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for. discussion and a. major political
issue, the scope.'and meaning of the'cpneept changing from time to time
and from culture to culture. To, begin With the main political. goal was to -
obtain formal rights for cvery Member of society to take-pact. i voting -
at so‘c{i;‘ty makes available. “Grad-
ually the concept was: modified s0; that-it~denoted the equalization of
opportunities for evervone to make real use of these rights, irrespective of
role, sex, -religion; . social, economic and geographic backgrounds. The
impact of policies deriving from this interpretation has been disappoint-
ingly ‘limited, and conscquently a ‘third and current political issue has

Social ‘equity has long been a_topi

~emerged in many countries today: how to ensure that social equity is
~“really attained in terms of results, seen over-the individual’s whole lifetime. |

This is a goal that' goes beyond the mere: removal of obstacfes to positive

" political measures of compensation and support, with the ultimate aim of

a more equal social outcome. —

The idea of equity in education has developed in similar fashjon to. the
more general concept of social equity. The formal right to education is no

“longer a political issue in most countries, nor in- principle is the notion_of
los

equal educational opportunities, but the different practical, philosophical
and political question related to a policy of equal ‘educational olitcome |
in the perspective of lifelong and recurrent education .is now the fo¢us of
the debate. B ' . S ' A '
The following report by Professor Husén is a contribution to\the.
analysis and clarification of this problem. Given his outstanding . reputation
as a scientist who ‘has devoted much of his caicer to studying the relation-
ships between education and equity, his conclusions will command wide:
spread interest. ) o T
The central issue which emerges from Professor Husén’s analysis is \

that the social background, education and working careers of individuals \\
must be related in new ways in the society of the 1970s. If the destiny of \
" all individuals is settted decisively by examinations in the education system
“at the age of Il and 16, then education will be relatively powerless to

overcome the disadvantages of parental and social-class background. In other
words, educational opportunities must be spread over a wider span of life;
must be seen as part of continuing process of development of the individual, *
involving work, education’ and leisure; and must engage the responsibilities
of employers, both private and public, as well asithe educational system as
we understand it today. This is what.is meant by a system of “recurrent
education ", which is now the subject of investigation by CERI.
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The conciusion that emerges is that/ education can play its role in
equity in the future only if, beyond a period of basic education for all,
new combinations of educational activity, work and leisure are developed
which enable individuals to pursue their; development, both in terms of
income and social status, over much of their working life.
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.(' : /,

/

;7 James R. Gass

’ - Director, :
Centre for Educational Research and Inngvation.
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- INTRODUCTION
- , . - oo
\\2 L :
° . This bopk is about social dimensions of scholastic attainment, which

for many years -has been a pervasive themé in my research. My first study
of ‘the “reserye of talent”, using survey data for an almost complete age

"‘group of twenty-year-olds in Sweden, was published more than 23 yeyrs.
ago (Husén, 1946). As indicated later .in this book, subsequent/researth
pertaining to educational attainments and social background has cast sorge

‘doubt on the iconcept of a limited “pool of talent” and hence on t
existence of “reserve of talent ” as this was understood and whose size th
researchers in ?f:: 1940s and 1950s tricd to estimate. Under the impaci.
of a growing in;frcst among policy-makers in the utilization of talent and
in equality of educational opportunity, studies of the relationship between -
soctal background and educational attainment have become much -more
sophisticated -~ bbth ‘conceptually and technically. Analyses of data from
large-scale national and international surveys have made us aware of how
closely related ceftain features of the formal educational systems, such as
structural rigidity,| diversity of programme and selectivity, are-to the strat-
ification ‘of society at large. Whereas research relevant to the problem of .
equality of educatidnal opportunity focused until recently mainly on selection
for academic secondary or university education, it is now being directed at
the conditions durjng pre-school and primary school that account for differ-
ences later in the educational career. - _ :

Until ‘recently} it has commonly been  beiicved that inequality of life
chances, say, in o¢cupational status and carnings, could be heavily reduced
by increasing equality in educational opportunitics. The belief in the formal

_educational systemas the “great equalizer " has, however), been shaken by
the findings, and leven more so by the interpretations of the findings of
Jencks (1972) and his associates. The debate elicited by this study, as well
as by the Colemap (1966) report some years carlier, has brought the re-
search on equality| to a higher level of sophistication both conceptually

" and methodologically. :

The prcoccupa“}ion with equality of educational opportunity among
““progressives ” or- “liberals™ since the time of the French Revolution is
accounted for-by the fact that equal educational opportunity has not beecn
seen as a goal per se but as th. .most -important step toward equalization
of life chances. Horace Mann, the leading educator in the United States in
the. mid 19th century, hoped that education would serve as.the *“ greal
cqualizer ”. The attempt to launch massive compensatory programmes for

S . )
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ences as the main determiners of life/chances and by thgse who ascribe -
decisive influences to the manipulation’ of environmental conditions. Jensen
~ (1969 and 1973) bluntly attributes :li}ﬁ limited success and gometimes failures

of the Headstart Program to inkerited differences in educability. Jcncks'
(1972) and his associates play down genetically conditjoned differences but
~< take a fatalistic view with reference to what can be doné by. mampulatmg/
the educational factors. They purport to show that differences in life

chances, defined by income and/or occupational status, aré very weakly or,

-even not at all related to formal scholastic attainments. They see the rolc:I -

of the school mainly as-that of a sorting and ceftification agency. Gre
equahty in adult life can be achieved only by public policy that
affects income distribution and job opportunitics. Marxist-orien
go a step further in maintairing that the role of the school in-a capitalis
society.is mainly to prepare.a docile and disciplined labour force that wil
fit the hicrarchically structured socicty (Bowles, 1972; Bowlcs ‘and Gmtis
1973). - , .

. If the cntique launched against the futihty of formal schoohng is rig t
‘(i.e. that education does not contribute towards equalizing life chances

//\“—hftmg the poor from their poverty) then the matter of equalizing cduca-

tional opportunitics would not be regarded as an issue. Nor would it be
focused on factors outside the educational realm conducive to individual or

- group ‘differences in life chances. But we should keep in mind that the key

criterion cmploycd by Jencks and his associates when they talk about

inequality is income, with all its inherent limitations asa measure of real

level of pecuniary success, not to speal of life *success” in general.’

The formal educational system is not pnmanly devised to maximize
the income power of the individuals processcd through it: it is there in its

. own right, as Lasch’(l973a) pomts out in his review of Jenck’s book. In
the " increasingly complcx socncty of today it performs the function of

enhancing the individual’s * coping power ", his capabihty to take advantage
of what of ‘what is offered — not least by p‘bbhc services. Colcman in his

critique of Jenck’s investigation points out that the major portion of his ..

book has been devoted to the elucidation of inequalities of opportunity and
not its inequalities of results (adult incomes and status) which it set out
to study. Thus, the data that he and many ethers have presented on
inequality of opportumty can be utilized for other: purposes. “ When re-
cxamined from thi§ point of view, the data indicate that those resources
which increase cognitive skills and those which increase the number of

. years of seliool completed are both effective, and about equally so, in

giving the capabilities that lead to prestigeful occupations and high income.
It -is important to note here that the criterion is not prestigeful occupations
and high income, but the capabilities that lead to them because satis-
faction derives from the exercise of these capabilities, and not only from

the prestige or money awarded. ” (Coleman, 1973, p. 136).

Che—




" The present bodk is a modest attempt to reconsider some of the basic

‘concepts and tg review some of the more salient findings of research that

can. be brought to bear on the problem of equality of educational oppor-
tunicy. It does pot pretend to cover the entire body of -research relevant in
connection, for ‘instance the enormous literature on the nature-nurture prob- -
lem. As can be seen from the list of refererices, however, the coverage is
‘extensive and, as far as OECD publications are concerned, hopefully-
satisfactory. My main emphasis .is on how access' to school and school”
attainments is related to social background. It has not been my intention

‘to deal ‘with the host of intricafe technical problems encountered in this

" * field of enquiry, The only exception is the presentation of the research on™ ..

CERIC

Aruitoxt provided by Eic:

the “reserve of talent”, where an account of the tgchnical aspects is part
of the historical eXposition of how this research evolved. ’

The first two chapters deal with the theoretical implications of the

- main theme of this book. Chapter 1is an attempt to clarify what is meant

by equality of educational opportunity.” Three different stages in the devel-
opment of this concept are distinguished -and certain .inherent: “ incompati-

. bilities” are brought out. Chapter-2 is an attempt to discuss the relation-

ship between,.on the one hand, IQ and educational attainment and, on

‘the other, occupational success — using the Jencks study as a background. .

Chapter 3 sets out to demonstrate that the copcept of ability has to be

~ regarded in a sociological and not an indiyid?ai-psychological context.

