Introduction
A Quuet Revolution

The education revolution is as important as the industrial and democratic
revolutions have been.

TALCOTT PARSONS, The System of Modern Societies, 1971

Education systems themselves are ideologies. They rationalize in modern terms and
remove from sacred and primordial explanations of the nature and organization of
personnel and knowledge in modern society.

JOHN MEYER, American Journal of Sociology, 1977

A REVOLUTION IN EDUCATION has thoroughly transformed human
socicty over just a century and a half. Along with a few other major global
phenomena, such as large-scale capitalism and representative democracy,
schooling wholc populations for ever more years changes both individuals
and the institutions at the corc of socicty. Intensifying right up to today,
what is called the “cducation revolution™ is a cultural phenomenon more
than a material or political one, although it has major material and po-
litical conscquences.

At the heart of the education revolution arc two intertwined, powerful
social forees, onc obvious but often misinterpreted, and the other underap-
preciated. The first onc is that formal education has historically progressed
from a privilege for the few to a mandatory essential for everyone. Wide-
spread schooling, or “mass schooling™ as it is now known, has spread to
all populations in the world, and the standard of cducational attainment
spirals upward with cach new generation. This relentless and ubiquitous
cxpansion of formal education is witnessed most recently in the waves of
youth entering universitics and other higher education institutions, in resi-
dence and online, to carn a dizzyingly wide array of degrees, often going

into considerable debt and postponing adult life to do so. It is a stunning



INTRODUCTION

dcvclopmcnt when over the span of about I50 yecars the world chaﬂgcd
from being populated by mostly unschooled illiterates to having an csti-
mated 8o percent of all adults schooled at lcast to the point that thcy can
write and read a short statement about their life—this is a new global con-
dition thought improbable as recently as fifty years ago (UNESCO 2002).

Accompanying this great inclusion of the world’s population into formal
cducation is the creation of an extensive and robust culture of cducation
that has come to influcnce all facets of life. This sccond powerful foree
justifics and intensifics the now widely held belicf that formal cducation
is the best way to develop all humans and their capacitics; an idea that
surpasscs centurics-old notions unrclated to education about how to raisc
children, make productive employees, and create cffective citizens. This
powecrful cultural influence is what sociologist of education John Meyer
insightfully recognized (in the cpigraph) as education’s ideology. For cx-
ample, as a conscquence of the education culture, formal education con-
tinucs to cxpand at both ends of the life-course, with considerable public
sentiment that it is the “right thing to do.” Owver just a few decades, the
Amcrican kindergarten has become significantly more academically ori-
ented, while the worldwide campaign for mass pre-K schooling has gained
strength. Adult cducation and the idea of “life-long learning™ make going
to school normative well into adulthood, and hence currcntly onc third of
the entire U.S. labor forec is required annually to enroll in continuing cdu-
cation as a condition for employment (c.g., Jacobs and Stoncr-Eby 1998).

From carly childhood up through graduate training and adult educa-
tion, cxtensive access to schooling in postindustrial socicty, sustained by
deeply held ideas and values, imbucs socicty with a culturc of cducation.
Well beyond merely training individuals for jobs, the education revolution
has produced a world where education is an inde pendent social institution
that shapes significant parts of all other corc institutions in socicty. Major
transformations of social institutions at the hands of education abound,
many of which will be explored here. For instance, the education revolu-
tion is transforming the nature of the workplace and work itsclf into an
image of itsclf. It is also narrowing and intensifying the socictal value of
certain types of cognitive skills while displacing other human talents. An

