Today’s
education is tomorrow’s economy”; “Today’s dropout is tomorrow’s poverty;”
“Poor and unschooled, one can never remove the roots of impoverishment; well-
off and unschooled, one’s prosperity will not last long.” Hypervisible slogans
such as these register a collective anxiety of the Chinese society towards its rural
ethnic population, its belief in the pursuit of schooling as a secular benevolence
and salvation for them—what I would call “the educational sublime”—and its
mobilization of schooling as a compulsory technology and a critical solution to
underdevelopment. Put in a panoramic view, compulsory schooling meeting rural
development provides a fruitful lens to examine the unintended consequences of
the educational sublime, as it encounters the quality mantra in various awkward
moments.
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QUALITY EDUCATION REFORM: CHILD-CENTEREDNESS
AS DISCIPLINE AND PUNISH

In the rural ethnic hinterlands, the state-sponsored faith-in-school is particularly
pronounced. To enforce 9-year free compulsory education becomes an overwhelming
imperative, not only seen in the ubiquitous slogan displays, but also in the numerous
school audits, tests, and evaluations that are effected throughout the year to monitor
the goal, especially in “stubborn” regions plagued by disturbing dropout rates,
such as Qiandongnan. Yet, the government’s mandate of “basic education for all”
has not translated into sanguine empowerment, as many rural minority students
find themselves schooled and channeled into assembly lines of China’s southern
factories. The dominant story I encountered during my research is that a child would
finish at least primary school—and when possible, secondary school—and then
goes on to find employment to contribute to the family economy. Dropout at the
middle-school level is common, often with tacit parental consent. Rural residents in
Qiandongnan are keenly aware that even college graduates are not guaranteed jobs
in China’s expanding higher education market, that their own chances of making it
through schooling are slim, that most rural children would sooner or later end up in
factory workshops. People’s practical reasoning about whether or not to continue
education is framed in terms of immediate livelihood rather than abstract patriotism
or national prosperity.

For decades, Qiandongnan’s subpar performance in basic education (grade 1-9)
has been characterized as a state of emergency, with rampant student attrition and
dropout rupturing China’s image of educational success. While middle school and
high school enrollment rates in Guizhou were among the lowest in China (see
Zou, 2009, p. 25), in both Majiang and Longxing, middle school dropout rate was
reported off the records by my teacher-informants to be as high as 30%.° Whereas
universalizing junior secondary education is the primary goal to incorporate the
Miao and the Dong people into China’s educational modernity, in recent years,
this goal is further bolstered by a qualitative concern for raising suzhi of the rural
ethnic population through promoting suzhi jiaoyu. In this section, I offer an analysis
of suzhi jiaoyu as one aspect of the “quality” complex to understand how it is
appropriated, resisted, and re-narrated in contradictory terms in the front- and back-
stage of everyday pedagogical lives.

To understand suzhi jiaoyu, we need to situate it within China’s New Curriculum
Reform launched around the turn of the century. In 2001, the Ministry of Education
spearheaded a nationwide agenda of the “New Curriculum Plan” (xin kegai #R4),
with the primary goal to transform Chinese educational system from the centuries-
old exam-orientedness to progressive pedagogy centered on individual student
development. The heightened emphasis on individual learners is located within
a secular-modern paradigm that celebrates the Deweyan notions of experiential
learning and pragmatism, reflecting China’s desire for legitimacy in the global
community. Promoting suzhi education and raising suzhi of the population is a set of
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intertwined goals in China’s education policy making, to transform the rural ethnic
population into new kinds of citizen-subjects for the nation’s future. The contour
of the curriculum reform cannot be disarticulated from its involvement in, and
indebtedness to, the project of nation building. It also cannot be disarticulated from a
particular style of reasoning about ideal citizenry (suzhi) that becomes recognizable
as modern subjectivity since the early 1980s. The assertion of such reasoning is
strongly palpable in compelling curriculum practices across the nation for the
making of China’s 21* century learners, citizens, and workers.

At this stage, it is important to ask: What is suzhi jiaoyu? As much as suzhi is a
floating signifier with changing social and historical meanings (see Kipnis, 2006; Wu,
2012b), the term suzhi jiaoyu is also ambiguously translated as “quality education,”
“education for quality,” “quality-oriented education,” “competence education,” and
“character education” (Dello-lacovo, 2009, p. 242). In particular, suzhi jiaoyu has
taken up added significance in China’s frontier regions populated by non-Han ethnic
minorities, such as Qiandongnan. It responds to the needs to ameliorate suzhi among
the ethnic rural population through implementing suzhi/quality pedagogy, in order to
“uplift” them from the national burden to the national asset. It is an integral part of
suzhi fupin (suzhi poverty relief) where the raising of suzhi of the ethnic peasantry—
primarily through education—is considered a path to unleash human potentials,
stimulate market growth, and ultimately eradicate poverty.

Generally hailed as a progressive movement to rectify China’s recalcitrant exam-
oriented educational system, suzhi jiaoyu receives extensive public support as an
innovative theme of schooling. To remedy the present yingshi jiaoyu (exam-oriented
model) that has been criticized for mounting academic pressure and stifling creativity
among Chinese students, the New Curriculum Reform invokes a broad array of
measures including homework reduction, removal of test-score-based ranking and
tracking, elimination of supplementary after-school lessons, flexible provision of
extracurricular activities, and implementation of child-centered pedagogy. The suzhi
Jjiaoyu reform therefore has two overarching goals: to change from teacher-centered
to student-centered pedagogy and to shift from subject-bounded to integrative,
transdisciplinary curriculum (Carney, 2008; MoE, 2001). Even though suzhi jiaoyu
has never been unequivocally defined or agreed upon, child-centeredness is perhaps
a most distinct yet controversial aspect of the new curriculum reform. A number of
policy documents have been published to endorse a more humanitarian and holistic
curriculum model geared towards well-rounded, individual-oriented development.

Within the liberatory framework of suzhi jiaoyu, teacher-centered pedagogy and
corporeal punishment is criticized as begetting conformity and repressing individual
creativity, fundamentally at odds with the progressive notion of learner autonomy
and empowerment. A slew of new vocabularies came into use to carve a new
pedagogical landscape, including “teacher facilitation,” “student-based instruction,”
“participatory teaching,” “learner autonomy,” etc., through which the proper ways
of teaching and learning are reconfigured and re-normalized. Suzhi jiaoyu, when
interpreted in such a vein, however, is often dismissed by teachers in Qiandongnan as
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a developmental stage marked by advanced teaching facilities and superior academic
performances, feasible only in resource-rich urban schools, yet out of sync with the
rural reality. The vice headmaster of Longxing Middle School once lamented to me:

We are still struggling with yingshi jiaoyu and how to make students score
better, how can we have time to deal with suzhi jiaoyu. Let the rich urban
schools worry about it. Plus, unlike the urban children, our mountain kids are
wild little monsters and have no self-motivation in learning. If we practice
child-centered teaching and don’t use discipline, we are doing our students a
disservice.

Judging from the above comments, the quality mandate produces a self-conscious
status anxiety among rural teachers who often speak about suzhi jiaoyu in paradoxical
terms. On the one hand, suzhi curriculum is regarded as an unreachable goal given
the status quo of their school plagued by lack of resources, underqualified teachers,
subpar student performance, and above all, alarming dropout rates. On the other
hand, child-centered suzhi pedagogy is not considered an unquestionably desired
educational outcome. For many teachers, children growing up in the rural mountain
region are “wild” (¥}) and too engaged with hands and feet, hence corporeal
punishment and teacher discipline are necessary—to beat the devil out of the
children for their own sake, so to speak. They interpreted suzhi jiaoyu resentfully
as loss of their authority and respect, and as a disservice to the students who, in
their view, need to be goaded with necessary discipline and punishment in order
to perform to the testing standard. In fact, the omnipresent pressure of exams has
neither relented nor given way to suzhi jiaoyu, such that village teachers jokingly
describe education for suzhi as still education for scores—with “suzhi” rhyming with
“score” (shuzi $'F) in Mandarin Chinese—no more than filling the new bottle with
old wine.