Chapter 4 is a comprehensive review of researchlon i\hc reserves of talent
that has been conducted 'in Europe and the Unijted States. Sweden is
presented as an illustrative case of .how the-methodofegy in this particular
area of study has developed. Chapter 5 demonstrates how various, mainly
structural, features “of the formal educational syste affect educational -
opportunity. Particular attention is- given to the pro em of the compre-
hensive versus the selective school, which has been — and in some countries -
still is — the prevailing structural problem that besets!the ‘school systems
of Western Europe. The social bias built-into various grouping practices is -
pointed out. Additionally, selectivity in terms of drop-out and grade-
repeating is .related to social background. Whereas the focus in Chapter §
is on the bias stemming from characteristics of the educational system as
such, in Chapter 6 attention is paid particularly to the relationship be-
tween home background and educational ‘attainment. Several pathbreaking
surveys have been conducted in .recent years that contribute to our under-
standing of ‘how education in quite different social orders acts more as a
differentiator'than as an equalizer. Educational attainment is seen against
home conditions, with particular reference to parental suppovt. Finally,

-Chapter 7 presents conclusions and elaborates on some of the policy impli-

cations of the findings. . v ’

The first editioh; of this book was published in English and French, as
is customary in O.E(\ip, in '1972. It was later translated into Spanish and
Italian. There are two ‘teasons for revising it some three years after it was
written. The first is simply that it is now.out of print. The second reason
carries more weight, The\ book happened to appear at a time when an

_intense debate was beginnimg among academics and policy-makers about

economic inequality and the role played in the modern industrialized society
by social background, formal ¢ducation, and IQ in determining giffcfcnces
in life chances. The thesis adwfa@c%i in the Jensen (1969) article in the

» | /




Harvard Educational Review that group differences (i.c., differences between
races and social classes) were mainly accounted for by genetic factors was
challenged by many social scientists and geneticists ‘alike. The literature in
the wake of his article and_subsequent books (Jensen, 1972 and 1973) has
been enormous. The notion that IQ differences were mainly inherited elicited
a debate on whether and to what extent social status™in modern society is

* determined by IQ; in other words to what extent our society is meritocratic.
. (Herrpst_ein, 1971 and 1973). . K o :

. The literature relating to both the phiiqsophical and. empirical. aspects
of equality in general and the equality of educational opportunity in parti- _
cular, as well as to what accounts for inequglit?t;' in 1Q, educational attain- -

_ ments, and occupational status has grown expoﬂgntially during the last few
years. For instance, the debate on the technical and policy aspects of -
Inequality by Jencks and his associates (1972) has. resulted in a Jarge
number of publications in both the learned journals and. popular magazines.

I was in a way fortunate when I wrote the first version of this book,
because at that time I did niot. have access to the library facilities that have
later become available to me.’ The heated debate on the heridity/environ-
ment issue had.just begun - andiths output of literature dealing with it was
still manageable. More recefitly, however, I have had the privilege of -
devoting several months to a reyiew of the relevany literature, and this has
~ revealed the vast extent of empirical studies (not:least from outside the
Anglo-Saxon language area) published during the last 15 years or so on
the relationship between home background and educational attainment.

4

I had .for several -years been entertaining the idea of , writing a full-
scale book focusing on are these problems, but it would probably not have
materialised if several promoting circumstances had not occurred. When I
disclosed my intention to-Mr. J.R. Gass, Difector of the Centre for Edu-

. cational Research and Innovation. (CERI) in:the OECD, he suggested that
I should follow up.my earlier book on Social Background and. Educalﬁonal
Career with a monograph collating all this new research and so provide .
a knowledge basis for national policies in this pariicular area. During the

- spring semester of 1971, I ‘was: invited to tlie Ontario Institute for Studies
in Education (OISE) in Toronto as a Peter Sandiford Visiting Professor,

~and this fortunately gave me time to prepare the first draft of the inajor
pcrtion of it. It would be extravagant to claim complte_epverage of this
recent literature within the limits set for the present volyme; I believe,
however, that most of the important studies have been dealt| with one way

" . or another — certainly the majority of ‘the Key investigations. Hitherto)\

nobody so far as I know has tried to cover the relevant literature from
both sides of the Atlantic. .-

© A further circumstance enabl-i} T the realisation of my \idea was an
invitation to spend the academic year 1973-74 at the Center fo Advanced

1‘1;,_




Study in the Behavioral Sciences at Stanford, Cylifornia. Here I was
provided not only with a sanctuary for further - extensive reading and

_ivflection but the opportunity to discuss -the more serious of my probléms

with colleagues in the other social sciences and in genctics. I am most
_grateful to the Center for this privilege and to the Chancellor of the
Swedish Universities for granting me the sabbatical leave that emabled me to
enjoy it. ' T

Now that the monograph. is completed, T am glad finally to express
my gratitude to Mr. Gass, Professor D. Kalien, and Dr. J. Bengtsson of
_ CERI, who . in various ways: have facilitated its preparation, and to my
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EQUALITY AS AN OBJECTIVE\ OF Ei)UCATIONAL
o _ AND SOCIAL POLICY

. AN fNTRODUCTORY HIS_TORICAL NOTE .
\ . v’

¥ Equality " has in recent years becomc one of the kcy words in thc
pohcy debate on educational problems at both national and international
level. “Equality: of educational opportunity ” (Chancenglerchhett -égalité
des chances), however, has not been regarded as a goal in ‘itself, but as - -
a means in.the long-range perspective of bringing about equality of life
chances. As will be enla~ged on later, the classical liberal concept of
cquality is that all individuals should be given the same opportunity at o
the start of their life careers but not necessarily that this should brmg about . '\
greater equality in terms of ultimate social and/or economic status. It - - |
would take us too far in this connection to spell out all the political and |
social implications of the modern concept of.equality — let alone trace its b
history.from the 18th century. In any case, Professor W. SjOStrand of the
. University of Uppsala had already completed ahlslarlcal “study .on equality
and freedom ‘as basic issues in Western educafional philoophy (Sjostrand;
1970 and 1973), the two concepts being as closely mtcfdcpcndcnt as those
of freedom and authority. .
The roots of what has been referred to as the “classical liberal™ o~
. conceptlon of “equality of educational opportunity” are to be-found back
.+ in the 18th century. The famous Preamble of the American Declaration of
o Indcpcndcnce of > 1776, as! flrst drafted by Thomas Jefferson, reads in his
origifial wording:. ;
“We hold these truths to be sacred and undemable that all men are -
created equal and independent; that fromr that equal creation they
derive rights inhérént and inalienable, among which are the prc erva-
tion of life, and liberty and the pursult of’ happmcss » (Quotcd \after
Sjostrand, l973 =P S51).
The ldcologlcal influences reflectéd in ‘this Préamble have been studied
—————-by Sjostrand.. Evidently, when it was said that all men. are created equal,
. the Founding Fathers meant that all men were born with the same moral
~-and political rights and the same -obligations, but not that they were
. endowed with equal capacities or qualifications. The interpretation of the -
Preamble has to be made within the context of the political philosophies
of Locke, Rousseau (who:in ‘1755 had pubhshed his treause on the orlgm' o
of mcquallty among men} and Helvetius. N . S et
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~Jefferson used the phrase “natural aristocracy” .to characterize those
who, irrespective of birth, possessed outstanding innate talents. Society
should see to it that no barriers hindered the promotion of members of

this natural aristocracy, they dcscrvcd a social status matching their natural
talents.

Rousscau in Le Contrat Social in 1762 (the same year that “ Emllc ?
was published) spells, out how men in the “natural” state are born equal,
'with the same rights within the framework of the “general will ”, the latter
forming the basis for legislation, By means of the “social contraét ” the
* natural equality ” is transformed into moral and legal equality. Rousseau
also talks explicitly .about innate individual differences in qualifications. But
these innate differences do not jeopardize social equality as long as society

" .rewards men according te .their merits and not accordmg to birth and

wealth. The natural aristocracy is allowed to cmcrgc in ‘a society that
dissolyes the privileges that form the basis 'of an “artificial aristocracy”,

which in modern sociological tcrmmology would be labelled an ascnptlvc
aristogracy ™. .

" The classncal liberal concept of cquality of opportunity embodied in

. what is often referred to as the Amcncan Drcam is cpltomlzcd in -a poem

by Thomas Wolfes.

So, then, to every man his chano: -,
To cvery man, regardless of his. ’Blrth 1
His shlnmg, goldcn opportunity-- s )
To every man the right ta live, =
To work, to be himself,
And to becomc
Whatever thing his manhood and hlS vision
- Can combine to make hnm--,
- This scckcr,
Is the promlse of Amcnca

%
E

At the bcgmnmg of the 18tk century talcnt in terms of potential for
‘outstanding pcrformances in the arts and sciences, in politics and public
office, ‘as well as in commerce and industry began to be realized. The quest -

_ for an efficient selectio ingeniorum-was. a product of the mercantilistic. era

in Europe. Thus the idea among representatives of the new upward mobile - .
class of academics, administrators and merchants that the.potential for.

putstanding achievements was not distributed according to membership of
he higher estates gained momentum. To identify- and promote potential
talent, wherever it could be found, began to be regarded as a means of

strengthening the econoric and polmcal potential of a country (Edlung,’
1947).