cducated polity transforms the terms of political mobilization and civic
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behavior, while an educated laity changes the dimensions of religion, in-
cluding cssential images of God. And the growing and influcntial global
nctwork of large formal organizations, for-profit and otherwisc, is a direct
conscquence of the increased organizational capacitics and sentiments of
cducated populations. Some of these changes are thought of as positive
and others as negative, but all arc substantial sociological transformations.
Equally transforming is the impact of the education revolution on
individuals. To a degree unknown in past socictics, outcomes of formal
cducation in the form of achicvement and carned degrees have come to
both subjectively and objectively define individual success and failure. In-
creasingly, individuals with a less-than-average education sce themsclves
as failurcs—less than fully actualized persons—and assume that only more
cducational attainment will make them successful. At the same time, for
a growing numbcr of jobs, occupational credentials are structurcd by
the terms and meanings of formal education to the point that cducation
dominates the very essence of individual social mobility in postindustrial
socicty. And beginning just a few decades ago, among cohorts of young
adults, academic attainment now diminishes or even eradicates any impact
of their parents’ social status on their own future standing.
et for all of the socictal influcnce wiclded by mass education, the cd-
ucation revolution is a distinctly “quict revolution™ underappreciated in
many ways. In othcr words, compared to other massive social forces, the
socictal cffects of the education revolution have received very little intel-
lectual attention. As a routine subjcct of daily life, cducation is certainly
discussed everywhere, just as the study of its parts, such as teaching, cur-
riculum, and learning, is a large intcllectual enterprise. But rarcly is the
cducation revolution thought of as a founding forec behind the histori-
cal transformation from traditional socicty to modernity and on to the
postindustrial socicty. Instead, intellectual prominence is given to other
major social forces shaping human socicty: industrial production, tech-
nology, scicnce and medicine, capitalism, the risc of the nation-state and
democratic politics, large-scale warfare, decline of religious authority, the
culture of individualism, changes in the naturc of the family, and the risc
of rationalized burcaucracics. These, and not the spread of formal educa-

tion throughout the world’s population, have won the lion’s share of study.
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When mass cducation is considered as a major social force, it is fre-
quently thought of as some sort of collective mistake, too much “un-
nceded” education resulting in educational credential inflation. From this
perspective the education revolution is readily dismissed sociologically as
a relatively trivial event or, worse, as troubling cducational inflation that
wastes peoples” time and energics. For example, in the late 1960s the no-
tion of overeducation became a topic of intense concern—it was assumed
that too many children were receiving too much education and would be-
come frustrated and alicnated when they could not find suitable jobs for
their eventual education credential, while jobs requiring little skill would
increasingly go to thosc with more cducation than needed. Economists,
professional educators, sociologists, and other experts all proclaimed that
the cducation revolution was a threatening and growing social problem.

Yet these negative conscquences never came to pass. And as described
later, there was no revolt against expanding cducation among the world’s
populations. Indeed, people from all cultural heritages and national govern-
ments of all stripes have embraced the idea of formal education as both a
pcrsonal and a common good. Since the overcducation debate for‘fy years
ago, the presumed inflationary cducational bubble has failed to burst;
rather, the risc of a sturdy culturc of cducation has chaﬂgcd ideas about
socicty. Economics and socicty in general did not remain fixed as education
cxpanded; instead, they themselves were changed by this phenomenon. As
argucd here, education and socicty have developed a unique cultural affin-
ity with cach other, a mutual and dynamic accommodation. Symbiosis, not
inflation, is the best way to consider the effects of the education revolution.
But symbiosis implics that education, as a social institution, is far more ro-
bust and sociologically independent than is usually assumed, a realization
that gets lost in the persistent dialogue about cducation’s supposed failure.

Hencee is the interesting paradox about the usual image of schooling’s
rolc in socicty. On onc hand, many powecrs arc attributed to formal educa-
tion—tcaching children to read, to understand mathematics and science,
to practice and cnjoy the arts, to memorize the historical development of
a nation, and now cven to know about the dcvclopmcn‘f of human soclcty
across time and placc—which are all routincly thought of as what schools

do to transform children into functioning adults. These arc indeed part of
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the bigger story here. On the other hand, schooling and university training
arc frequently portrayed as failing modern socicty in fundamental ways.
It is this paradox that leaves the education revolution underappreciated.

Why docs this paradox exist? First, most people do not recognize the full
scopc through which mass schooling transforms socicty. Formal education
has become so common, so ubiquitous that it is often simply assumed to be
a natural outcome of a complex, technological, global socicty. Also, many
people, even professional cducators and scholars of cducation, become overly
fixated on specific aspects of the system at the exclusion of percciving its
formidable total imp:Lct—thcy losc the forest for the trees. And obscrvers of
cducation often do not consider the substantial qualitative ways schooling
has changed over recent history, which scrve to intensify the broad cffects of
cducation examined here. Lastly, and perhaps the most problematic, most
intellectual accounts take a limited view of schools, colleges, and universitics
by sceing them as little more than *helping” institutions that only socialize
and train (somc say oppress) our children to join socicty.