On the back stage, behind the closed doors of the classroom, teachers often wield
total control—ordering students to sit upright, listen without making noises, and copy
their words verbatim into the notebooks—which is nothing but counter narrative
to the suzhi jiaoyu mandate of child-centeredness, self-discovery, and pedagogical
equalitarianism. Students are still rank-tracked, even physically separated into
different sitting areas in the classroom based on their academic aptitudes and scores.
Those who wandered off the “good student” track would be furiously chastised,
slapped on, or sent home for as long as a week. In my observation of Majiang and
Longxing middle schools, most of the class time was spent on teacher dictation,
explication, and administering of tests, in an instructionally authoritarian and
cognitively mimetic pedagogical mode. Besides fulfilling the rigid requirements
of the curriculum with indifference to the student-centered rhetoric, the teachers
also took their desk as a pulpit from which to insert their own commentaries, to
“sermonize” so to speak. Many peppered their lectures with spontaneous moralist
exhortations, with topics ranging from juvenile dating to popular culture, from
alcohol consumption to social etiquettes, which they considered imperative for
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setting on track the potentially wayward youth. In fact, many teachers resorted to
these classroom moments to vent their personal discontent and voice their usually
muffled opinions about rural education and the society at large.

Such were the effective ambiguities of suzhi jiaoyu, in which student self-
discovery was expected but not practiced, and in which teachers not only dictated
in the language of educational jargons, but also availed themselves of the classroom
“pulpit” to impress upon the students their worldviews and attitudes. Such is the
backstage maneuvering that ruptured the child-centered, humanitarian front of the
suzhi curriculum reform. Yet it was not simply a negation of the reform, since it was
necessary, as the teachers would maintain, for village schools to prepare students for
the exam-dictated race for their own good, another tacit front of the suzhi reform.
Indeed, a school performing poorly in exams will never measure up to the suzhi
Jiaoyu yardstick, as exam scores still work as a crucial mechanism to evaluate
students, teachers, and schools.

On the other hand, to many teachers, the call for student-centric pedagogy as
“quality education” had infinitely complicated their daily practices, especially when
suzhi jiaoyu is bundled with compulsory basic education.

To be honest, suzhi jiaoyu and compulsory education have made a huge mess
of our life. With the compulsory education law, we cannot let one single student
quit school or make them repeat grades, regardless of their performance. And
with suzhi jiaoyu, we are supposed to put students at the center and not use
discipline. Now you walk in a classroom and see half the class sleeping, and
the other half minding their own business, talking and fighting with each other
as if the teachers were nonexistent. You are disheartened.

Students can be very uncooperative because they know the teachers are
powerless now. If we try to discipline them, they would threaten to drop out
and talk back to us like this: “Don’t make me want to drop out; otherwise you
will have to show up at my home to persuade me to come back. Why don’t
you save the trouble and let me be?” They know we teachers must beg them to
stay in school now, according to the law. Now we are like shepherds looking
after a group of unruly monsters. Teaching is like playing music to deaf ears.
Teaching becomes a chore that we trudge through every day.

Mr. Long, a senior teacher who had taught Chinese for twenty-five years in Majiang
Middle School, lamented over the doubly punitive impact of suzhi jiaoyu: if they
resorted to discipline, their practices would be at odds with the suzhi policy scripts,
exacerbate student discontent and dropout, and compromise the goal of universal
basic education; if they relinquish discipline and punishment, students would not
perform to the testing standards and the school would be considered failing for
not delivering academic competence, still the most crucial yardstick of any kind
of educational reform in China. Either way, village teachers were to blame. Yet,
it is simplistic to take suizhi jiaoyu and its child-centered rhetoric as the forfeiture
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of discipline tout court. Corporeal punishment previously deemed legitimate for
the purpose of edification is now pathologized, yet the very act of this negation
enables a new disciplinary front in the Foucaultian sense, which is invisible yet no
less pervasive. The disciplinary front hinges upon the school’s salvationary mission
to “emancipate” the child, recasts the body in the spotlight of nurturing, democratic
pedagogies, and defines the proper pedagogical relations by legitimizing particular
ways of teaching as suzhi while delegitimizing others. The casting of discipline
(both verbal and physical) in negative light evokes a different kind of disciplining,
in a capillary realm as Foucault (1977) suggests, that constructs the child citizen in
particular ways and also governs the inner subjectivities of the teacher.

As this section shows, suzhi education is not a cure-all of the exam-oriented fever,
nor is it embraced indisputably as the creativity-generating panacea. Its normative
rhetoric is fragmented by front- and back-stage maneuvers into fuzzy terrains of
cosmetic compliance and contestations in rural schools. The slippage between
the reform lexicon and the everyday tales of the rural classroom destablizes the
progressive undertone of suzhi jiaoyu and illustrates its ambivalence, messiness,
and unintended consequences. It is no coincidence that teachers voiced their
grievances about how their schools continued being trapped at the lower bottom of
the educational hierarchy in spite of suzhi reform, and that with losing authority, they
were in an even more helpless position to prevent dropout and help students learn.
To say the least, suzhi jiaoyu does not equalize the uneven playing field by providing
better education to underserved linguistic and cultural minorities. It does, however,
popularize the notion of suzhi and augment the sense of self-peripherization among
rural ethnic residents, who are now urged to depend on themselves (¥ H ) and on
the market (5£773%) in order to improve upon suzhi and achieve a better life, a point
to which I will now turn.

THE ENTERPRISING SELF AS QUALITY: ETHNIC TOURISM
AS NEW RURAL PEDAGOGY

Due to their picturesque sceneries, distinct ethnic lifeways, and rustic tranquility,
both Majiang and Longxing have been promoted as exemplary tourism destinations
in Qiandongnan. Compared to adjacent village-hamlets that had little going besides
agrarian labor, Majiang and Longxing enjoy relatively high social prestige as the
regional hubs thanks to their “success” in tourism, now the economic backbone of
Qiandongnan. With state investment, public roads were built to link Majiang and
Longxing to the county seats and regional centers, village dirt roads were paved with
cobblestone or cement, and infrastructures such as hospitals, hotels, and performance
squares were installed. Since the 1990s when massive labor out-migration became
a dominant theme in Qiandongnan, agricultural production has been on the wane,
and many villages severely dismembered. In recent years, however, Majiang and
Longxing have seen waves of homecoming migrants who returned to settle down
and take advantage of the tourism opportunities at home, whether through running
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mobile vending carts, miscellaneous goods shops, fruit stands, or providing ethnic
costume rental services. Similarly, students and dropouts follow their adult kin,
apprentice themselves with indigenous crafts such as silversmithing and carpentry,
and become itinerant ethnic artisans to eke out a living.

If suzhi jiaoyu is an educational technology that governs the suzhi amelioration
of rural minority students through particular pedagogical discourse-praxis, it is
entangled with social change and marketization of rural economy that further cast
the rural ethnic bodies as being in need of “remedy” and “uplift.” Instead of being
tied to the monotony of seasonal farm labor, villagers in Qiandongnan are now
urged to become flexible, adaptable, and enterprising in the burgeoning market
economy. Instead of seeking livelihood (3R 4¥) from the soil, one is now pushed
to seek development (3R /% f&) from tourism as a different kind of telos. Has tourism
expanded the horizon of social mobility and suzhi amelioration where formal
schooling fails? In this section, I will show that as much as suzhi jiaoyu, tourism
invokes yet another aspect of the quality complex through which the market logic—
juxtaposed with agrarian lifeways—sets in motion social and educational changes in
the village landscape.