. But a- prope-r utlhzatlon of talent was also consndcrcd to be a means
L strengthening the mlhtary potential. Gneisenau in conS|dcrmg the Prus-

.sian military catastrophe in 1806-07 wrote:

\\_ How enormous_ are the forces sleeping undcvclopcd and unuuhzcd in
. the bosom of a nation! When a country -perishes in weakness-and
- disgrace,  in the most miserable of all villages a Caesar may tread
. behind his plough and an:Epaminondas may make his living by ‘his
! hands. (Translatcd from Pcttat 1969, p. 120).
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In “his book of 1912 on school reform B. Otto makes a case for the
_efficient utilization of “all forces, all nerves, every drop of blood and
«  everything of mental ability which is dormant in the people... [Everything
‘that wants to be developed must be developed, otherwise the German
people can never become the winner in the fierce competition now begin-
"ning between the nations ”. (Quoted after Petrat, 1969, p. 212). :

- The- Weimar Constitution of 1919 talked'about: the reorganization of
socic}y according to (inherited) individual capacity. This new social order
should supersede the one with allocation according to socially inherited
-priviléges. The school had as one of its major tasks to/ “promote talent” -
(Begabtenforderung). The newly established ‘science of . psychology was
expected to provide methods whereby individual ability could properly be
assessed. The constitution stated (article 146) that an educationsal career
should be determined by “innat¢ aptitude ” (A4niage) and “inclination” —
not by <ocial backgroiind-—The criteria for scholastic .promotion should -
‘be “ability” and “will” (Petrat, 1969, p. 11-2). By introducing a system.
of financial  aid an intensive social mobility could be promoted. The inter-.
play of free competition and equal opportunity would sec to it that the
able would ‘get access to Ttarcers that they deserved (freie Bahn dem Tiich-’
tigen). v . ' .

"The Weimar Constitution and its initiators aired & firm belicf in the
liberal opportunity model. But the educators, particularly those of the
élitist secondary schools, were not ready to accept any structural changes
that would - be conducive to the broadening of cducational opportunities.
Hartnacke (1917) who at the time of writing’ was school inspector in the
city of Bremen points out that the selection and promotion of the able
pupils was so important that.it had to take precedence over problems of
- “organization and politics”. What he particularly resented were the. prema-
ture demands for establishing a unitary school (Einheitsschule). He issued
a strong warning against changing the school structure so as to postpone
. transfer to the academic secondary.school (in most cases the Gymnasium)

_until after the sixth school year. He presented some evidence which he

thought supported the , contention that the existing school system took

adequate care of the able students. Teachers were asked to rate the mental
ability (Denkfihigkeit) of students who were about to conclude the fourth
grade of the clementary school. Hartnacke found that 11.5 per cent of
those in the fee-paying group had top ratings, as compared with only

2.9 per cent in the non-feepaying group, where the majority of students

came from manuai working class homes. He concluded that the “braad

mass from the lower classes includes only_a relatively small number of

- children with 9utstanding scholasti¢ aptitude . (Hartnacke, 1917; p. 42).

In fairness, it should be pointed out that Hartnacke was aware that chil-

"dren of lower class background were handicapped by a poor language

culture. He did not realize, however, that whereas about half of the

feepayers who were rated in the top brackets had applied for transfer,
only one out of nine among the non-feepayers had done so. Thus, the
overall conclusion reached by Hartnacke, and many with him, is: “We
must on the whole get rid of the notion that there are masses of geniuses
and talents among ordinary people”. “ Revolutionizing changes” in the
school structure were not called for in taking care of the relatively few

- cases’ from.’ the bottom of the social ladder- who were potential upper

secondary school and university students. )

v:..’.s&.) ) L . ®




In trymg to put the problcn of. cquahty of educational opportunity

" into an historical petspective, it is appropriate to refer to R.H. Tawney’s -
classical study Equality (f‘ rst pubhshed in 1931), which was an attempt to -
study. existing inequality in all its aspects - social, economic and political —

and to recommend stratcglcs to achieve greater equality. This discourse
could not, .of course, avoid taking up problems of inequality in education,
particularly because it dealt with England prior to World War II. He
wryly puts it: “The hereditary curse upon English education is its organi-

- zation upon lines of social class... Children are apt to think of themselves

as their elders show that they thmk of them. The public school boy is .
encouraged to regard himself as one of a ruling class — ta acquire, in
_short, the aristocratic virtues of initiative and self-reliance, as well as
frequently the aristocratic' vices of arrogance, m*cllcctual lazmcss ‘and
self-satisfaction ”. (Tawney, 1951, pp. 154-5). _ -

Tawney points -out that it has been provcd possnblc to secure for all

.citizens not equal health but an environment that is equally favourable
to its preservation. Would it not then be possible to secure for all, not. an
equal culture or equal educational attainment, but “equal opportunities - -
cultivating the process with which Nature has cndowcd them” ? ‘It should
~be noted that this was written about 1930. Tawney saw as an ideal for
the British educational system a situation in which children from all walks

of life went to. the same school. It is an “educational monstrosity and a
grave - national misfortune ™ that children whose parents have larger bank
accounts are sent to one type of school and their age-mates with parents' :
- of modest means to another. v
' The first large-scale attempt to clucndatc empirically the extent to
which cquallty has or has not been achieved in a particular national educa~-
tional system is presented in the so-called Coleman report (Coleman, et al.,
1966) This extensive survey was initiated by the Civil Rights Act of l964
in accordance with which the United States Commissioner of Education was
requested to conduct a survey-“concerning the lack of ‘availability of equal -
educational opportunmcs for individuals by reason of race, color, rcllglon,
or -national origin in public educational institutions at all levels in the
United States ™ (op. cit., p. 3). The survey set out mamly to .determine  how
far the schools offer equal educational "“opportunities in terns_of criteria

- (other than segregation) that are rcgardcd as good indicators of educational

quality (ibid.). Some of these criteria were quite tangible, such as libraries,
textbooks, laboratories and the like. Others, such as curriculum offerings,
grouping practices and methods of instruction, were less so. Some, finally,
were rather clusive,. such. -as teacher competence and teacher attitugcs.

2. EQUAL[TY AT THE STARTING POINT, IN TREATMENT,
AND AS A FINAL GOAL ‘

In analysiqg the concept. of equality of educational opportunity, the
crucial point is what should be meant not only by “equality” but also
by “ opportumty In this context we shall confine ourselves chiefly to
discussing * opportunity ", but certain aspects of “equality " in thc contcxt
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of the; formal educational system ought to be spelt out briefly. Fiom the .
point of view of the individual, “equality " can be conceived of in three

ways: *.(i) as a starting point; (ii) as a treatment; and (i) as a final goal

—~or as a combination of these three. .

“We can. think of equality as a state where all individuals start their
educational career, their formal school career, on an equal footing. From
the genetic point of view they evidently do not; but we can, at least
theoretically, think of a state of affairs where all childrén are given exactly
the same living conditions from the day of*their birth. The difficult aspect
of this is, of course, that they emanate from parents differently equipped
genetically and therefore from the outset are subjected; to different treat-
ment. : N ' :

Secondly, equality can be thought of as applied to ‘treatment. Every-
body, irrespective of his genetic equipment and social origin, could be
thought to be treated cqually in «arious ways. In the first place, every-
body could be equal before the law. The welfare policy could be framed to
guarantee everybody a minimum income or subsistence allowance. A unitary
system of pre-school or regular school education could take care of all the
children alike, etc. Evidently, and this is a common experience both in
capitalist and socialist economies, such a system does not necessarily lead
to a complete, not even to an increased, equalization among adults. When
Premier Khrushchev introduced the Education Act of 1958 to the Supreme
Soviet he pointed out that at the institutions of higher learning in Moscow
the majority of the students came from families of functionaries-or the
intelligentsia. Only a minority came from peasant or manual workers’ .
families (Sauvy; 1973). In" Sweden, 20 years of a welfare policy that in-,
cludes among other -thipgs .child allowances and the introduction of a
unitary basic school and a system of upper and post-secondary education

. with a student aid and tuition-free system, has only levelled out to a

modest extent the differences between working-class and middle-upper-class -
children in educational *participation (OECD, 1971; Gesser and Fasth,
1973). S

Fihal‘lly, equality of educational -opbo'riunity could be regarded as a

goal or a set of ghideposts in the sense that framing and implementation.

of educational policy should introduce measures that would contribute to .
an increased equalization in educational attainment. This, in its turn, would

‘lead to a greater socio-cconomic equalization in' terms of economic status,;
~participation 'in decision-making processes that concern all citizens and so.