Whether or not formal cducation should be even more cffective at
what it docs is a major topic of debate, but it is a debate rarely informed
by a full sociological accounting of the institution itsclf and its complete
impact on socicty. Therefore calls for better education arc of sccondary
concern here. The focus of this book is on the larger picture, regardless
of supposcd shortcomings and limitations: to what degree docs this revo-
lutionary practice of formally educating everyone in socicty change soci-
cty itsclf? Contrary to the well-worn crics of failure, it can be argued that
as a social institution, schooling—from kindergarten through the upper
rcaches of higher education—continucs to be onc of the major success
storics of the times. It profoundly transforms who we arc, what we can

do, and what we believe to be truc.

THE UNDERAPPRECIATED
EDUCATED MODERN INDIVIDUAL
What has all of this new cducation done to individuals? Education does
many things for the individual, such as training, credentials, and social
status, but how profoundly it changes a person is a crucial question for

asscssing the total impact of the education revolution. Because today
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cven a high school dropout has received, historically speaking, an exten-
sive cducation, it is hard to judge how much people arc transformed by
formal education. Most pcoplc tc:-day are so surrounded by the cffects
of education that it can appear as if there are no cffects at all. But this is
fund;lmcntally not truc.

Social scicntists were on to part of the answer about fifty years ago as
the cducation revolution was creating mass schooling in many nations for
the first time. But unfortunately, the results of this rescarch, and cviden-
tially the question itsclf, were dropped, further eluding an appreciation of
the cducation revolution in intellectual thought about the development
of modern and postindustrial socicties. The major conscquence from this
intellectual negligence is illustrated in a prominent investigation of what
malkes individuals modern; the study all but ignored exceptionally rich cvi-
dence for a broad socictal conscquence of many children attending school.

In the late 1960s, rescarchers at Harvard University collected exten-
sive information about young men living in what were then six developing
countrics where, at this time, education and cconomic development were
cven lower than in most developing nations today. For the times, thesc
cross-cultural data werc innovative and rare; included were basic demo-
graphic information and a survey measuring the men’s attitudes, valucs,
and belicfs (Inkeles and Smith 1974). The data showed that in cach nation
a small minority of men exhibited, in addition to the functional skills of
literacy and numeracy, distinctly modern attitudes and preferences, such
as openness to new expericnee, independence from traditional authority,
belicf in the efficacy of scicnce and modern medicine, abandonment of
fatalism, interest in the rational planning of their lives, and strong interest
in civic affairs and national and international events. These all character-
izc how cducation as an institution has transformed postindustrial socicty,
which is described in the chapters to come.

When the data were anﬂlyzcd to scc which young mcn held modern
at‘titudcs, valucs, and bclicfs, the rescarchers found that hands down, cdu-
cational attainment was the best predictor of individual modernity. Ex-
posure to formal cducation, cven just primary schooling, was 5o percent
morc powerful as a predictor than the influence of working in what the

rescarchers assumed to be the strongly transforming industrial job (versus
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farming) (Inkcles 1996). Yet in the rescarchers’ discussion of the findings
it is perplexing to read how they talk themsclves out of their own results,
retreating instcad to a clear bias for the influence of industrialization over
that of mass cducation. The fact that young mcn with more formal educa-
tion were significantly more likely to embrace modernity was dismissed by
the strange argument that since schooling had “full time control over the
pupil’s formal learning, [why] does it not perform [as an cffect] a lot bet-
ter than it docs relative to the factory?” (Inkeles 1969, 139). So although
the education cffect is the largest onc in these data, because it is not even
larger, one should then ignore it? Further too, factory work is controlling
over long hours, so that faithfully following where the findings lead, the
implication is the cxact oppositc: Why docs not industrialized work pro-
duce individual modernity to the same degree as mass education? But this
question is never taken up, and the scnior investigator for the project all
but admits that they plan to marginalize the cducation cffects, as he boldly
states: “the slogan for our project became, “The factory can be a school—a
school for modernization.” (139). Perhaps, but why ignore the obvious
and stronger influcnce of real schools on psychological modernization?