A 19-year-old local Longxinger, Xiaoshi had been running a tourist souvenir
shop since she left school at 8" grade. While attending the store, she passed time by
embroidering on pillows and sole-pads, pushing needles in and out of elaborately
patterned fabrics. “Most of us Dong girls learned to embroider at a young age by
watching our mothers or grandmas.” She shrugged with nonchalance in response
to my amazement of her dexterity. Her husband, also a school dropout, drove a
mini-tourist-van for a vehicle rental company. Their livelihood depended on the
rising market value of ethnic artifacts and tourism leisure travels. Xiaoshi’s shop
was centrally located near the village market, where I passed almost daily on my
way to and from the primary and middle school. I would often stop by to chat or
pick up a decorative ornament from time to time, when she also supplied me with
the latest local gossips. “I was a chasheng (% underachiever, or literally “poor
student”) back then and knew I wouldn’t make it to high school or college. Even
college students don’t find jobs or make much money these days. Plus I wasn’t
really interested in study.” Xiaoshi reminisced about her “student” days without
much remorse. Instead, she was forward-looking with enterprising business plans.
With tourism profits fluctuating from season to season, Xiaoshi and her husband
contemplated on diversifying their income sources. They were saving up to open a
Farmer’s Happiness (% 5 /), the vernacular name for a farmer-owned restaurant-
cum-inn that caters for urban tourists and their escapist nostalgia of the country life.

One Saturday morning, we ran into each other on the village market while Xiaoshi
was on her way to attend a workshop; she hailed me to go along. Organized by the
County Bureau of Tourism, the workshop took place in a classroom of the primary
school on Saturdays, to provide training of business skills and etiquettes to local
villagers, most of whom were owners of restaurants, family inns, bars, or shops.
A female official from the county seat commenced the training session:
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We must remember that every tourist comes here with not only curiosity
towards our culture, but with the ability to consume. If we are to profit from
their visits, we must have clear ideas of their needs and more importantly,
we must improve our own suzhi. You must learn to master the basic service
etiquettes, learn to speak Mandarin properly, learn to think ahead and be far-
sighted about market needs. These are all important suzhi that your previous
life experiences haven’t taught you and you need to improve upon.

The commentator emphasized learning the game rules of the market as an important
suzhi, while hinting at the sense of inadequacy associated with the “complacent”
working-class agrarian culture. To invoke suzhi is to motivate change and self-
improvement in the market logic among the rural peasantry. As she further remarked,
“Tilling the lands and running business are entirely different things. Now that you are
doing tourism, you must get rid of the old habit of thinking.” And that “old habit of
thinking” bounded to a sunrise-to-sunset agricultural mode and the collective ethics
is considered at odds with the forward-looking, status-seeking market rationality
that seeks to optimize consumer demands and individual fulfillment. In the social
imaginary hinted by the commentator’s remark, suzhi is endowed as a desirable good
that validates peasants’ self-worth through profit-oriented economic activities, and
casts their “old” subjectivity as a moral and developmental shortcoming. Through
the merit-based selection of the market, tourism functions as a new form of pedagogy
that subsumes villagers into a different telos and rationality.

Indeed, ethnic tourism is never just about economics, but part of an ongoing effort to
improve the Chinese population quality, the so-called suzhi, through the governing of
rural development that prizes the self-enterprising market savvy, rather than the seasonal
cycle of farm labor, as the new space of social mobility. As such, tourism as a new form
of business opportunity also imposes a new system of values and expectations. Yet
tourism is far from an omnipotent balm; the invisible hand of the market and the profit
orientation engenders social ruptures and discontent, especially when rural schools
are involved in the idiosyncratic tourism planning model in Qiandongnan.

Tourism development in both Majiang and Longxing took on strikingly similar
trajectories that were state planned and commercially operated. The building of
political-commercial patronage is a distinct feature of Chinese marketization,
which links development interests of the state with commercial interests of
business establishments. While the former seeks external stimuli to intervene in
rural development in ways that the government is ill positioned to do (especially
when situations are prone to civil outcries, such as housing demolition and land
expropriation), the latter seeks political protection and auspices to optimize profit
margins. While the state has increasingly decentralized regulations to “govern at
a distance” so to speak, its omnipresent power has never entirely relented to the
invisible hand of the market, but dressed up in a particular way through business-
state coalition. In fact, an important agenda of the training workshop mentioned
above was to do “thought work” (J848 T./f) among the peasants, to propagate
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government-business cosponsored tourism programs while preventing potential
discontent and outcries. Through such “thought work,” peasants were urged to
improve their suzhi by not only acquiring business acumen but also exhibiting civil
obedience to the governing of the state and the market.

The state-authorized for-profit development model, however, often sidelined
local demands through sporadic demolition in the name of rural renewal. Due to
their strategic locations in the villages, public services such as schools were often
sites of battles wrought between the local residents and the external developers who
sought to push such services out of the village core to make room for commercial
establishments. In both Majiang and Longxing, the sites of the schools had been
coveted by business corporates intent on converting the properties into profitable
business ventures. For instance, due to its premier location atop a hillside with a
panoramic view of the village center, the Longxing Middle School compound was to
be torn down and replaced with a luxury holiday resort, according to a government-
corporate joint development scheme. While the location of the new middle school
was still an unsolved riddle, situations at the current school site remained temporary
and makeshift. There was little going on in terms of improving its dilapidated
infrastructure and housing conditions. Villagers expressed their outrage and
threatened to withdraw their children should the current school sites be usurped for
commercial purposes. Students played truancy and reasoned that they could at least
eat and sleep better at home. Teachers were also disenchanted for the skyrocketed
living expense and the increasingly cornered position of their schools.

In response to a market-penetrated educational space, students and parents
increasingly lose faith in school, and look elsewhere for alternative pathways towards
social mobility. In Xiaoshi’s case, the pathway was doing tourism at home, which
provided an opportunity to remake oneself from a failing student to an enterprising
businessperson. Teachers, the educated elites in the villages, were also quick to take
up the entreprencurial gesture and employ means of tourism to supplement their
primary mode of livelihood. As much as the peasants are exhorted to transform
themselves through a suzhi uplift, the teachers themselves are also intricately tied
to a quality matrix that equates individual self-worth with market-mediated success
and entrepreneurial capacity. As novelist Yu Hua remarks, whereas in the Mao
era there was no stage for the individual, in post-reform era, there is a stage for
everyone.” Aware of their own economic constraint and the conspicuous prosperity
of the corporate developers, village teachers seek sideline tourism business to craft
a personal stage and a “better” livelihood. They justified such moonlighting with an
account of their embittered professional life:

As teachers, we hold on to a job that is tasteless like chicken bone but we
couldn’t afford to discard because after all it is our source of livelihood. Year in
and year out, we are like machines, going to classes, proctoring tests, grading
papers, banqueting with inspectors, negotiating with tourism developers; our
aspirations have long withered away.
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The contested and fragmented character of village teacherhood and the sense of self-
negation drive teachers to seek alternative route of security. Hardly committed to their
profession, many started to moonlight in petty tourism businesses, such as running
restaurants, Peasant Happiness Inns, karaoke bars, souvenir stores, or providing tour
guide and vehicle rental service, to compensate for their scanty salaries and tourism-
escalated living expense. For many of them, teaching is a profession that brings
little economic and social reward yet offers a modicum of employment stability, that
they hesitate to discard but do not whole-heartedly enjoy. Moonlighting in tourism
business at home thus becomes a widely sought-after side-profession among the
teachers of Majiang and Longxing. It provides extra cash and the adventure of doing
business without leaving one’s primary vocation.