Gt . o . !
In an article that spells out some of the implications of his extensive |
survey, Coleman (1966) raises the question of whether equality means that|
one wants to have equal schools (i.e., equal treatment) or equal students.|

"He points out that his survey had focused mainly on what comes out of

education in terms of student achicvement in areas such as reading and
arithmetic — skills that are important for success not only in further school-
ing but also on the labour market. This, of course, does not permit any
absolute judgment about the real levels of equality or inequality of the
schools the students are attending, because more of the individual differ-
ences in achievement are accounted for by their home and peer environment
than by the school. However, what matters to the studen: “is not how
‘equal’ his school is, but rather whether he is equipped at the end of




schoel - to compete on an equal basis with others, whateve: his social
origins”. (Op. cit., p. 71f). Schools “are successful only insofar as they .-
reduce the dépendence of child’s opportunities upon his social origins...
Thus, equality of educational - opportunity implies not merely ‘equal’

" schools, but equally effective- schools, whose influences will overcome the
differences in the starting point of children from different social groups”.
(Op. cit., p: 72). This implies differential pedagogical treatment. :

The debate on educational opportunity elicited by ithe Coleman report
(Coleman ¢r al., 1966) raised the analysis of the problem to a higher-lexe] . -~~~
of sophistication. Thus, one became aware that a basic distinction was. the
one between equality of opportunity and equality of results. John Rawls
has in his book A Theory of Justice (1971) elaborated -on this -distinction
and developed what Charles Frankel (1973) refers fo as a “new ” egalitar-

~ iapism. The “old”' one, which in the liberal vein was concérned with .
equality of access or equality. of opportunity; advocated a policy of cor-~

. rection. Society had to rectify formal inequalities by providing help to the
disadvantagcd to -overcome the hindrances or barriers that prevented them
from taking ‘advantage of, for instance, the opportunities of schooling.
Rawls refers to this conception of equality (according to which careers
should be open to talent on the basis of competition) as “liberal ” or
“ democratic . - o ; , ‘

But the fact that a persort is born with -certain genes into™a family
with certain material and cultural assets is “as Rawls puts it, “arbitrary
from a moral point of view ”. The fact that some are. born with a brilliant
mind and others with a slow-moving one is to be ascribed to the “natural
lottery ”. Thus, the moral problem is to “redeem ” the individual who, due
.to this “lottery”, has been born with less favourable genés and in less
favourable circumstances. Society should see to it that the burdens and _
benefits are distributed according to each individual’s abilities. This is brief- .
ly the messages of the “ redemptive egalitarianism . .

The redemptive philosophy has been challenged by Frankel (1973),
Coleman (1973) and Bell (1973). Frankel’s main objection to Rawls’s
theory of justice is that it “does not treat the individual as an active parti-
cipant in-the determination of his fate . A model of life as a lottery is not
very conducive to a sense of personal responsibility. Bell (1973) lcoks at

' the equality problem in. very much the same way as Frankel. But he
views it also within the framework of a society where rationality, technical .
competence, and educated “skills become more and moré important and
where they, since they are more sought after, are also more highly priced.

‘ Coleman (1973) in reviewing Jencks’s book poses the crucial question -
whether — and to what extent — equality of opportunity is an appropriate
goal. Each individual is born with a highly varying set of “private re-
sources, genetic and environmental ”:* If nothing is done on the part of

~society this will result in quite’ unequal opportunities. Society can try to
*“infuse ™ resources selectively so as to achieve greater equality. But such a

...policy is faced with two problems. First, in order.to compensate fully for

. the inequalities of private resources “ the publicly-provided resources for

* the privately, disadvantaged must be sufficient to provide to aii children
the same opportunity as held by.the child with the greatest private re-

.- sources genetic and environmental”, (op. cit., p.; 134-5). Such extreme
implementation- is obviobusly not possible. The other problem is that an
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mvcrsc policy of cquallty of opportun.ty with the aim of establishing’ cqual-
ity of results would have disincentive effects upon. parents, and this could
reduce the total amount,of resources available and be detrimental to a
system of redistribution: This, in the long run, could lead to less favour-
able effects for the disadvantaged. A
Coleman concludes: __ -
For both these reasons, first ‘because it is impossible to achlevc and
second because if achlcved it would lower the general level of oppor-

1. tunity for children, the ideal of equal opportunity is a false ideal.

A socicty cannot make an implementationable decision to create equal
opportunity for all chiidren within it. What it must do instead is to
decide ‘what level of public resources and what imbalance of publlc
resources it should invest-to reduce the level of mequallty that anscs
-from private resources. (Op cit., p. 135).

In retrospect Coleman doubts whether public investment in bringing :
about equality of results more than equality of opportunity is to be pre-
ferred from the point of view of individual satisfaction. The ability to
overcome obstacles may lead to at least as much satlsfactlo,n as the attain-

" ment of these goals per se.

o

3. MEASURES Oi" OPPORTUNITY AND ENVIRONM ENT

The analysns below of the various concéptions of equality of educational
opportunity (see p. 30 ‘et seq.) imply different, or partly different, key

iindependent variables that can be measured with various degrees of success.

Some variables are important in accounting for group differences in oppor-
tunity, others for individual différences. Since, as hassbeen pointed cut by
Coleman (1973), .public .policy is deliberately geare& ko affect group differ-
ences, the policy implications of the two types of vqrmbles might be quite
dlffcrent The dependent criterion” variable is: opportumty " whick <an be
represented by some measure of participation rate in education or measure

of disparity between various regions, social classes, individuals, etc. The -

followmg types of variables seem to fall under this heading of “ opportu-
nity ™ . Y

I. One set of variables embraccs the non-schotastic, physncal ones,

“the material circumstances. Here, we are dealing with the economic re-

sources available to the student’s family, the cost required for tuition,

" the geographical distance to a school and the transportation available.

ERIC
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2. Another set includes the physical facilities .of. the school, such as
the "quality of its plant in general, laboratories, llbrary, texbooks, etc.

3. A third set of variables has to do wilth certain psychologlcal
aspects of the home environment, such as the level of the parents’ aspi-
rations.with regard to the schooling of their children, their general attitude -
toward learning at home, and the amount of mdepcndcncc training, lan-
guage training, and so on provndcd there.

.4, A fourth set describes the psychological aspects of the school
cnvnronmcnt in terms of teacher compctcnce teacher attitudes toward differ-

obd
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ent catcgoncs of 'students, lcathr expectations wnth rcgard to studcnt
- performance and student motivation. '

5. Finally, a fifth set of erablcs describes what in survcys conductcd‘ '
by the International Assoclauqn for the Evaluation of Educational Achieve- |
ment ([LE.A.) was referred to as w opportunity ‘to learn” (Husén, 1967, {
II, p. 162 et seq.; Comber ‘and Keeves, 1973, p. 158 et seq.). Here we |
are dealing solely with oppo;‘tumty in the school situation, i.e:, with purcly
pedagogical conditions. in (ctms of how much . time is allottcd in the '
curriculum to a subject r . topic, how much timeche teacher devotes
to that topic and how /muc homcworkvhe assigns to it. This kind of
opportunity was rated item by item in the mathematics and science tests
. by the teacher who taught the actual class. But independent ratings were
also obtained from supject-matter experts who assessed the oppartunity
for a whole national school system:

Thus, in analysig what factors act as hindrances to the achievement
of equality, we woyld have to make two distinctions. In the first place,
we ‘should distinguish between material and psychological barriers. There
\mlght be equal opportunity tp get access to a certain kind of education .
it in a physical formal sense: . no tuition has to be paid, all
costs are- met from public fuhds, transportation is taken care of and so
on. But certain psychologlcal barriers remain even when the physical
ones have been removed, and once the material conditions have been
cq\uahscd they operate with relatively greater strength. In the second place,
we- have to consider the entire' educational environment which consists of
the combined effect of both fhc physical and psychological conditions m
the home, society at large, and the school.

As already indicated, différences in educational opportunity bctw:cn,,
for instance, social classes or geagraphical regions will have to be measured,
in one way or another, by participation rates at various levels in the educa-
tional system. The most comprehensive surveys, based mainly on European
studies, have been carried out by the- OECD in its background studies -
. (No. 4 and 10) for-the Conferenoc on  Policies for Educauonal Growth in ~
1970 (OECD, Kl97l) There, “educational participation” is defined as-
“the enrolment of persons at a given level of formal education, or the
transition or retention of s(udcnls from one level to' the other- (OECD )
1971, p. 8). Various types of ratcs or ratios’have beén suggested dcpchdm&g
upon what official _statistics arc available. Thcsc rates fall into two main " ..
calcgoncs, poe . S

1. The most obvious way of ca!culalmg participation would bc.to
relate the enrolment to the population eligible for education at a certain
stage in the system. The most accurate measure is thereby obtained by
calculating the ratio for each age .¢ohort separately, ¢.g., how many 6-
_year-olds, 7-year-olds, ctc. of the 1otal age groups are in full-umc school- .
ing. This ratio, however, does p6t provide a measure of the types of edu-
cation.in which students of any one age group are enrolled. ,

2. Another ratio is sented in Background Study No. 4 for this same
-OECD. Conference (OE , 1971) and is defined as the “ratio of enrolment

in ‘a given grade... a point.in time to enrolment in...-a lower grade
_ at an -carlier point iN tigc for the same cohort™ {op. cst p. 9). Such a
t ratio, called. transition“rate, becomes a very. good measure of participation
when longitudinal statistics are available and. it provides a more accurate
' I ﬁ
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picture of the flow - of ‘students! through thc sys(cm by grade instead of
- by age groups (Ljung and Jansson, l970) Particularly when the agesgrade-
discrepancy is large, as is the case in systems with a more flexible age.
of school entry or with consndcrablc gradc-rcpeatmg, the lransmon rate
is by far the best measure. A :

j - "
If neither population figures ‘nor longltudmal cnrolmcnl_f:gurcs‘arc
available, one could attempt to calculate the participation rate in educa- |
. tion abovc the compulsory school age-by using the approach adopted by]"
IEA.where a “retentivity index” was calculated for each of nine socio-
economic groups among the students in the pre-university grade, most of
" them being 18 or 19. Since no figures on parental occupation were available
for the whole population of 18-19-ycar-olds, the best approximation was
derived from the figures for the 13-year-olds wherc the whole age cohort
was in full-time schooling (Husén, 1967, Vol. II, p. 107 et seq.). - g

3. A third index of participation that provides not ‘only informalion
about access but also about selection during a given stage in the system is
the “attrition rate™ - the proportion of students who either repeat one or
more gradcs during the:stage or drop out from school. A beautiful example
of a mapping out of this kind by relying on’ longitudinal- statistics is afford-
' ed by Educational Policy and  Planning: France (OECD, 1972, p. 105
et seq.). Another example of how attrition is related to social class is
"provided by the follow-up of all the fourth-graders in Stockholm over a
period of five years (Svensson, 1962; Husén and Boalt, 1968).