Becoming Modern, the title of the study’s main book, became a widely
rcad classic in sociology, engendering much debate about the impact of in-
dustrialization from both the supportive technical-functionalist argument
and from Marxian critique; but the overwhelming evidenee for the edu-
cation cffect remained buried throughout. This investigation and others,
bascd on some of the most scientifically sophisticated obscrvations of the
distinctly new world emerging at the middle of the last century, pushed
aside, ignored, and underestimated the sweeping impacts of a worldwide
cducation revolution.

The intent here is not to criticize just onc book or a few sociologists—
and to be fair, it should be noted that Alex Inkcles later acknowledged the
causal importance of schooling for fostering modern attitudes (Inkeles 1974,
1996). The larger point is that in the midst of the rising schooled socicty
worldwide, the mentality within sociology and related intellectual ficlds was
to study the political and economic implications of postindustrial socicty
instcad of recognizing that the cducation revolution was also a significant

and sociologically ncw part of this socicty. Even in the face of considerable
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cmpirical cvidence that education was transforming socicty, the view of
the emerging postindustrial socicty was described from the rearview mir-
ror perspective of the structure of nincteenth-century Western socicty, well
before education was to emerge as a mass institution. This was a particu-
larly ironic oversight given that this gencration of intellectuals missed a
major transforming cducational process occurring right under their noses
in the expanding sccondary schools from whence they had come and the
increasingly vigorous and expanding universitics where so many of them
professed for a living. In many ways this mentality continues today. So
with the results of nearly four decades of rescarch on education and a new
theoretical perspective, it is time to resurrect from the intellectual junk pile
the prematurely discarded education revolution and hypothesize that it has

had a significant independent influence on postindustrial socicty.

ASSESSING A QUIET REVOLUTION

As already noted, the vast majority of scholarship on education and soci-
cty assumcs that cducation blindly follows changes in socicty, that it just
preparcs individuals for predetermined social roles, jobs, and expericnces.
This common view of cducation is as a sccondary institution, a deriva-
tive of other institutions, that acts in support of other supposedly more
dominant institutions such as the cconomy and the state. Developed here
is an alternative argument: The cducation revolution has independently
transformed postindustrial culture into a schooled society. The schooled
socicty is a wholly new social order where dimensions of education reach
into and define nearly every facet of human life; in short, cducation has
become a central, primary institution. In a number of nations an advanced
version of the schooled socicty is already fully evident, and throughout the
rest of the world the same trend is occurring and the education revolution
will likely intensify everywhere into the future.

In the latc 1960s, as the prominent social theorist Talcott Parsons pointed
out (in the epigraph), some intellectuals foreshadowed the idea of a schooled
socicty as they obscrved the takeoff of mass higher education in developed
nations, as well as the risc of “big scicnce™ and the “knowledge conglomer-
atc” across the world’s rescarch universitics. Mass education was predicted

then to become a central institution in postindustrial socicty. And although
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some carly speculations on the consequences of this change proved to be
overblown (c.g., a fully rationalized, technological, narrow expert socicty),
the overall idea was prophetic. Yet for the most part, the thesis that the edu-
cation revolution was a leading force of advanced modernity was dropped
over the ensuing decades in the rush to embrace a limited argument that
cducation is merely the handmaiden of capitalist socicty or is the “natural”
outcome of a technological socicty, and in cither casc has little independent
sociological impact of its own. Now, though, there is cnough empirical
cvidence to judge whether the education revolution deserves a place in the
discoursc about major independent events shaping human socicty. Rescarch
alone, however, is not sufficient to accomplish this task. Armed with an
innovative theoretical perspective known as “nco-institutionalism,” a new
perspective on cducation and its role in socicty is possible.

The usual, or what will be referred to here as the “traditional,” way
pecople think about the role of formal cducation in socicty is that school-
ing chicfly plays a helping role in creating social and cconomic complexity;
hence the notion of cducation as mostly a reproducer of socicty.! As shown
in Figurc L1, the main arrow of influcnce runs from socicty to schooling:

cducation only functions to train and credential pecople to “fit into socicty.”
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ricure l.1 Traditional perspective on the relationship between education
and society.
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Also it is assumcd that social and cconomic positions allocated to adults
on the basis of cducational credentials are more or less fixed by the socicty
at large, that is, by other social institutions, not cducation. In this picture,
schooling serves the larger needs of socicty by cducating people to take posi-
tions in socicty; henee schooling reproduces socicty in the next generation.