Compared to the historical image of teachers as the burning candles and
gardeners of seedlings who enlighten and nurture others to their own diminution,
village teachers in the changing Qiandongnan develop a different sense of self-
worth based on the market logic of self-dependence and self-enterprising, rather
than self-sacrifice. Parents complain about moonlighting as morally questionable,
as the corrupting force of the market that undermined teachers’ commitment to their
profession. “Look, the teachers are of low suzhi themselves. They are greedy and
money-centered. They skip class to do business when they should be educating our
kids.” Villagers were quick to point out teachers’ material pursuits and voice their
dismay of the tourism-penetrated educational spaces.

While community members often cast scornful look at teacher moonlighting,
their critique invoked market entrepreneurialism, the very suzhi promoted by
tourism, as the corrupting force of growing consumerism and the decline of village
mores and individual conscience. While the self-enterprising motive is held up as a
desirable quality for the future prosperity of Qiandongnan, such “quality” operates
as a multifaceted governing apparatus that both enables and constrains, both as a
tool for empowerment and a source of disenchantment. It reshapes the pedagogical
landscape (with the physical sites of the schools penetrated by market demands),
exerts influence on how students come to understand education and social mobility
(the case of the enterprising dropout Xiaoshi), and reconfigures the way teachers
teach, live, and relate to their profession (the case of moonlighting).

Tourism, however, also revives the indigenous repertoire of literacy, as singing,
dancing, and embroidery that used to be considered relics of the past are now
increasingly recuperated with market values. In fact, Xiaoshi’s new business
plan was to hire local dropout youth to perform ethnic songs and dances for her
Peasants’ Happiness Inn once the business opened. While the opportunity structure
of the market and the high tides of cultural tourism endorse such “quality” and
“competency” in singing, dancing, and embroidery—what I call the indigenous
repertoire of literacy, in the pedagogical structure of the school, it is still the
mainstream suzhi validated by exam scores that delivers one towards an urban-
centered, outward-bound telos of social mobility. The ambivalent space of quality
is once again accentuated in the awkward encounters of the educational mandate
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and the market rationality, further contesting the narratives of what counts as
quality/suzhi personhood, literacy, and learning.

INDIGENOUS REPERTOIRE OF QUALITY

In the Miao and Dong village societies, expertise in such skills as embroidery,
singing, dancing, and /usheng (a reed pipe instrument) has historically constituted
the desirable personhood and the local ideal of the “educated person” (Levinson &
Holland, 1996). In my oral history interviews with village elders in Majiang and
Longxing, I learned that when formal schooling was unavailable in the past, most
Dong and Miao children acquired such skills in singing, dancing, and /useng as their
most important assets in coming of age, and as the cultural capital through which
they could gain communal respect, social status, and admiration of the other sex
during courtships and marriages.

For instance, since neither the Miao nor the Dong people have written systems
of their languages, songs became the primary means to record and pass down
ancestral legends, history, traditions, and moral lessons. Before mass schooling was
in place, almost all Dong children formed clan-based singing groups from the age
of ten and spent many evenings together learning a repertoire of songs from a song
expert (Ingram, 2007). Ability to sing is a revered character, or “literacy”/“suzhi”
to use the modern educational parlance, that gained one social respect and cultural
authority. Participation in singing provided social occasions to forge mutual respect
and communal bond and served an important pedagogical function in making the
desirable or “quality” person in the rural ethnic societies. In the Dong language,
to sing songs is literally “dong” songs (dor kgal), as singing is one of the normal
activities that one “does” on a daily basis, described in the well-known Dong proverb
“Foods nurture the body; songs nurture the heart.”

The function of orality in songs and the lack of writing systems in the Miao and
Dong languages are often attributed to the persistence of non-literacy among the
ethnic populace, which continue to frustrate the state’s pedagogical regime. Yet
contrary to the negative monikers associated with non-literacy, oral traditions and
songs are positive mediums of the Miao and Dong cultural lives and seen as the
most noble symbols of one’s culturedness. Admittedly, in many Miao and Dong
villages, ethnic singing was interrupted during the national famines in the 1950s,
the Cultural Revolution in the 1960s-1970s, and has seen decline since the 1990s
as a result of social encounters with the larger Chinese society. However, to this
day, musical virtuosity remains a very important part of everyday life in the Miao
and Dong communities, as songs are still sung when welcoming guests, celebrating
births and burials, asking for blessings from local deities, and entertaining visitors
and tourists.

Deeply educative and illuminating, the folkways of knowing such as singing,
dancing and embroidery remain marginalized in the school-centered pedagogical
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domain. While folk activities are revived by the demands of tourism for their
promotional and monetary value, they elicit an imaginative link to the earthbound
(2 ) rustic culture, rather than an elitist social positioning. In other words, the ability
to sing and dance well, to acquire the ethnic repertoire of literacy or “suzhi/quality”
so to speak, is not considered important for improving the overall quality of life and
economic standing of the students in a social hierarchy determined by the mainstream
suzhi. As a teacher of Majiang Primary School once commented during an interview:

If we put too much emphasis on these extracurricular skills, we are doing
our students a disservice. After all, these skills won’t count in high school or
college entrance exams. And of what use are they to our students once they
move away from this mountain region? While we certainly appreciate the
rhetoric of integrating ethnic culture into classrooms, we must not forget our
priority and what students really need.

In his pragmatic reasoning, the alternative repertoire of literacy does not easily
translate into desirable educational opportunities or occupational outcomes,
nor does it result in social advantage and mobility of the students; at most, it
belongs to an extra-curricular domain that students may take up in their spare
time. The supplementary, tangential status of ethnic artistic repertoire is further
overshadowed by countless standardized testing and entrance exams that still reign
large in students’ lives, and that, in the words of the teacher, is the “priority” of
the school and “what students really need.” Despite the government campaign
to revitalize the countryside, rural schools continue to deliver an urban-centered,
urban-bound, cookie-cutter curriculum. Teachers continue to teach to the tests, and
testing remains the most important way of winnowing out students and evaluating
teachers.

Such “qualities” as singing, embroideries, and virtuosity in indigenous
instruments are marginalized in the modern classroom curricula and seen as
remains of a traditional world that are, at best, attached with a price tag in tourism.
Indeed, the rising value of ethnic artistic repertoire in tourism and the increasing
likelihood of school dropouts to engage in tourism entertainment symbolize the
divide of leisure-seeking urban fantasy and the self-exoticizing ethnic labor. With
urban-bound labor migration, compulsory schooling, and the rise of tourism and
TV viewing, fewer and fewer young people can still claim proficiency in ethnic
repertoire such as singing and dancing today. Instead, there is an acute sense of
self marginalization and an intense craving for acquiring Mandarin literacy and
the mainstream form of suzhi to function in the larger society.® Urbanites’ desire to
escape from the topsy-turvy city life through tourism and the rural residents’ desire
to escape from the earth-bound livelihood through tourism labor further intensify
an unequal playing field.

What counts as quality/suzhi personhood and what it means to gain proper skills
are battles waged on uneven field where certain conceptions of knowledge, literacy,
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and quality are favored over others. The Miao and Dong indigenous repertoire of
literacy is little valued when compared to the mainstream suzhi that accentuates
cosmopolitan, enterprising, and innovative citizenship. Even when revived in tourism,
ethnic repertoire of “quality” signifies a self-exoticizing and peripherizing through
which the market demand and the educational criteria translate into differential values
to govern the ways rural ethnic residents experience and understand development,
community, and schooling.

CONCLUSION

This chapter explores the various “quality” mandates at work in the educational
marketplace of two rural ethnic communities in Southwest China, in the broad
context of curriculum reform, market-driven rural revitalization, and the
nation-wide developmental turn towards quality. As China’s idiosyncratic
pathway towards modernity, an ambiguous “quality” matrix becomes a site of
instrumentalized economic, social, and educational struggles, signifying China’s
conscious transition from a quantity-centered to a quality-oriented development
model, as well as the country’s anxiety with its “holdout” population, namely the
rural ethnic minorities.