~

7

4. CRITICISM OF SOCIAL CLASS AS A MEASURE
OF EDUCATIONAL ENVIRONMENT

In studies of the degree of dlspanty in participation at various levels
in an educational system, social class has usually been -employed as a kind
- of overall index of social background. The most frequently used categorisa-
tion is upper, middle, and lower, which roughly correspond to. the profes-
-sional-managerial class, semi-professional or white-collar workers and manual

workers respectively. In- fact,.the occupation .of. the father is.usuatly thé. . .. ...

information employed for this ca(cgonsauon since it is considered to be a
. major determinant of the social origin of the child. In surveying European
studies of group disparities (OECD, 1971), Background Report No. 10 for
the OECD Conference on Policies for Educational- Growth (op. cit., p. 93
et seq.) has collated classification schemes cmploycd by the stamucal ser-
vices, usually within the Ministries of Education. ;Most classifications are
based upon some kind of occupational categorisation which in turn is
derivéd from the occupational titles. In addition to -parental occupation,
there is much evidence to show that parental education (e.g. number of -
years of formal schooling) is -an important variable for which data can be
collected relatively easily. In some cases attemipts have been made to rank
the categories according’ to gcncral status, level of gualification or position
' in a hierarchy. Good illustrations of such categorisations are provided by
scvcral Brmsh studlcs for instatice one by Mlllcr(l970) on school achicve-

A
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ment and social . class. He employs a classification scheme devised by the
- Registrar General’s Ofﬁcc and used in the survey on “leavers” in 1954
‘-"(HMSO 1954): :

Non-manual Occupaltons s
~ 1. Professional and high admrmstratrv
2. Managerial and executive. -

3. Supervisory, white-collar. .
4. Routiné clerical.

Manual Occupations
5. Foreman, supervisory (manual).
‘6. Skilled manual..
7. Semi-skilled manual.
8. - Unskilled manual.

As we shall see later in Chapter 5* in several British surveys, for instance
the National Survey sponsorcd by the Plowden Commission (HMSO,
I96‘l)/ categories 3 and 4 and § and 6. respectively have been amalgamated.

‘The International Labour /(5rgamst§tron (ILO) has developed a scheme -

with nine categories whichare put in, a hierarchical order according to-
some kind of general status criterion. “This scheme was employed, cross-
nationally in relating home background to partrcrpauon and to school
achievement in-the IEA project (Husén, l967 Comber and chvcs, 1973)
The categories are:

Group 1. . Higher profcssronal and tcchmcal

77~ Group 2. 'Administrators, executives, - an\ working prOprletors, larsc

and medium-scale. : e
Group 3.  Sub-professional and technical. : '
Group'4. Small working proprrctors (other-than in agriculture, for-
’ estry or fishing). =
Ghroup S, i’roprrctors and managcrs - it agriculture, forcstry and
: fishing, in most instance$ owm:r and tenant operators of
-~ farm enterprises. _
Group 6. Clerical and sales workers, . ' ¢
Group 7. .Manual workers, skilled. and semi-skilled. ‘
Group 8. Labourers - (hired) in agriculture, forestry, and . fishing.
Group 9. Unskilled manual workers (excluding those under 8).

It is quite obvious that, by and large, this scheme rcﬂccts .an occupa-
tional - status hierarchy. But the difficult categories are *Farmers and farm
workers: should” they be placed -before-or after some other catcgorrcs?
Should farmers be regarded to be on a par with, say, clerical workers; or
be placed before or after them? Should farm workers be put in the same
category as unskilled workers or skilled workers? There are other diffi-
culties as well as these that make the scheme hard to use cross-natronally
" .In some cases the amount of formal education generally required in
the various occupations is mixed with status criteria. Harnqvist (1966) who
has carried out a national survey of the relationship between certain social

background factors and educational choice, based on data_ collcctcd by the ‘

A. Piofessionals (whose occupations almost aiways rcqurrc a umvcrsrty
ddgree), tcachcrs both secondary and clcmentary, executives,
proprictors bf large enterprises, civil servants, and officers in the

Swedish Btrs'cau of Census, used. a ﬁvc-calcgory scheme:

o armed forces; . ol

NN o e
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- Whnc collar occupatlons requiring: formal ‘education up te matricu-~
lation, propriefors of small or medium enterprises;

. White-collar occupations requiring, only compulsory formal. school-
ing;
Farmers (owners-or tenants of farm Lntcrpnscs),
Manual workcrs (mcludmg farm workers).

As alrcady said, in a large number of studies during the last few
decades aimed at elucidating the relationship between social environment
and educational attainments, environment has been indexed by social class.
As a rule this has been a catcgonsatlon into upper, middle, and lower
(working) class. The principal criteria 'upon whlch such a scheme is based

" are the following — the way they havc been “mixed ", i.c. wclghtcd “differs

quite a lot:

1. The amount of formal educatlon that is either required or usually
attained by the holders of the various occupations.
2. Self-reported and/or asscssed earnings.
3. The status attached to the respective occupauons in thc promotlonl
hierarchy within businesses, the Civil Service, etc. -
. 4. The status attached to the occupauons accordmgto some kind
of prcstlgc rating.

- As is evident, these four" criteria are highly mtcrcorrclatcd

All catcgonzatlons, of ‘which somé have just been |llustratcd are
subject to serious criticisms as composite, overall measures of enyiron-
ments, even more so as measures of educational environments. The social
class index, which is an extremely blurred measure, is particularly open
to such criticism: -Anderson (I974), in issuing a warning against undue
reificagion of social classes points out that the “variance of-associated cdu-
catlodal features. is “larger” within so-called classes than bctwccn them”

" Several researchers in recent years have irged that social class should
bc dropped as a descriptive instrument. They propose instecad that one
should try to pinpoint those -factors in the children’s home backgrounds
or in the wider social:setting in which they are: growmg up that are rele-
vant from an-educational point of view. If no attempt is made to identify
these relevant variables in a much more precise way and to esfimate their
effects, ‘we shall not be in a position to provide research evidence that in
its turn can lay the basis for programmes intended to produce improve-
ments. '

- The emphasis in recent years has, thercforc been on identifying process

‘variables that can be recognized as closely rclatcd to school attainments.

Onec - example is Henry s (1963) study of the so-called hidden middle-class
curriculum. Another is Bernstein’s (1961) on language development among’
lower-class children and its implications for failure in school. Bloom (1965)
and his* students, for example Dave (1963) and Wolf (1964), have tried
to identify certain aspects of the parent-child relationship, (such as parental
approval, standards_ of ‘excellence_and expectations) that are conducive to
success in schoil. The devclopmcnt of path analysis as an analytical tool
has made it possible :0 study the effects of more precisely circumscribed
factors, not least psychological ones, and to get away from crude socio-.

economic indices (see, ¢.g., Sewell et al., 1967 and 1970; Sewell, 1971).
o yey :
A
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Miller (1970) developed an invencory that enabled hii,n to obtain

‘information on the children’s own perceptions of their -environmént. He

hypothesized that the inventory should comprise items tapping sugch variables

as parental interest, goal aspirations, home relationships and parental

dominance. A factor analysis of the inventory. provided cight: factors, .of
which six were positively and two were substantially negatively correlated
with an overall scholastic performance ctiterion. These factors had through-

- out a much stronger correlation with school achicvement; as measured by

e ;\\ ’
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standardized achievement tests, than social class, which correlated only
0.35 with achievement. When social class was partialled out or held con-
stant, the correlations between self-reported home environment and ‘school
performance were on average reduced only by about 0.05. Miller con-
cludes *(op. cit., p. 268): “This study has suggested that less attention may
well be given in the future to social class per se with regard| to school,
performance. It is a crude variable of limited direct importance in' the prob-
lem of school -achievemient ™. ' - :

It should, however, be pointed- out that educational perfoémanoe in
terms of grades and scores on standardized achievement tests is not identical
with other important measures of educational attainment, such as fetentivity
(Husén, 1967), - transition rate, 'and attrition rate (OECD, 19'41). Boalt
(1947) followed a complete age cohort of children in Stockholm from
grade 4 to grade. 13 and related various measures of educational attain-
ments to their social background as indexed by socic! class upper,
middle, lower), assessed income and welfare record known or unknown. He
defined “social handicap™ as the partial correlation between a social

" background variable on the one hand and educatiopal attainment on the

other, with vgrades given at the previous stage held constant. The two
main social background: variables were social class and income, The three
attainment variables were admission to academic secondary education;
grade-repeating or- drop-out, and grade point average. The partial correla-
tions reflecting the amount of social handicap obtained are presented in
Table I.1. : .