Among intellectuals the primary reason the traditional perspective
remains so popular is because two major, albeit contrasting, arguments
about the function of cducation in socicty rely on the assumption that
cducation follows the contours of socicty. Human capital theory assumes
that cducation mostly imparts work skills determined by the cconomy;
while Marxist thcory assumes that cducation mostly indoctrinates worle-
crs to the conditions of capitalist production and its social-class incquali-
tics. But while there is no doubt that formal cducation involves training
for the labor market and is incrcasingly the arcna in which social status
is determined, these theorics minimize what education has become and
overlook its full impact on socicty. If ones steps back from the traditional
perspective and considers how common formal schooling through adult-
hood has become and how dominating a part of necarly cveryone’s life it
is, a sccond and broader image of schooling emerges.

In contrast, nco-institutional theory hypothesizes that education has
grown to such proportions that it has become a scparatc and cnduring 50-
cial institution; thus the education revolution socially constructs significant
portions of the culture of modern socicty, rather than mcrcly rcproduc—
ing it. Not only arc pcople trained and credentialed through schooling,
but the institution itsclf changes other social institutions and the entire
culturc of socicty. As shown in Figurc L2, in what will be referred to here
as the “schooled socicty™ perspective, the main arrow of influcnce flows
from cducation to socicty, and carrics along with it a host of new idcas
and ncw human capabilitics, as well as changing and expanding social
and cconomic positions.

Neo-institutional theory does not assume that the people who populate
cducation, from students to teachers to administrators, explicitly intend
to create all of this social change. Just as with the transformational influ-
cnee of intensifying, large-scale capitalism on cconomics, or the influence

of representative democracy on politics, cducation as an institution pri-



AQUIET REVOLUTION

Mew concepts of human development capabilities,
work, expertise, knowledge, saciety, etc.

SCHOOL SOCIETY
K - University ) Expanding
Occupation/Status

I~

FIGURE .2 Schooled society (neo-institutional) perspective on the relationship
between education and society.

marily focuses on the matter within its own institutional domain, namely,
cducation (Luhmann 201 3). But with the education revolution, this rela-
tively new anthropological activity of formally cducating the majority of a
population has major ripple cffects on important aspects of socicty. In the
parlance of nco-institutionalism, the real essence of the education revolu-
tion is that formal cducation has stcadily become morc institutionalized,
creating the condition by which it has considerable influence on the social
construction of socicty.

Mouch sociological theory rests on the notion of an institution accom-
panicd by the process of institutionalization.? Institutions arc the building
blocks of human socicty at any time or place. Animated through individu-
als, a social institution is conceptual and cognitive, not physical (although
it has many physical conscquences); it is powerful in its control of human
bechavior through the production of shared meaning in all realms of human
cxistence (e.g., Berger and Luckmann 1966). In a sense, institutions are clus-
ters of cultural meaning and valucs concerning how to think, fecl, cmote,

and act in the everyday world. Individuals and collectives, whether formal
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organizations or informal groups of humans, experience reality through
their cultural meanings (c.g., DiMaggio 1997). From this perspective, edu-
cation is an institution in the samc way modern medicine and the family
arc social institutions: scts of cognitive maps for how to bechave, fecl, and
think in particular scctors of life.

As a theory, nco-institutionalism is essentially a new way to look at the
older concept of social institution by placing far greater theoretical emphasis
on institutions’ production of widely shared cultural meanings instcad of as
only consisting of highly prescribed and structured social roles and norms,
which was the basis of the original institutionalism (Mecyer and Jepperson
2000).” Institutions construct and channel culture as cveryday knowledge
madc up of conceptions or modcls of the everyday world, also referred to as
scripts, scenarios, and schemata, which people usc to form a collective sensc
of reality (Eslinger 1998). As the fundamental product of institutions, culture
is madc up of these cognitive models by which people derive meaningful
action, motivations, and cmotions (Mcyer and Jepperson 2000). From nco-
institutional theory the very essence of social change is institutional change:
greater or lesser institutionalization of a particular set of cultural meanings
cquals greater or lesser impact on perceived reality (e.g., Berger, Berger, and
Kcllner 1974). And, as has occurred over the course of the education revo-
lution so far, the process of greater institutionalization means simply an in-
tensification of the meaning of actions, motivations, and cmotions around
a particular scctor of life by a particular institution.