As a fragmenting and divisive governing technique of contemporary China,
quality/suzhi is experienced in multiple, ambivalent ways that cannot be reduced to
a homogenizing or equalizing force. Instead, as this chapter shows, it is concretized
in social programming and educational intervention to “uplift” its “holdout”
population in uneven and contradictory ways and through differential mechanisms
and rationalities. The various aspects of the quality complex discussed in this
chapter—child-centered curriculum reform, self-enterprising tourism labor, and
the indigenous conception of the quality person—manifest themselves with sticky
contradictions and ambiguities in Qiandongnan’s educational, communal, and
developmental spaces. They do not necessarily point to a congruent teleology of
educational empowerment and rural modernization, but reflect the various ways rural
ethnic populations are imagined, problematized, and acted upon through educational
programming under China’s market economy.

As much as the sanguine narrative of suzhi jiaoyu does not remedy the exam-
oriented fever or equalize the unequal playing field for the marginalized rural
minority students, the market regime of tourism development produces particular
account of the quality personhood in odd juxtaposition with the agrarian livelihood,
the test-dictated educational sublime, and the local conception of literacy and
quality personhood. The messy encounters of schooling and development produce
an uncertain terrain of competing expectations, drive rural teachers and students
into different spaces of maneuvers and negotiations, and create ever-changing
lines of advantages and disadvantages, inclusion and exclusion, opportunities and
marginalization.
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NOTES

' See Harris, D. (2012). China product quality: Only you can prevent quality fade. China Law Blog:
China Law for Business, August 22™. Retrieved on May 8", 2013 from http://www.chinalawblog.com/
2012/08/china-product-quality-only-you-can-prevent-quality-fade.html

Also see Midler, P. (2010). Why “Made in China” is a mark of shame. The Telegraph, January 10%.

Retrieved on May 8%, 2013 from http://www.telegraph.co.uk/finance/comment/6962703/Why-Made-

in-China-is-a-mark-of-shame.html

Beautiful “China Dream” requires hard work. People s Daily online, December 04, 2012, retrieved

04/11/2013 http://english.people.com.cn/90785/8043961.html

3 With the exception of the historical legends of Miao uprisings against dynastic feudal oppressions, such
as those led by Zhang Xiumei and Yang Daliu, which are still commemorated by the Miao people in
Qiandongnan today.

4 Pseudonyms.

> Inboth villages, per the residents’ own rough calculation, nearly 90 percent of the households have had
labor migration experience at one time or another. Although the recent spike of tourism has attracted a
sizable number of returnees, an average household still has at least one family member working outside
the village.

¢ T do not have space here to tease apart the rich complexities behind the phenomenon of dropout and
disenchantment. Interested readers may refer to my 2012(a) article for a detailed analysis of the issue.

7 See David Barboza. A Portrait of China Running Amok. New York Times, September 4, 2006, B1,7.

8 On numerous occasions, villagers invoke a familiar refrain: “Our place is too poor and backward. We
are like frogs living at the bottom of the well and only see a small patch of the sky. Unlike us, the city
people are able to travel, even abroad, and have seen a much larger world.” Indeed, in people’s own
assessment, the “rural” confers a categorical realism that enchains them in the mandatory space “at
the bottom of the well,” and the “urban” is the great social classroom that could liberate one from the
bondage of the soil.

Y
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6. SHADOW EDUCATION

The Rise and Implications of Private Supplementary Tutoring

INTRODUCTION

Private supplementary tutoring beyond the hours of formal schooling is widely
known as shadow education (e.g., Bray, 1999, 2009; Buchmann et al., 2010;
Stevenson & Baker, 1992). It only exists because of the existence of mainstream
education. Much of the curriculum in the shadow mimics the curriculum in the
schools, and the shadow sector grows as the school sector grows.

Shadow education has become increasingly prominent in many parts of the world.
East Asian societies, such as South Korea, Japan and Taiwan, have particularly high
proportions of students receiving shadow education (Bray & Lykins, 2012; Kim &
Lee, 2010; Liu, 2012). The phenomenon significantly expanded in former Soviet
countries and Eastern Europe after the political transitions of the late 1980s and
early 1990s (Silova et al., 2006; Silova, 2010); and many African countries have also
seen a notable increase in shadow education (Antonowicz et al., 2010; Buchmann,
2002; Napporn & Baba-Moussa, 2013). Participation in tutoring is also high in parts
of Southern Europe (Bray, 2011; Lamprianou & Afantiti Lamprianou, 2013), and is
becoming significant in North and South America (Davies & Aurini, 2006; Diskin,
2010; Sunderman, 2007; Ventura & Gomes, 2013). Thus in effect shadow education
has become a global phenomenon.

The development of shadow education is shaped by macro-level factors such
as economic growth, cultural traditions and government policies, and micro-level
factors including family structures, socio-economic disparities and school-level
policies (Kwok, 2010; Pallegedara, 2012; Safarzynska, 2013; Silova, 2009; Tan,
2009). Tutoring has important implications for both the immediate stakeholders and
the wider society. It may compensate for shortcomings in mainstream education,
increase learning for human capital accumulation, and provide employment and
incomes for tutors. At the same time, tutoring may distort mainstream curricula, and
exacerbate social inequalities. Where tutoring is provided by mainstream teachers
to pupils for whom they already have responsibilities in regular schools, dangers
arise of teachers’ malpractice and corruption (Brehm et al., 2012; Dawson, 2009;
Heyneman, 2011; Vu et al., 2011).

As in other parts of the world, shadow education has become a major phenomenon
in China. Xue and Ding (2008, p. 3), drawing on a household education and

S. Guo & Y. Guo (Eds.), Spotlight on China: Changes in Education under China's Market
Economy, 85-99.
© 2016 Sense Publishers. All rights reserved.
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employment survey, indicated that in 2004 55% of urban households were investing
in supplementary lessons for academic and non-academic subjects. Another study
that focused only on academic subjects found that 75% of sampled Grade 10 pupils
in Gansu, Hunan and Jiangsu Provinces had received tutoring in Grade 9 (Shen,
2008, p. 3). A third study of Grade 12 students in Jinan, Shandong Province, found
that 29.3% were receiving shadow education in English, 28.8% were doing so in
mathematics, and 11.6% were doing so in Chinese (Zhang, 2011, p. 124). Shadow
education is delivered in a variety of forms ranging from one-to-one tutoring to
large-scale lectures. The providers of tutoring are a matrix of commercial tutoring
enterprises, college students, professional tutors, and school teachers.

A final introductory remark concerns definitions. This chapter is primarily
concerned with tutoring in academic subjects beyond school hours that is received
in exchange for a fee. This definition is widely used, but some researchers have used
definitions that encompass non-academic activities including sports and art, and
some have included fee-free forms of tutoring. These matters will be noted where
relevant when referring to specific studies.

THE CONTEXT FOR EXPANSION OF SHADOW EDUCATION

Chinese cultural traditions emphasize diligence and respect for education; and the
dramatic economic growth of the past few decades has given Chinese families
disposable incomes to invest in various forms of education, including shadow
education (Lei & Chung, 2003; Shen & Du, 2009). In addition, the one-child
policy has allowed increased household incomes to be concentrated on a reduced
number of children. Educational reforms in the past three decades have stimulated
the development of private tutoring companies and intensified competition between
families.

These changes have been linked to the socialist market economy, for which the
framework was set in 1978 (Shi & Zhang, 2008). The financing and administration of
education has moved away from a highly centralized system with a narrow revenue
base to a hierarchical system with diversified revenue (Ministry of Education [MoE],
2004a, 2004b; Tsang, 1996). Market forces in the education sector have increased
disparities, particularly between rural and urban areas, and have changed the roles
of teachers (Guo et al., 2013). The proliferation of private tutoring institutions and
the increased acceptability of the notion that teachers may receive extra incomes for
extra tutoring services have been part of this wider shift.