Table .1 PARTIAL CORRELATIONS BETWEEN MEASURES
OF SCHOLASTIC ATTAINMENT :
AND SOCIAL CLASS AND PARENTAL INCOME RESPECTIVELY

- . Assessed
Social class Parental
Income
Selection for junior academic secondary '
school (reaiskola) ..................... 0.57 0.43
Attrition (grade-repeating) .........ccccoeevvnenieiiilonnn 0.17 T 0.28
Grade point average ................. h e ererereraeeeneeas 0.09 0.07
Selection for senior academic secondary : ‘
school (gymnasium) ............. T ‘
Attrition (grade-repeating) in gymnasium .......... 0.15 0.07
Grade point-average in the matriculation , . Co
examination (studentexamen) ............. eeereaes 0.12 0.07
Source: Boalt (1947),
In 4
-
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As can be seen, social handicaps operate much more strongly in selec-
tioti from one stage to another than in performan~~ at a given level in
terms of marks and ability to get promoted without grade-repeating. We
“therefore have to put in a caveat when it is suggested that we should throw
out social class categorizations altogether in attempting to relate attainments
to social background. Even if actual performances are weakly rélated to
background: indexed by social class, participation rates and transition rates
arc-not. This has been shown, for instance, by Jackson and Marsden
(1968). ' :

5. EQUALIZATION INCOMPATIBILITIES

-

*A. Genetic Versus Acquired Inéqualilies

It will be evident from what has been said above that there are certain
contradictions, - or incompatibilities, in the various ways in which equality
of educational, opportunity has been conceived. A realization of the goal
of equality has to allow for the fact that, from a geneijc point of view,

human beings are born unequal and that, ‘during the first years-of their -~ ,
lives, . they are brought up by parents who differ with regard not only o’

_ their genetic equipment but also to their social condition. These ‘two sets

- of factors interact so as to- reinforce each other, j.e. to become positively

" correlated.. 7 ;

“The incompatibility befween equality and inherited differences (be they
mainly genetic or environmental) makes one ask to what extent equality

should mean identity of treatment. Does it mean that the treatment should

be identical, “er should it be so geared that optimal conditions are provided
for each child to develop to the limits of his capacity ? Dobzhatisky has
recently dealt with these problems from a genetical point “or view
(Dobzhansky, 1973), and I myself have pointed out, in another connection,
that the issue can be staied in a paradoxical way, namely that every
~child should have. equal opportunity to be treated uncqually (Husén, 1971).
Such a philosophy is behind the efforts to bring about individualized in-

_struction (<f., ¢.g., Bloom, 1971), but it aims at attaining greater cquality '
of educational achieyement and is by no mecans conducive. to increased .

variability. One'could proceed and statc another paradox that is a corollary
to, the first one: the very fact that children from the outset are uncqual

cnables a democratic society to give them equal opportunity to be treated
differently without incurring the risk of a fully uniform socicty. Had they
all from the beginning been genetically equal, there would still have been
ample reason to treat them differently so as to bring out the variation
without which the world would become a pretty unbearable place. ‘

Dobzhansky has raised the question of whether attempts to bring '

about equalization in terms of treatment, particularly in the educational
system, will lead to a wider or a more narrow variability in, for instance,
schalastic peiformances. If measures “are taken to remove environmental
barriers that prevent the development of scholastic ability, could we' then
expect a shrinking variability of sciqug;ﬁ,c achievement? According to the
TS
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simple model that-impliés that observed variance is the sum of genetic and
renvironmental - variance,. the answer to this question would be “yes”
(Husén,. 1963). But if environment and heredity are correlated, as by all
plausibility they are, the answer might be “no ”.*Thus, the full utilization
and promotion of talent by the removal of discriminatory barriers would
in this case lead to . a meritocratic society. Instead of having a'society
built on social and birth prerogatives, we would get one built on genetic
prerogatives, particularly when educated ability is such a status-determining
factor as it is becoming in present-day society (cf., c.g., Herrnstein,
1973). ' ' ' ‘

.. Another incompatibility is inherent in the demands of our modern,
highly-specialized -and complex society with its wide range of differentiated
roles (cf. Dobzhansky, 1968). Indeed, one is entitled to look into the
extent to which the dynamics behind its social fabric are actually conducive
_to the promotion of intellectual-and social differences. We' do not have

v

* emipirical data by means of which comparisons could be carried out between

various stages in the development of, for example, European societies since
the beginning of the 18th century. There are, however, indications that the
variability in terms of cognitive differences that account for 4 major portion
of scholastic attainments covered a wider range ‘then than now. In the
first place, formal scheoling was the prerogative of only a small segment
of the population, so it it pointless to make comparisons between then and
now in terms of scholastic achievements: It would seem to ‘make much -
more sense to comparc two stages fairly close to each other in time in
our own societies; for example, to compare the educational systems in .
‘Europe at the turn of the century with the systems that exist nowadays in
terms of variability of attainments. More than 50 years ago, all the educa-
tional systems were dual-track systems with orie elementary school of rather
poor -quality for the masses and an academic, university-preparing secondary
school for the ‘social élitc. For a long time these two systems were com-

" pletely separate, that is to say access to secondary. cducation was mainly . ..

gained by attending private preparatory schools. The core problent: that
gﬁ ht to be «'_cdated by a comparison between then and now; therefore,
is i nd'hdﬁf‘var‘iz'i;bility in scholastic ‘attainment is affected )y the setting
up of a-single-track system during compulsory school age. .~

There are indications -that structural changes in the systems have:
narrowed down the ra ..When ‘comparisons were made between com-
prehensive systems on the ‘one hand and selective or dualistic systems on
the other in the surveys conducted by the International ‘Associatior for. the
Evaluation of Educational Achievement (IEA), it was found that by and
large the comprehensive systems showed a lower spread of student perfor-
mances (Husén, Vol. 11, 1967 and 1973a). One could, of ceurse, question -
-whether the introduction of a single-track, unitary system is an outcome
of ‘greater homogeneity in society brought about by social change (which
in its turn js an outcome: of either “spontancous™ change or deliberate
social policy) or if it has been conducive to- such a ‘homogeneity. Surveys
carried out in Sweden (Harnqvist, 1966) indicate that'structural changes of
this kind, which will be more fully dealt with in Cliapter-5 (p. 109 et seq.),
arc~instrumental in narrowing down at least the disparity ip educational

Pparticipation between the various socio-economic groups. -
) : h-S
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B. Equality Versus Freedom

In his classical treatise on Equality R.H. Tawney (1951) deals with
the time-honoured problem of cquality versus freedom. He, somewhat

< rhetorically, poses the question: Must increased equity in distribution of

benefits on the part of society inevitably *imperil the priceless heritage of
freedom?”. Is cgalitarianism . in education a peril to excellence, so that
children of high calibre will be limited in their freedom to develop accord-

ing to their potential by being forced to go to school with “their less
endowed aze-mates? ' . ‘
Tawney points out that “when steps to diminish inequality -are de-
nounced as infringements of freedom, the first question to be answered is
".one that is not always asked. It is: freedom for whom?” (Tawney, 1951,
p. 260). A second question is ‘whether “ the range of alternatives open to
ordinary men, .and the capacity of the latter to follow their owh prefer-
ences .in choosing between them, have or have not been increased by
measures correcting inequalities or neutralizing their effects », (Ibid., p. 260).

