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Philip G. Altbach and Norman T. Uphoff, The Student Internationals,
(Metuchen, N.J.: The Scarecrow Press, 1973. vii®207pp.)

This slim book consists of three works: an historical description of student
internationals since 1945 by Philip Altbach; a short interpretative essay
on the viability of student internationals by Norman Uphoff; and, as an ap-
pendix, a reprint of David Triesman’s “The CIA and Student Politics” that
originally appeared in Student Power (ed. A. Cockburn and R. Blackburn;
Baltimore: Penguin Books, 1969).

Mr. Altbach’s article is “a revised and expanded version” of a report
sponsored by the U.S. Office of Education. The sources included the publi-
cations of the student internationals, published accounts of the inter-
nationals and related organizations, and interviews. The study is a fairly de-
tailed chronology of the founding and activities of the two principal organi-
zations, the International Union of Students (IUS) and the International
Student Conference (ISC) from 1945 to 1971. The development of the IUS in
the optimistic days of 1945, the gradual intrusion of the Cold War, the
founding of the ISC, and the flow of institutional activities until the link be-
tween the ISC and CIA is exposed in 1967, are adequately narrated. How-
ever, one comes away from the article with the feeling that a corpse not a
living body has been examined. The reason for this unease is explained at
least in part by the kinds of documentation that the author uses. It is very
difficult to get inside an organization by means of house publications and
published accounts. Even if Mr. Altbach’s aim of exploring the “organiza-
tional histories of various groups and their impact on each other and on the
student community as large” and the difficulty of fleshing-out the history
of such ephermae as student internationals are conceded, there is something
very unsatisfying with such exterior history.

The exterior quality of the article leads to another difficulty, that is,
generalizations which are largely unsubstantiated by evidence in either the
text or the footnotes. While many of the statements appear to be either
convincing or at least plausible, one would like to know how Mr. Altbach
arrived at them. From interviews? In any case, a systematic examination
and more complete documentation are sorely needed. Mr. Altbach’s study
is a handy reference for those seeking a succinct description of the history
of the IUS and the ISC; but for those seeking a full-bodied history,
it is only a foreword.

Mr. Uphoff examines the questions of the viability of student organiza-
tions, adequate financing, and the relationship of student organizations to
their constituencies. He argues that international student activities have
low priority among students. However, this is not a result of general student
apathy but rather a realistic assessment of the importance of these acti-
vities since students are not apathetic in those areas that vitally affect them.
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What energies and interest that students have for activities outside their im-
mediate affairs generally are bestowed on local campus concerns; thus,
national and international student organizations receive only limited atten-
tion. As a result, these areas, and particularly international activities, are
left to the few interested student officers of local and national organizations.
In addition, Mr. Uphoff maintains that the layered nature of student organi-
zations (i.e., national and international groups are composed of member
organizations not individual students) effectively limits individual partici-
pation. Therefore, given the low priority and limited participation in inter-
national groups, financing — or rather adequate financing — must come
from outside sources. In Mr. Uphoff’s view, student internationals are
largely impotent organizations, without mass support, with little impact on
local and national student concerns, and with outside support as the only
means of maintaining viable programs. Thus, the only leverage that inter-
national student leaders exercise is that given them as dispensers of outside
funds. Given the nature of the student Internationals, the donors must have
extremely low aspirations as to what their subventions will accomplish.
That both the governments of the United States and the Soviet Union were
willing to pour millions of dollars into the ISC and IUS says more about
the insanity of the Cold War than about the corruption of youth. It is Mr.
Uphoff’s careful analysis of funding, the expectations of the donors, and the
performance of the funded organizations, that most strikingly drive home
the fairy-land quality of the IUS and ISC.

In contrast, David Triesman assumes that students as authentic sources
of progressive political and social action will, if freed from the corrupting
influences of imperialism, racism, and exploitation [i.e., capitalism], pro-
duce effective, benevolent institutions reflecting internationalism ~and
brotherhood. For Mr. Triesman, the important issues of the last twenty-
five years have not been discussed by students because those who had rea-
sons for preventing such discussion actively intervened. The villains in the
piece are the United States government, the CIA, and their agents in the
U.S. National Student Association and the ISC (and by extension, the So-
viet counterparts in the IUS).

I must admit that I do not find Mr. Triesman’s analysis convincing, i.e.,
that persons by being classified as students automatically become bene-
volent and wise. Indeed the traditional suspicion of revolutionary groups
toward students appears to be well founded. Even in countries with mass
systems of higher education, it is hard to see these students as part of the
deprived. Their very presence at universities and colleges is an indication
that they share unequally in the goods of their societies. In short, Mr. Tries-
man suffers from the affliction of believing to be the case what he thinks is
the true, the good, and the beautiful. This is a useful book. Mr. Uphoff’s
interpretation is interesting if not always convincing; and Mr. Altbach’s
descriptive history is a good starting point for understanding the IUS and
the ISC in the Cold War.

R.L. Schnell The University of Calgary
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Diltz, Bert Case, Sense or Nonsense: Contemporary Education at the Cross-
roads (Toronto: McClelland and Stewart Limited, 1972, $7.95, 190 pp.)

Gilbert, V.K., Let Each Become: An Account of the Implementation of the
Credit Diploma in the Secondary Schools of Ontario (Toronto: Guidance
Centre, Faculty of Education, University of Toronto, 1972, $4.50, 88 pp.)