Also relevant has been the expansion of higher education, which has greatly
improved the opportunities for high school graduates to go to university. In 1990,
only 27.3% of high school graduates could enter higher education, but in 2011
the promotion rate from upper secondary schooling to higher education reached
86.5% (MoE, 2013a). When the previously narrow gate became wider, more
families considered themselves within the range of access, which in turn intensified
competition between families for college admission. The National University
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Entrance Examination, Gaokao, has become an increasingly competitive
battleground among high school students for admission to high-status universities,
and pressures in the senior grades of secondary education have in turn intensified
at lower levels. Lower secondary students compete for admission to key upper
secondary schools through the Senior High School Entrance Examination,
Zhongkao. In turn, primary students compete for admission to high-status lower
secondary schools, and kindergarten children compete for high-status primary
schools.

The government has a tradition of building and maintaining elite public
schools to facilitate the training of talented students for China’s modernization,
and to act as exemplary schools for wider improvement of education (Lin, 1999,
p. 44). Although the formal identification of institutions as key schools has been
removed, informal labels persist (Yu & Ding, 2011). These schools select high-
achieving students through city-wide and region-wide examinations, recruit the
best teachers, receive favorable government funding, and construct enviable
school facilities. To strive for entry to prestigious schools and universities, many
parents resort to shadow education in the hope that it will secure their children’s
success in the Zhongkao and Gaokao examinations (Jiang, 2011; Shi & Zhang,
2008; Yu & Ding, 2011).

The Gaokao in particular has been criticized for nourishing the examination-
orientation that has reduced schooling to “a soulless competition” (Ross & Wang,
2011, p. 211). Curriculum reforms aiming to promote students’ whole-person
development have shortened school hours and reduced homework and classroom
examinations (China, 2010, p. 21). However, instead of lessening the study burden,
the measures seem to have increased the anxieties of parents, students, teachers and
school leaders. Some stakeholders view tutoring as a strategy to make up the missing
school hours (Zhang, 2013).

With regard to financial dimensions, the state has encouraged the running of
schools by individual citizens (MoE, 2002), and many tutoring companies have also
emerged. A new salary system was launched at the level of compulsory education
in 2009 for the purpose of regulating teachers’ incomes and promoting effectiveness
(Zhuang, 2010). Merit pay was added to the salary system to supplement basic wages
and various allowances. The reform has mainly benefited senior teachers and school
leaders, and has generated less benefit for junior teachers (Zhou, 2011). Since the
major responsibilities for funding the merit pay are borne by local governments, low-
income districts and counties have been handicapped in implementing the policy.
Disparities in the distribution of teachers’ incomes have increased competition
among teachers and driven some of them to generate extra incomes through shadow
education. Further, insofar as merit pay is partly based on students’ examination
performance, teachers have a double reason for engaging in shadow education: first
to earn direct revenue, and second to raise their students’ scores and thus secure
merit payments (Xu, 2009; Zhang, 2013).
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SCALE AND FEATURES OF SHADOW EDUCATION

Although empirical data on shadow education are missing in most regions in China,
the existing literature provides some evidence on the scale of tutoring (Table 1).
Various studies show that in many locations at least half the students receive private
tutoring, and in some places it reaches three quarters.

Some studies also provide further information. Concerning the costs of tutoring,
for example, Lei (2005) analyzed data from 10,513 Grade 12 students in 90 high
schools in Beijing, Jiangsu, Hubei, and Shanxi, and found that 11% of the education
expenditure was devoted to tutoring. Xue and Ding (2008) indicated that primary
students spent an average of RMB 693 per month on both academic tutoring and
non-academic training, and that lower secondary students spent RMB 710. Tang
(2009) stated that in Shenzhen participants in academic tutoring paid RMB 2,670
for tutoring per semester, accounting for 3.4% of the annual household income. The
respective figures for Wuhan were RMB 1,340 and 3.7%. In Chongqing, one third of
the tutoring participants in Zhang’s (2013) sample reported that tutoring consumed
over 10% of their monthly household incomes. Another third spent an estimated
6-10% on tutoring.

Table 1. Indicators of the extent of shadow education in China

Region(s) Year  Origin/nature Sample Participation Source
of data rate

Urban China 2004 2004 Urban 4,772 urban Primary: 73.8%  Xue &
Household households Lower secondary: Ding,
Education and with a child 65.6% 2008
Employment receiving Upper secondary:
Survey; data education from 53.5%
including both pre-primary to
academic higher education
tutoring
and
non-academic
training

China 2007  Survey of 18,645 households Overall: 47.4% Chu,
Household in 18 areas Primary: 52.3% 2009
Expenditure on Lower
Compulsory secondary: 39.6%
Education; data
include both
academic and
non-academic
tutoring

(Continued)
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Region(s) Year  Origin/nature Sample Participation Source
of data rate

Shenzhen 2008 Empirical study 718 primary Grade Primary: 71.1%  Tang,

and Wuhan of tutoring in 5-6 and lower Lower Secondary: 2009
Shenzhen and secondary Grade  71.6%

Wuhan (Hubei 7-9 students
Province)

China 2008 Empirical study 789 Grade 10 Overall: 74% Shen,
of tutoring students on their ~ Urban schools: 2008;
received by participation in 82.8% Tsang
lower secondary  private tutoring in Poor counties: etal.,
students Gansu,  Grade 9 66.1% 2010
Hunan and
Jiangsu

Gansu 2010 Empirical study  1,101studentsin  Overall: 58.8% Ma,

Province in six lower Grades 7-9 In Mathematics: 2011
secondary schools 36.7%
in Lanzhou, In English: 48.5%
Wuwei and Linxia In Physics: 20.5%

Jinan, 2010  Tutoring received 6,043 Grade 12 Overall: 48.6% Zhang,

Shandong by students students In Mathematics: 2011

Province in public high 23.1%
schools In English: 18.2%

In Chinese: 6.6%

Taiyuan, 2011  Survey in six 479 Grades 7-9 Overall: 76.2%  Fan,

Shanxi lower secondary  (lower secondary) In Mathematics: 2012

Province schools students 54.4%

In English: 48.9%
In Chinese: 45.6%

Chongqing 2011  Tutoring received 860 Grade 9 Overall: 43.6%  Zhang,

by Grade 9 students In Mathematics: 2013

students within
the six months
before September
and October, 2011

33.2%
In English: 32.0%
In Physics: 25.1%
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Providers of Tutoring

Major providers of tutoring include commercial enterprises, individuals such as
college students who operate on an informal basis, and school teachers who provide
tutoring in addition to their regular duties. Commercial enterprises may train their
own professional tutors and/or hire college students at a relatively low cost, and
may recruit school teachers who can attract tutees through their reputations and/or
relations (Li, 2010; Zeng, 2012; Zhang, 2013). Li (2010) conducted a qualitative
study of tutoring enterprises in Liaoning Province. The for-profit enterprises were
mainly located in developed urban areas, proliferating in busy streets in the city center
or near schools. They were usually staffed by teachers, college students/graduates,
and unemployed people with teaching experience. A few enterprises also employed
foreigners. Most tutoring centers had marketing teams in addition to teaching teams.
Major enterprises also had teams for curriculum development and management.

Some studies have addressed the problematic dimensions of the tutoring
enterprises in an under-regulated market. Some of the tutoring centers investigated
by Li (2010) indicated that all the tutors were senior teachers from schools, but
in reality many tutors were college graduates or postgraduate students. Similar
misrepresentation was found by Zhang (2013) in Chongqing, and included false
advertising. In addition, some tutoring centers paid school leaders to help advertise
the centers’ services and to recruit students and teachers.