To recognize formal cducation as a primary institution is like focusing
and rcfocusing on the blended images of an Escher drawing, where birds
turn into fish in contrasting rclicf. What at first appears as a common
image contains a surprising counterimage that is revealed only through a
new perspective. The trick to appreciating the schooled socicty model of
cducation’s socictal role is not to think of schooling’s impact as limited
to its immediate influcnce on individuals, but to refocus on how the insti-
tution of cducation constructs influential ideas, social statuses, and new
human capacitics, and then on how these become a significant reality in
postindustrial socicty.

Institutions can diffcr in their impact on cultural meaning over time

and place, and several important geohistorical trends behind the origin of
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the education revolution are explored in later chapters. Yet cven though
formal education organizations may adapt differently from nation to na-
tion, or cven from region to region within nations, at a deeper level the
globﬂl cxpression of cducation is strongl}r affixed to the same cvcrydﬂy
idcas about what the institution is, and how it should operate. So as the
process of institutionalization advances, though individual schools and
universitics arc influenced by their local, regional, and national con-
text, the basic ideas behind schooling are now defined in the same way
globally and have been intensifying in a common direction over recent
history (Baker and LeTendre 2005). Conscquently, the organizations of
national school systems arc now also influenced by supranational forces
that arc beyond the control of national policy-makers, politicians, and
cducators. This is not to say that some world governing body, or cven a
powerful multinational agency, overtly forces nations to think and act
similarly when it comes to schooling; rather, that the globalized insti-
tutionalization process is more cncompassing. Education as a primary,
culturc-constructing institution joins just a few other similarly robust
institutions responsible for producing worldwide socicty through a
sct of “legitimating ideas [that] are often much more than valucs and
norms resting in sentiments: they arc accounts of how the reified parts
of the social world fit together and function and have a cognitive status”
(Meyer 1981: 897).

Indeed, this is cxactly the advantage of the nco-institutional theory
as a way to think about how cducation as an institution constructs soci-
cty. From legitimating idcas and meanings occurring within schools and
universitics and in the everyday actions of students, tcachers, professors,
scholars, administrators, and policy-makers, widespread cultural under-
standings flow out to other institutions, particularly now that just about
cveryone in fully schooled socictics is heavily exposcd to these similar un-
derstandings. The education revolution has resulted in an acceptance of
an amazingly rich and far-reaching set of ideas that, beyond just cducating
individuals, shape the culture of socicty. All of this has come about in a
soft, almost imperceptible, taken-for-granted way, which when examined
with the right focus shows the institution of cducation in postindustrial

socicty to be a dominating force.
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EXAMINING THE DIMENSION AND ORIGIN

OF THE EDUCATION REVOLUTION

The five following chapters comprise the first part of the book, examining
the symbiotic demographic and cultural forces of the education revolution
and their origins. Chapter 1 chronicles the degree to which formal educa-
tion cngulfs the time and cnergies of individuals and full populations alike;
plus it considers how this change has come about over a remarkably short
historical time. This chapter also introduces the notion of the institution’s
cultural impact by describing some of the corc ideas that the institution
of cducation promotes: universalism of educational merit; educational
development of individuals as a collective good; academic achicvement
as supreme achievement; belicf in academically derived knowledge; and
cognition as master human capability. Chapter 2 then considers how thesc
componcnts combine to form powcrful cultural assumptions that arc at
the heart of the schooled socicty and that help to explain its wider im-
pact. Three examples of widely held assumptions arc examined: one, that
what can be called “academic intelligence” is the superior human capa-
bility; two, that formal cducation is a human right; and last, that formal
cducation is the most legitimate and socially just way to organize social
mobility and differential occupational positions in postindustrial socicty.