The debate about the extent to which measures taken by socicty to
correct inequalities have limited freedom has been suffering from the con-
fusion between having freedom to devclop and acquire certain .capabilities,
skills and powers and the opportunity to use these advantages and oppor-
tunities ad lib. Those who talk about infringement upon freedom imply
the second and not the first type of freedom. )

‘C. Equality Versus Ejficiency. o

It has been pointed out by thosc who have commented on the surveys
conducted-in the Socialist countries (see, €.g., Yanowitch and Dodge, 1969,
and Sauvy, 1973) that disparity between children from varicus social cate-
- gories, say, between those from homes of manual workers and peasants. on
one hand and those whose parents belong to the professional and manage-

rial stfatum (the intelligentsia or the specialists, in the Soviet terminology)
tends not only to be pervasive but to increase. S o

There are several reasons for this. First, the rapid expansion of formal
equality of educational opportunity and the fact that the great majority
in, for imstance, the Sovict Union. will soon be able to complete a ten-
year school education has strongly boosted aspirations and expectations.
Accordingly, the gap between educational aspirations and actual admissions
to institutions of higher learning has widened. '

. Secondly, in an economic order where material property or money of
any significant amount cannot be passed on to the next generation, educa-
.tion is the best heritage that can be provided. Parents who themselves are
“well educated are thereby at an advantage. '

Thirdly, we lave the “incompatibility between equality and efficiency.
An economy that ‘needs highly trained managers and technicians is not
well served by a system of unspecialized general education. To counter
this, one "is strictly selective at the level of higher education, promotes
acceptance of the best qualified applicants and thus enhances the conducive
to disparity. But it is the price onet_l::’li, to pay for increased productivity.

i w
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D. The “Revolution of Rising Expectations”
| . S
The extension in time of mandatory schooling . in" conjunction with
universal secondary schooling has tremendously affected educational aspira-
tions, particularly in those social strata where hitherto a few years of
elementary \school was the only provision for those destined for manual
occupations, This- phenomenon has been charted by sociologists in socialist
as well as capitalist countries. A comprehensive structure of elementary-cum-
secondary education in both these political systems has led to rapidly
rising aspiralions on the part of students: and their parents — even if they
are still highly correlated with home background and parental occupational
status. - | » S .
‘Surveys conducted in the Soviet Union (Yanowitch and Dodge, 1968)
indicate that |the great majority, some 70-80 per cent of secondary school
. leavers, aspire to enter higher education ‘which will admit them to the
T class of intg:lli,gentsia or specialists. Since this category ‘comprizes no more
than some 10+15 per cent of the total work force and® the universities are
admitting onl}r 20 per cent from the secondary school 70 to 80 per cent
leavers, many are bound to experience frustration because of over-
" ambiticus - expectations. Failure to get into the university is by many
regarded as a “ shattering of life plans”, or even as a “catastrophe ”,
- to become a *vorkcr is .a. “temporary evil” (Yanowitch and Dodge, op.
cit.). b , . :
in the United States and some European countries, the clash between -
aspirations and| actual openings tends to occur at the end of first-degree
studies. In a re%ort to the OECD Directorate of Scientific Affairs, Richard
B: Freeman (1974) of Harvard University - under the provocative title
“Investing in education: Has the bubble burst?” takes up the problem:
- of the -wideninf gap- between the number of college graduates and the
number of apprdpriate job openings for them in the United States.
i . . : ‘ .

¥V

E. The New Intélh'gen.rsia

- In Western Europe until well into the 1950s some 2-5 per cent of an
age group entered higher education. About half of this exclusive group
came from the upper and middle classes. The rest had marual working
class background.' The recent expanded university enrollment to some. 15-20
per cent of the relevant age group has mainly been io ihe benefit of the

- middle class, but has in absolute numbers considerably increased the parti-
cipation of those with working class background. An improvement in
chances’ of going to the university from about -2 to 5-10 per cent for
working class students means a big increase in their proportion of ihe
total enrolment.. In most industrialized countries the majority of those who ‘
now enter . the intelligentsia via the universitics have been_ recruited from the -
lower social strata. ' _ o :

This phenomenon is particularly pronounced.in some of ‘the Socislist
countries. The overwhelming majority of the intelligentsia in, for instance, -
the Soviet Union is “first-generation intelligentsia”, and this has been
regarded of the greatest importance in mobilizing the productive forces
needed to bring society as a whole. up to a new level. Furthermore, a
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. considerable portion "of the new managerial class has also emerged from

workers and peasants. This new class, which according to the rhetoric
has “contributed most to the advancement of the undcrprivilcgcd classes”,
has a vested interest in seeking prerogatives. It *“is as if the socialist

- societies were creating a new middle class, jealous of its only privilege,

o,

Wh!Cu is that of higher education ”. (Sauvy, 1971t p. 49).

AF:%.,]."he Equality-Meritocracy Dilemma

In his-comprehensive -attempt to depict the emergin’g post-industrial
socic‘ly Daniel Bell (1973) makes a case for a’ growmg meritocracy. A-
centra’ feature of the society that Bell envisages is the movement toward
greater rationality. Instead of property and political status, systematized
knowledge proper will form the basis for power and influence. He sees the
ascendency of technology, the subordination of both the public and private °
sector to burcaucratic controls and the growing influence of professional ~
and scientific élite as salient features of post-industrial society. The strain
of bureaucratic rationality cuts across both socialist and capitalist social
orders. The scientific élite is going to replace the comn.crcial bourgeoisie

- as the leading class, reared in the universities. In a way, that-we are heading

‘for a meritocratic society is part of the

(13

inner logic ” of the development

~ Bell cnvnsnons

‘It would take us too far to try to resolve the dilemma that inevitably
faces any highly mdustrlallzed _society with an ever growing demand for
highly trained manpower — be they called. professionals and executives, as
in the capitalist system, or specialisis and functionaries, as in the socialist
system. The more in demand these persons are and the more” prestigious
they become, the more influence they tend te accrue and, in-the long run,
the more subtle the rewards bestowed upon them. .

" Bell’s prediction of an inherent and growing clcmcnt of meritocracy
has, however, been challenged by, for instance, Lasch (1973) who rejects
some. of his basic propositions on the grourrds of what comes close to
Marxist social philosophy.

Lasch pom(s out that although (hc scientific elnc might initiate ideas,
the power is not with them but with the state. Lasch further tries to prave
that the “new class™ of technocrats can by no means be regarded as a
social class. Truly, it has certain common characteristics and it certainly
possesses a high .degree of functional indispensability; but its members
have no common interests in ‘which political power can germinate. The
rise of a group of specialists, knowledgc producers and knowledge distrib-.
utors to hlgher status does not imply that, as a class, they become more
influential in a society, like the big corporations in America with their
dominant jinfluence on the country’s social and economic life. Somewhat
glibly, therefore, Lasch disposes of Bell’s book as a plaidoyer for merito-
cracy, a “technocrat’s reply to radical criticism > on behalf of the academic
establishment.

Evndcntly, the reply to the questlon whether, and the extent to which,
we are moving toward a meritocratic society is closely related to what
kind of social p‘xilosophy will dominate the scene in the highly industri-

alized countries during the next few decades. For my par( having dealt .
. » r‘ .
[
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*-with the .problem at some length in another context, I would sum it up
in the following way. The importance of meritocracy in the future is closely
tied to the extent to which the valuation of economic growth will prevail
.'and to the conception of what constitutes, and what is detrimental to,
“progress”, the “ good life ”, or the “ quality of life ”.
As long as educated intelligence is conceived of mainly as an invest- -
ment in econpmic growth, those who have achieved merit in this
respect will t€hd to be singled out for special reward, that is, to be
better paid and to be clevated to power and influence. (Husén, 1974, .
p. 173-4). , :

But even in the conditions that can be envisaged for a “zero-growth”

social order, a complex socictal machinery must be kept running. A suffi- -

cient number of highly skilled people is needed for manufacturing goods,

providing services and. administering the complex system. )
The mere fact that we find- meritocratic tendencies prevailing in both
capitalist and socialist economies leads us to conclude that these
tendencies arc inherent in the highly industrialized society itself. (Husén,
1974, p. 174). o o

6. THE CHANGING CONCEPTION OF EDUCATIONAL EQUALITY

Professor Coleman (1968) has given a most lucid analysis of the
concept of educational equality. He distinguishes four versions.

. L. In pre-industrial society, with its extended family and patriarchal
kinship system and the family as the unit of production and as the centre
of social welfare responsibility and education, the concept had no relevance
at all. Geographical, occupational and social mobility were minimal, |

2. The industrial revolution changed the role of the family, which
ceased to be a self-perpetuating economic unit or a training ground. Chil-
dren became occupationally mobile outside the families. Training and
‘social welfare "became community responsibilities and institutions were
provided where young people could learn skills that made them employable
outside the family. Such clementary, tax-supported and compulsory school-
ing was not universal in a strict sense, however, since it was only intended
for the masses; the upper class already had a system of preparatory schools
for the secondary schools and the universities, which in their turn preparcd
for the upper-class. occupations. Thus the dual, class-linked system as, for
instance, in Europe emerged. - _ :

3. Both liberals and saocialists in Europe for a long time conceived
of equality of opportunity as being equality of exposure to a given curri-

. culum. It was up to the child ané hic family to take advantage of what -

was offered. If he failed, he was himself to blame. Thus, the important
thing from the point of view of policy-making was to construct a system
in .such a way that all children, irrespective of social background, would be
offered equality in terms of equal and free access to- education.