Prestigious teachers (mingshi) have strong market appeal built on their reputations
from the examination success of former students. In Chongqing, some students
reported that teachers provided better tutoring than other types of tutors, and that their
own school teachers were more capable of meeting their individual needs (Zhang,
2013). Shen (2008) compared the effectiveness of tutoring provided by different
types of tutors and found that tutoring provided by mainstream teachers, especially
mingshi, had the most positive impact on the tutees’ academic performance. The
availability of mingshi in the market permits students from lower ranking schools to
enjoy some of the educational resources from key schools.

Yet despite the perceived effectiveness of tutoring by serving teachers, many
dimensions of this form of tutoring are problematic, especially when teachers tutor
students for whom they already have responsibilities at school. Mass media have
reported cases in which teachers force their own students to attend their tutoring
classes, or extract their students’ consumer surplus by “saving” parts of the
curriculum during official class hours for the private lessons (Ban, 2010; Huang,
2007). In an alternative arrangement, teachers refer their students to colleagues on a
reciprocal basis rather than tutoring the students themselves. Zhang (2013) observed
that in Chongqing some teachers treated students who attended their tutoring classes
with more attention in regular teaching, special training for Zhongkao preparation,
and extra teaching materials with questions from past papers.

The prevalence of tutoring by serving teachers can be explained by many factors,
including teachers’ incomes, respect and trust from parents and students, the
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evaluation system that stresses examination results, disparities in school quality, and
competition among students (Ban, 2010; Huang, 2007; Ma, 2011). As noted above,
teachers may find ways to force tutoring on their students. Sometimes, teachers
are also “forced” to provide tutoring by demands from students and parents. Peer
pressure pushes some students to receive tutoring, and some teachers get involved
in shadow education under the influence by their colleagues. The market economy
has gradually changed people’s thinking, with growing acceptability of teachers
generating extra incomes through shadow education.

At the national level, the authorities mainly seek to guide teachers’ behavior
through promotion of ethics. The Rules of Professional Ethics of Teachers state
that teachers “should reject paid tutoring with consciousness, and should not gain
personal profit from their positions as teachers” (MoE, 2008, item 5). In 2013, as
the problematic dimensions tutoring attracted growing attention, further regulations
were issued to enhance the construction and development of teachers’ professional
ethics. The Ministry of Education (MoE, 2013b) not only stressed the importance
of education, advocacy and supervision, but also proposed establishment of a
punishment system.

Provincial governments, district governments and schools may have additional
regulations. For example, the Chongqing authorities only restrict teachers from
providing tutoring on weekdays, and slightly over 90% of the tutoring participants in
Zhang’s (2013) study reported having been tutored by school teachers. By contrast,
regulations in Guangdong, Xinjiang, Tianjin, Jiangsu, and Shandong prohibit
teachers from providing tutoring at any time (Bray & Kwo, 2014; Kwok, 2010; Xu,
2009). Yet while these policies are well-intentioned, they may not be effective. For
instance, the regulations of the Shandong Provincial Education Department (2009)
stipulate that teachers should not provide tutoring, should not mobilize students
to receive tutoring, and should not organize tutoring activities. However, Zhang’s
(2011) study in Jinan suggested that about half of the rural students receiving tutoring
were tutored by school teachers. In Guangzhou, regulations state that teachers in
public schools will be severely penalized for providing private tutoring to their
own students. If they are found to provide such tutoring, the regulations declare,
their teaching professional titles will be downgraded; they will be disqualified from
promotion and upgrading; in some regions their schools will be demoted from city
level to county level; and principals will be demoted to frontline teachers or even
dismissed from their posts. Yet according to Kwok (2010, p. 55), despite the severe
declared penalties 60% of public school teachers in major cities still provide tutoring
to their daytime students.

Patterns of Demand and Impact

The indicators presented in Table 1 reflect dimensions of demand. Generally,
English and mathematics are among the most popular subjects for private tutoring.
Some studies have suggested that students in primary schools receive more shadow
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education than counterparts in upper secondary schools. This pattern may reflect the
longer hours of schooling at higher levels, which leave students with less time for
tutoring. Moreover, studies that include non-academic training are likely to expose
greater quantities of tutoring at lower ages. Zhang’s (2013) research in Chongqing
study with a sole focus on the academic dimension found that more students in
Grade 9 participated in tutoring than in Grade 12 when students were occupied by
the busy school schedule and received more intensive training for Gaokao provided
by formal schools.

A number of studies suggest that students residing in urban areas and those from
higher socio-economic status are more likely to receive shadow education (Lei,
2005; Peng, 2008; Shen, 2008; Tsang et al., 2010; Xue & Ding, 2008). Rather than a
remedial strategy for low achievers, the demand for tutoring comes more from high-
achieving students. Shen (2008) and Zhang (2013) found that compared to students
enrolled in ordinary schools, those in elite schools were more likely to use private
tutoring. The finding matched Peng’s (2008) study in Wuhan, which indicated that
students’ participation rates in tutoring were positively correlated with the quality
of the schools in which they were enrolled. Such pattern is associated with the peer
pressure and high level of competitiveness in key schools. The tutoring industry has
benefited from student and parental uncertainties and unease caused by mainstream
education. Schools with strong reputations for academic achievement have strongly
competitive environments and high student academic aspirations, which in turn
contribute to demand for tutoring.

Table 2 builds on the previous literature and shows the patterns of demand on a
range of variables. It shows a general picture, which may not hold in all parts of the
country and for all communities, but nevertheless reflects the principal findings of
research. Students were more likely to receive tutoring in urban than rural areas, in
elite schools, and during the periods of compulsory education.

Although examinations are frequently cited as one of the most important
determinants of demand for tutoring, the extent to which different types of tutoring
actually help to raise examination scores remains an open question. Few empirical
studies have been conducted on the impact of shadow education, which in any case
is difficult to measure because multiple variables enter the equation. Xue and Ding
(2008) found negative correlations between expenditures on tutoring and tutees’
academic achievement, but the reasons for this pattern need further analysis. In any
case, Lei’s (2005) analysis of data collected from 10,513 Grade 12 students suggested
a positive correlation. Zhang’s (2011) study based on data collected in Jinan from
6,043 upper secondary students indicated that tutoring may have positive impact
on the Gaokao results of urban students with lower achievement or in schools with
lower quality. However, the study found a negative correlation between tutoring and
the Gaokao scores of rural students (p. 21). The study also found variations among
subjects: tutoring had a small but statistically significant effect on mathematics test
scores, but no statistically significant effect on Chinese test scores. One explanation
might be that the time students spent on tutoring was limited and that Chinese
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Table 2. Distribution of participation in tutoring and relevant factors

Factors Distribution of participation in tutoring

Regions Urban area > rural area;
East China > Central China > Western China;
Metropolitan area > county/town > village;

Level of education Compulsory education levels > post-compulsory
levels

Grades Grades at transitional points > other grades

School Type Public school > private school; Ordinary school >
vocational school

Quality Elite school > key school > ordinary school

Household/ Socio-economic Higher income families > lower income families;

individual status Parents with higher levels of education > parents

factors with lower levels of education

Number of siblings The only child > with siblings

Academic Top students > above average > average > below
performance average
Attention to extremes: gifted and inferior (focus
of investigation including tutoring for national
contests)

Sources: Chu, 2009, Lei, 2005, Liu, 2012; Ma, 2011; Peng, 2008, Shen, 2008; Tang, 2009,
Tsang et al., 2010; Xue & Ding, 2008; W. Zhang, 2013; Y. Zhang, 2011.

language requires longer period of learning (tutoring) for the effect to be significant.
The contradictory nature of these findings underlines the need for further research to
identify what types and durations of tutoring are desirable for what types of students
at different stages of their careers and in different subjects.