A significant amount of rescarch initially investigated the education
revolution through analysis of growing primary and sccondary school
cnrollments over the past century and a half (c.g., Fuller and Rubinson
1992). Whilc being an obvious and productive approach, the impression
remains that the education revolution came out of midair with few cul-
tural tics to prior developments, thus trivializing to a degree the study of
the independent influence of an expanding cducation scctor on socicty.
Recent scholarship suggests, however, that the origins of the education
revolution were shaped over the long historical development of the West-
crn university. Therefore, based on this rescarch, the last three chapters
of this part place the university, with its extraordinary institutional char-
ters, at the center of the creation and dccpcning of the culture of educa-
tion within the schooled socicty. This argument and its causal agent give
the cducation revolution a clear social history, a feature lacking in carlicr

accounts of the origins of the phenomenon.
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The argument across Chapters 3—5 focuscs on the long historical devel-
opmecnt of the university's complcx charter to producc knowlcdgc, creatc
associated degrees, and then train and certify individuals in the control,
further production, and usc of this knowledge across socicty. In this way
the university becomes a central cultural institution of modern society out
of which many of the cultural values of the cducation revolution were
hatched, legitimated, and disseminated. Further, it will be shown that thesc
functions interact with onec another in a dynamic fashion, supercharging
the primacy of universalized knowledge and academic degrees awarded
in mass numbers, thus producing a sclf-reinforcing dynamic. The result
of this dynamic charter is the creation of reigning meanings in socicty,
reinforced by the now legions of university-trained and degrec-certified
cxperts who make up so much of contemporary socicty, and who in turn
perpetuate the legitimacy of university-generated knowledge. Also it will
be argued that the expensive knowledge conglomerate found in a growing
sct of super-rescarch universitics worldwide is neither a fluke of history nor
somc rarc cvent. Instead, it comes right out of the success of the schooled
socicty with its wide belicf in education. It is a predicable outcome of the
trends of the education revolution, whosc ideas were initiated during the

risc of the Western university centurics ago.

SOCIETAL CONSEQUENCES

OF THE EDUCATION REVOLUTION

If this account of the cducation revolution’s origins and its ability to malke
ncw culture is of theorctical value, there should be evidence of significant
influcnce of the education culturc on other major social institutions in con-
temporary socicty. The six chapters of the sccond part of the book explore
this thesis for sclected institutions. Until John Meyer’s (1977) reframing
of the cssential relationship between education and socicty along these
lines, few considered this prediction. And since the traditional perspective
has been, and still is, the most popular one among intellectuals, explor-
ing the cffects of cducation on other institutions has not been an explicit
rescarch agenda. So these chapters explore uncharted territory. While
there is some uscful rescarch deriving explicitly from the schooled socicty

perspective, one has to rely on marshalling relevant evidence from other
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rescarch agendas, cven though these are often theoretically ambiguous or
agnostic in their assumptions about the rclationship between education
and postindustrial socicty. Onc also has to confront the residuc of decades
of traditional theorizing about education and socicty; many myths, half-
truths, and overlooked paradoxces have worked their way into a number
of otherwisc uscful rescarch literatures and need to be weeded out. For
cach chapter’s sclected social institution, then, in addition to examining
how the education revolution has changed the institution, the discussion
critiques past theory and rescarch and mixes in new interpretations of ex-
isting empirical findings. A fuller test of the educational transformation of
social institutions awaits, but cach chapter provides a beginning. Whilc
there arc many possible institutions to cxamine, the most challenging to
the argument arc major social institutions that have in their own right
considerable “institutional power™ within the culture.?

At the core of the traditional perspective on cducation is that the econ-
omy, as an institution, significantly dictates the form and naturc of formal
cducation. So to begin, the first two chapters of this part turn this well-
worn argumecnt around and describe the educational transformation of
work in advanced capitalist cconomics, including the structuring of jobs,
occupational credentials, and profitable skills. Chapter 6 attempts to put
to rest the twin ideas that education cither merely follows the demands of
jobs or is an out-of-control process expanding cducation into a pandemic
of overcducation. Then, exploring a considerable amount of recent re-
scarch on labor cconomics, firms and organizations, and nco-institutional
analyscs of education, this chapter finds that the education revolution is
changing the qualitics, the ideas, and expectations about work, workers,
and workplaces; this is scen in rising cognitive complexity of jobs, mana-
gerial requirements, and professionalization, particularly in the growing
scctor of employment within large organizations.