Canadian high schools underwent fundamental changes during the 1960’s
that could only be compared with the original democratization of secondary
education at the turn of the century. Among English-speaking provinces,
nowhere were the changes so dramatic as in Ontario. Ontario high schools
of the 1950’s were still largely under the grip of a nineteenth century clas-
sical curriculum and traditional teaching methods. By the 1970’s these same
schools had welcomed a host of new subjects, teaching methods and gradu-
ation requirements into their repertoire. But what had happened to the ca-
libre of education received by the schools’ adolescent populations? Bert
Case Diltz offers a pessimistic view of declining standards in Sense or Non-
sense, while V. K. Gilbert presents the other side of the coin in Let Each Be-
come. While the two works apply specifically to the Ontario scene, the
arguments and conclusions of the authors will have implications throughout
Canadian education.

Diltz’s Sense or Nonsense is the more satisfactory of the two books under
review. Here, one of Ontario’s foremost “teacher-scholars” of the old school
presents a powerfully written and persuasive argument in support of the
fundamentals of education. It is probably the most important conservative
statement of educational philosophy to appear in English-speaking Canada
since Hilda Neatby’s So Little for the Mind in 1953. But unlike Neatby,
Diltz is acquainted with the school scene from first hand experience and
knows his subject well. Whereas Neatby set out to slay the twin dragons of
Deweyism and progressive education, Diltz takes full aim at the “sociolo-
gical approach to education.” This, he fears, “has led to a quagmire of ad-
justment to standardized mediocrity and of conformity to a homogenized
society.” The school “has been asked to bear so many extraneous social
burdens that it has had little energy left to perform its real duties.” (p. 14)

While demonstrating support for several innovations of the 1960’s — the
abolition of provincial departmental examinations, more lively and humane
teaching — Diltz deplores the inauguration of educational hardware and indi-
vidually prescribed instruction, the psychologist and the sociologist getting
their feet in the classroom door; the ivory-towered educational research in-
dustry, the absence of “first principles,” and the importation of American
educational theories. For the author, the pupil is at school “to develop his
mental faculties, not his physical prowess, vocal powers or technical skill,
but his mental faculties, his ability to think, feel, imagine and wonder.” (p.
164) But there is hope for the future. “The basic instrument of education is
still the book. The central, indispensable figure in the school is still the
classroom teacher.” (p. 134)
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It is not surprising that this former English teacher advocates literature
as the continuing core subject of the high school. “Among the chief attri-
butes of literary experience are the validity and indispensability of the ima-
gination and the quality of the insights it so lavishly provides.” (p. 135) Litera-
ture in general, but poetry in particular. “It has everything to do with the
quickening of the imagination and the expansion of its capacity to surmise.”
(p. 8) Not the contemporary Canadian poetry of -Al Purdy, Alden Nowlan
and Irving Layton, but the “masters” of yesterday — Keats, Arnold, de la
Mare, and especially Shakespeare. “No other writer developed the full
richness of the English language as did Shakespeare.” (p. 116) Reading the
selections of poetry included in Sense or Nonsense will plunge the Ontario
high school graduate of the 1950’s back into his own school days when
Diltz’s poetry anthologies dominated the English curriculum.

In one sense Diltz is absolutely right. Senior high school English classes
guided by a superior “teacher-scholar” of the Diltz type were a valuable
intellectual experience for the small core of academically gifted students
who had survived on the academic ladder. But the trouble is that all teachers
are not Bert Case Diltz; nor are all the pupils reaching the higher grades
today capable of being motivated by Matthew Arnold’s “Dover Beach.”
Diltz naively hopes that if only the psychologists, the sociologists, and the
educational researchers would go away, then the classroom teacher with book
in hand will redress the wrongs of the 1960’s. The book suffers through its
failure to take into account societal changes external to the schools — chang-
ing life-styles and vocational patterns, the impact of television, and the re-
sulting pluralism of values now found among Canadian senior high school
students.

In Let Each Become, V.K. Gilbert traces the changing Ontario high
school curriculum from the classical and mathematical orientation of the
1950’s, through the Reorganized Program (or Robarts Plan) of the early
1960’s, to the implementation of the credit diploma at the end of the decade.
Twenty-seven “credits” from a wide-ranging catalogue of offerings now
lead to secondary school graduation in Ontario. As principal of Newton-
brook Secondar;” School in North York, Gilbert was instrumental in pio-
neering the new approach. This involvement allows him to employ valuable
inside knowledge but makes him a less than objective observer. That the
credic diploma system enables each student to achieve his or her maximum
potential is the main argument of the book. But, as he points out, little eva-
luation of its effects has been carried out. Therefore the book provides no
real answers to Diltz and other critics, be they those who claim that the credit
system is developing a generation of illiterates or those who argue that it
has affected no substantial changes and is merely a more subtle form of
streaming.

The major weakness of Let Each Become, as with Sense or Nonsense,
is the failure to relate educational change to broader societal change. Gil-
bert, for example, largely overlooks such significant factors as student unrest
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and militancy and society’s concern over high school drop-out rates. What
is the relationship between societal change and educational change? Which
is the cause and which is the effect? Why? Although these two books pro-
vide a valuable service in documenting what is happening inside the
contemporary Canadian high school, they are merely preliminary works in
the labour to explain and analyse the reasons why these changes occured.

Robert M. Stamp
The University of Calgary