A further component of this research agenda would be the question whether
and for whom shadow education is viewed primarily as an enrichment strategy
for students who are already successful or a remedial strategy for slow learners
and disadvantaged students. These matters are again difficult to disentangle,
because elite students whose performance drops from the top to the middle of
the class might view shadow education as a remedial strategy even though their
performance is considerably ahead of the overall body of students in ordinary
schools.

These themes also raise questions about distribution of educational opportunities.
The government espouses fee-free education on the grounds of equality of
opportunity, but even when public education is free up to Grade 9, shadow education
consumes considerable proportions of household income. If families find themselves
pressured to invest in shadow education when they would prefer not to do so, issues
of ideology behind the facade of free education are invoked (Bray & Kwo, 2013).
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In addition to the financial burden on families, tutoring exerts some negative
impact on education. It adds to the study load on pupils, and occupies time that could
have been spent on other activities for overall development. Instead of facilitating
real learning, much tutoring aims at training in examination skills. Some students
and parents treat shadow education as a temporary remedy to their psychological
unease solely due to peer pressure and the stress of high-stakes examinations. These
run counter to the goal of formal education and intentions of curriculum reforms.
Serving teachers’ involvement in the business seemed to strengthen the backwash
of shadow education on formal schooling. According to Ban (2010), Huang (2007)
and Zhang (2013), some students and parents viewed teachers’ recommendations
as effective ways to find a good tutor, and considered tutoring by teachers more
effective than other modes of tutoring. In comparison, some students reported the
low quality of tutoring given by college students without teaching qualifications.
However, in many cases teachers and school leaders tried to make students attend
their tutoring classes by treating the tutees with special privileges, or received
referral commission by introducing students to tutoring centers. Such malpractice
corrupts the school system. Self-employed teachers and other individuals providing
tutoring on an informal basis generate incomes without paying taxes.

IMPLICATIONS FOR POLICY AND FURTHER STUDIES

The chapter has noted patterns of demand for shadow education leading to social
inequalities, the backwash on regular schooling, and elements of corruption. The
phenomenon arguably needs regulation for the protection of both consumers and the
wider society. Individuals who provide tutoring informally cannot easily be regulated
because they are difficult to track. For these tutors, as well as for other categories of
tutoring providers, attention could be given to informing and guiding the consumers.
Companies and teachers who provide tutoring can be regulated more easily.

The starting point for regulating tutoring companies may be requirements on
registration in terms of finance, staff, fees, advertising, safety and management.
Some provincial and local governments have attempted to get tutoring enterprises
to register through joint management of local education bureaus and other
departments. For instance, the Chongqing municipal government issued regulations
allocating responsibilities to local education authorities, departments of commerce,
departments of commodity prices, and public security departments, and fire
departments. Requirements for registration of tutorial centers focus on financial
frameworks, buildings and facilities, management, advertising and prices (Zhang,
2013). Education bureaus are responsible for evaluation and approval of the tutoring
centers, but little attention has been given to the curriculum, teaching materials
or modes of tutoring. Moreover, the distribution of responsibilities across several
departments lacking effective mechanisms for monitoring and enforcement has
increased difficulties in implementing the regulations.
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Concerning teachers who provide tutoring, Bray and Kwo’s (2014) cross-national
analysisidentified fourtypes of regulations. Some governments prohibit such tutoring;
others discourage through codes of ethics; yet others permit such tutoring if approved
within the administrative hierarchy; and others have laissez faire approaches which
allow the marketplace to operate without intervention. In the Chinese context, laissez
faire is certainly not a wise approach given the negative consequences of teachers’
involvement in tutoring and possible corrupting practices. The other three categories
may be adopted at different levels of governance according to the circumstances.
Since current patterns in which teachers provide extra private tutoring stem from
parents’ and students’ trust and the teachers’ professional expertise, and are partly
the result of market forces, elimination of this mode may not be fully desirable or
possible. Regulations are arguably desirable to prohibit teachers from tutoring their
own students, in order to avoid conflict of interest, but for tutoring of other students
a desirable approach might focus on professional ethics for self-regulation. Controls
on the extent to which teachers can provide supplementary private tutoring might
also be built into the regulations for tutoring enterprises and schools. School leaders
may hold a firm stance in discouraging tutoring and penalizing teachers who violate
school regulations. Policy at the school level could also adopt the third approach
noted above — permission — though this may require extra administrative work for
evaluation and monitoring.

The tutoring industry has benefited from the growing demand by the consumers,
i.e. parents and students, which may be rational or may be fuelled by anxieties that
are not well grounded. Parents and students may be educated to make reasonable
decisions, for instance on when tutoring is and is not needed, and may be alerted to
the hazards as well as the benefits that accompany various choices. The purposes
for tutoring may include remedial work to make up for missed classes, enrichment
to stretch further, and tailoring lessons to individual needs. Yet tutoring can add
pressures on young people, and the teaching and learning approaches in the tutoring
sessions may not match those in the schools. Further, some tutoring companies
engage in false advertising. To handle such situations, effective mechanisms are
necessary for parents and students to seek information and advice, and to make
complaints.

The patterns of demand for shadow education presented in this chapter are
closely linked to features of the formal education system. In particular, the
Gaokao and Zhongkao are major drivers of demand. Because they are vital to
the selection of students and evaluation of teachers and schools, they push students
to receive tutoring and teachers to provide tutoring. At the level of compulsory
education, reduction in the weight of examinations for assessment and evaluation
might lessen the pressures, and changes in content may shift the curriculum of
tutoring from examination-orientated training/drilling to real learning and whole-
person development. Yet reforms often encounter unanticipated side-effects.
One result of efforts by the national government (China, 2010) to alleviate study
burdens through shortened school hours and reduced school work has been
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increased demand for tutoring by parents, students and teachers in order to bridge
perceived gaps. One way forward might be to give schools and local authorities
more discretion to decide on the extent to which school work should be lessened
and school schedules changed according to local contexts and institutional
specifics.

The demand patterns noted the higher participation in tutoring among students
in the developed regions, in urban areas, from students of more prosperous family
backgrounds, and in schools of better quality. These patterns add to the existing
inequalities in formal education. Governments at different levels may continue
their efforts to promote balanced development of education by strengthening
support to schools in poorer regions and by raising the quality of low-ranking
schools. In rural areas where little tutoring is available through commercial
channels, free tutoring provided by the schools may help students with learning
difficulties.

Ideally, policy decisions should be built upon sound empirical studies. Literature
on shadow education in China has been growing, but some studies have had weak
methods and vague conceptualizations of tutoring. More research on the nature and
impact of shadow education will extend understanding. This chapter has especially
been concerned with tutoring in academic subjects, though recognizes that tutoring
in other domains may also be important for social and economic development. More
information is needed on the nature of different types of tutoring and on the impact
of tutoring on learning. Whatever the definitions adopted by researchers, it is clear
that shadow education has greatly expanded in China during the last three decades,
and is likely to continue to expand.

Finally, returning to the wider picture with which this chapter commenced,
patterns in China may be compared with those in other parts of Asia and beyond.
Shadow education was once associated particularly with East Asian societies such
as Japan, South Korea and Taiwan but has now become a global phenomenon. The
introduction of the market economy has allowed the shadow education in China to
‘catch up’ with patterns in other parts of East Asia. Indeed on the present trajectory
shadow education seems set to become a standard component in the lives of young
people at all levels of education, especially in urban areas and increasingly also in
rural areas. Shadow education is also growing in other parts of the world, including
Africa, North America and South America, though in China already seems to be
greater in scale.

Nevertheless, shadow education in China is not yet as entrenched as it is in South
Korea, for example. The authorities therefore still have opportunities to shape the
phenomenon. In this process they may recognize the positive sides of expanding the
learning of young people, contributing to human capital, and harnessing the different
resources in society. On the other side, they may seek to alleviate excessive burdens
on young people, avoid corrupting influences, and seeking harmony between in-
school and out-of-school learning.
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