Just as the cducation revolution transforms work, it transforms the
naturc of the connection between educational dcgrccs and occuparional
placement. While education has been tied to access to occupations for
somc time, the pace of cducational expansion and its cultural impact
have vastly increased the strength and salience of the connection. Chap-

ter 7 cxaminces first how the growing intensity of the schooled socicty
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increascs the phenomenon of educational credentialing for occupa-
tions and decpens the meaning and valuc of educational degrees in the
cconomy. The dominance of educational credentialing for occupations
is a central consequence of the education revolution, both in terms of
the educational requirements themsclves and in supporting a pervasive
logic by which cducational credentialing becomes evermore legitimate,
pushing asidc older, non-cducational forms of credentialing. An inte-
gration of multiple scts of new findings about cducation, occupations,
and work shows that the common ncgative notion of runaway cduca-
tional credentialism, or degrec inflation, docs not fit cmpirical trends in
the schooled socicty. Second, as a function of widcly held belicfs about
cducation in postindustrial socicty, the chapter describes and illustrates,
with empirical obscrvations and analyses, four institutional processes by
which educational credentialing continues to be deeply integrated into
the occupational structure.

Chapter 8 puts forth the argument that the knowledge socicty is funda-
mentally predicated on the schooled socicty. This chapter examines how the
cducation revolution has changcd the naturc of knowlcdgc, and truth claims
by which new knowledge is validated, and in turn exponcntially increases
the worldwide production of authoritative knowledge. This foundation for
the knowledge socicty, spread throughout populations by schooling from
the carlicst years into adulthood, consists of the growth and intensity of
scicnce, rationalized inquiry, theory, and empirical methods, all influenced
and reinforced by an overarching cognitization of academic intelligence
considered to apply to all humans in all of their endcavors. The education-
ally produced culture of cognition, scicntization, and universal nature of
lcnowlcdgc have also led to the death of long—cclcbratcd classicism as well
as the old assumed need for vocationalism as guiding principles of formal
cducation before the maturing of the education revolution.

Economics and knowledge production arc obvious choices to explore
the impact of the cducation revolution, but to demonstrate its institutional
rcach, three final chapters examinc arcas of life not often considered
heavily influenced by cducation. Chapter 9 examines the impact of the
cducation revolution on the sclf through its construction of personal and

public identitics of success and failure, as illustrated through the much
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noted and discussed mass phenomenon of the school dropout (and now
the college dropout) and the growing usc of an cducational process (i.c.,
the GED) as a way back into the schooled socicty. The schoal dropout
phenomenon is neither trivial nor media-created; it demonstrates the
depths to which the education culture extends to individuals’ sclf-image
in the schooled socicty.

Since democracy and civil socicty arc often acknowledged as an insti-
tutional pillar of postindustrial socicty, Chapter 10 cxplores the role of
cducation in generating mass democracy and its current chaotic political
cnvironment. Using recent nco-institutional rescarch, this chapter shows
that many of the paradoxcs about modern politics in the United States,
such as the decline of old party politics, older forms of nationalism, tech-
nocratic issuc politics, and the alicnation of some citizens, arc actually
the result of expanding higher education and the pervasive culture of the
schooled society. It is also argued that the education revolution is respon-
sible for a different, vibrant global civic culture that generates a globalized
polity among youth in many nations as overt nationalism reccdes among
the ncwly cducated.

The last chapter on consequences, Chapter 11, examines how educa-
tion increases a thriving culture of mass religion worldwide. Thesc arc
two institutions widely considered to be antithetical to onc another. The
culture of cducation has transformed belicf and organized religion in ways
not predicted just half a century ago. Many social theorists assumed that
mass cducation would make for a more sccular, even irreligious, socicty.
But religion continues to flourish. On the basis of new rescarch on edu-
cation and religion at the individual, congregational, and cultural levels,
the chapter argucs that while the education revolution has challenged reli-
gious authority, it can at times be very symbiotic to organized religion and
individual spirituality. Mass cducation transforms, and cven intensifics,
religion in its own image more than it causcs religion to decline.

In light of all the presented evidence, the Conclusion returns to the
main issucs addressed above. It assesscs how much the idea of a schooled
socicty can cxplain the phenomena of the education revolution, and their
conscquences. The conclusion is that this herctofore intcllectually quict

revolution should be placed on the short list of prominent transforming
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causcs of postindustrial socicty. In failing to consider the consequences
of a pervasive culture of cducation, many social phcnomena are mis-
interpreted. The discussion ends by considering the future of the schooled
socicty and bricfly speculating on negative and positive influences of the

cducation revolution.