4. The liberal conception took the child’s future for granted. The
‘problem of assigning children to different programmes in a comprehensive
system is to find. programmes that wiu““ﬁuil the individual needs” of each

v , — .o
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. child. But the real problem is, as Coleman (1968) points out, that * what N

is taken for granted” is the probleni. No guidance programme, even if it is
based on the most elaborate system of testing, can predict what will “suit”
a child in terms of his educational and/or occupational carecer. When one
realizes that the essence of the problem is not the starting point but the
effects of schooling, then one can begin to reformulate ‘it in terms of how

. to bring about more equality of performance. The core of the problem,

ERjC
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then, is whether equality should be seen as a starting point or a gpal.
For the purpose of our own further discussion, we have distinguighed
three major - stages in the development of the concept, corresponding to
three more or less distinct social philosophies. These are (a) the conserva-
tive; (b) the liberal; and (c) the “redemptive” conception of educational
cquality. . : ‘

A. The Conservative Conception of Educational Equality

The conservative conception of educational equality vyas_';'prcvalcnt
in .most industrialized countries until World War 1. God ha‘_&fl bestowed
different amounts of talent upon'each human being, and ‘it. was up to the
individual to make the best possible use of that capacity..iA hyper--
conservative variant of -this philosophy maintained that, by -and large,
God had given each individual the aptitudes that corresponded t6 the caste
or social class in which he was born. The more or less tacit assumption,
then, was that he had not only to make optimal use of his capacity but

“be content with it, because he had been given what he by birth deserved.

A more liberal variant of this philosophy can be traced from the Renais-
sance through the 18th century, particularly during the mercantile era with
its emphasis on selectio ingeniorum (sclection of talent). This advanced
the idea that it was important to search for the scarce gold of talent among
the masses for the bencfit of the nation’s economy and the due recognition
of the individual who might be thus discovered. ° '

The policy implications of this philosophy are interesting to follow in
Europe from the end ‘of the 19th century when the changing economy led
to demands for new types -of marketable education. A case in point is -
Sweden during the 1880s. Rapid industrialization initiated a demand for
adequately. trained white-collar workers.. particularly clerks, while self-

employed persons who were running small enterprises also needed more - -
-advanced skills than those provided in the elementary school. Educational

provisions that existed at the time were no more. than those clementary

schools, made compulsory in the 1840s, and the classical gymnasium, by

and large unchanged since the middle of the 17th century -which prepared
students for the univercity with a curriculum that leaned heavily towards
Latin and humanistic studies. ) .

The conservative view of what nceded to be done was as advanced
in a brochure by a secondary school head teacher, Fredrik Andersson
(Husén, 1948). He maintained that the gymnasium suited the needs of
those who were heading for upper-class positions and the clementary
school of those who belonged to the mass of manual workers in rural or
urban areas. To cater for the needs of this new middle class of clerks and
small entrepreneurs, he proposed a ‘new middle school, to which the stu-
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~humanistic curriculum during the lower stage.

- Federal Republic. It had, however, .no mandate from the Federal Gevern-

" classes. -

“ularly the attempts to abolish streaming and the eleven-plus examinations

- cit., p. 7). The egalitarian “instinctively dislikes any process which enables

‘ . attempts to destroy the schools that are taking special care of the most

. the case that a comprehensive system that treats every siudent equally in
terms of formal availability of education creaies even greater inequality than

dents should be allowed to transfer from the public elementary school and
from:which ‘they could graduate at the age'of 16 or 17, i.e., two or three
years earlier than from the upper secondary school. Legislation enacted.
by the Riksdag in 1904 therefore divided the gymnasium intc two stages -
and postponed the intpéduction of Latinin order to make room for a less

- A faint reminder of the consetvative philosophy was given by the
1959 report of -the German Commission on Education (Deutscher Ausschuss-
JSur Bildungs-. und Erziehungswesen) which was appointed in the 1950s by
‘the Permanent Conference of the German Ministers of Education to draw
up guidelines for the further development of the ‘school system in the

ment, for at that time it had no formal authority so far as education was
concerned. In this report a common structural framework (Rahmenplan)
was developed in which the Volksschule, Mittelschule and Héhere Schule
were to some extent intended to serve the needs of three different social

~ The Swedish and German examples apply to all Western highly-indus-
trialized countries. In most cases the creation of a short non-university-
preparing, selective general secondary school has been explicitly based on
the perceived need for middle-level manpower. ' '

- Two so-called “ Black Papcré ” (Cox and Dyson, 1969 and 1970) have
attacked the proposed or implemented reforms in English-education, partic-

and to introduce comprehensive secondary education. It is contended that
recent changes’ have brought about a marked decline in educationa!
standards and that this threat to the quality of education stems from the
“ideology of egalitarianism ”. Angus Maude in a paper (Cox and Dyson,
1969) entitled “ The Egalitarian Threat” (op. cit., p. 7f.) tries to make a
distinction between equality of educational opportunity and egalitarianism.
The egalitarian philanthropist is letting his. ¢motions carry him away.
“In the name of ‘fairness’ and ‘social justice’, sentimentality has gone
far to weaken the essential toughness on which quality depends”. (Op.

some children to emerge markedly ahead of their fellows”. He therefore

talented siudents. “All kinds of education are not, as-the egalitarians -
pretend, of equal worth and importance, nor can anything but harm come
of claiming equal status for all kinds of educational institutions. ” Equality
of opportunity is recognized as a worthy ideal which cannot, however,
be achieved quickly if one wants to avoid “ damaging the total quality of
our society . (fbid). o

In the Introduction to “Black Paper Two” (Cox and Dyson, 1970),
the editors quote Maude as saying that one can have either equality or
equality of opportunity and that one cannot have them both. In fact, the
attempts to bring about equality are inimical to the attempts to achieve
equality of educational opportunity. :

In “In Black Paper Two” (Cox and Dyson, 1970), Szamueli makes

the "present British élistist system. What should be achieved is to provide
~noy -

“.—IJV.
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~every child with the best poésible chance to develop his particular talents in

B.- The Liberal Conception of Educational Equality L

an optimal way. “This”, he goes on to say, “ecan be accomplished only
by an unequal, differentiatcd educational system, which levels out the
handicap created for the able pipil by .the inadequacies of his family’s

social and economic position.” (Op. cit., p. 49, et seq.). The English
grammar school has provided countless ‘gifted working-class childien with
the opportunity to break down the class barriers and achieve unrestricted
scope for their.talents”. (Op. cit., p. 50). In referting to socialist systems,
such as the ones in the Soviet Union and Hungary, Szamueli contends that

the attempts to create equality in education are conducive to the preserva-
tion of social and economic inequalities that exist outside the schooi. He -

presents some statistical evidence, gleaned particularly from Soviet publica-
tions, that anrears io show that in the Soviet Union considerable disparities

[ 2

exist between, on the one hard, children.whose parents are manual workers

“and peasants and, on the other, children from homes. of the intelligentsia.

The philosophy still prevailing in the development of the concept of
equality of educational opportumnity is whai can be termed the liberal one.
As an illustrative case one could cite F. Berg, in- the 1880s an elementary
school teacher and later a Member of the Swedish Riksdag and for two
periods Minister of Education. Begg chailenged the conservative view that
power and capacity had accrued. to-one particular social class and strongly
advocated ‘the six-year elementary- school as a single-track school that
would encompass. children from all social classes. After the completion of

_the six years,-they could then pursue different types of education, . practical

or theoretical, depending upon individual bents (Husén, 1948). -
Somewhat schematically, this classical liberal philosophy could be de-
scribed like this. Each individual is born with a certain, relatively constant,
capacity or intelligence. The educational system should be so designed as
to remove external barriers of an economic and/or geographical nature that
prévent able students from the lower classes taking advantage of their
inborn intelligence which entitles them to due social promotion. To cite one
reformer who strongly influenced Berg, Count Torsten Rudenshiold in his
book on “Thoughts concerning social mobility ” (Tankar om stdnds-circu-
lationen, 1854) developed. a blueprint' for -a school system that would
promote a maximum of social- mobility by not only- seeing to it that
able young peopls from iower classes were duly promoted, but that upper-

" class youngsters. with limited capacities should be given humble schooling
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and channelled into humble occupations as well! Everybody, via his educa-
tion, should be given the social status to which he was entitled by his
innate talent. -

_Several structural school reforms in Europe during this century ‘have
been guided, at least partly;by this philosophy. By extending education
to more advanced levels, by making the compulsory part of it less differ- -
entiated. and by. making it available -to children -from all walks of- life,
one can. remove the -handicaps that are inheient in being born poor and
living somewhere far from a school. .

The 1944 Education Act in England, 'Wl’;l.éh ‘made secondary school
education universal and available not only to those who could afford it,
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was regarded by many as a democratic breakthrough. But about ten yeérs’

~later when a survey was made to clucidate its effects on the social structure

of .the enrolment for the academic secondary school, it- was found (Floud et
al., 1956) that at least in certain regions the proportion of working-class
children admitted to grammir’ schools was lower than before the “ break-

- through ™. .When the economic barriers were removed and all the places

were thrown open for competition within the framework of the H-plus =

examinations system, children from the middle- and lower-middle-class homes

‘were 'in a better position to compete than those from less privileged back-

grounds and therefore achieved.an increased representation. Previously, a

certain quota of places had been available to those from poor backgrounds.
* Floud and her co-workers were the first investigators to demonstrate clearly

that sclectivity does ‘riot go together with equality of participation.” A
certain amount of social bias always goes into-a selective education system
(Husén, 1971). , )

The transition from an ascriptive socigty, where more advanced formal
education was a prerogative of those who by birth, wealth and connections
were designated for upper-class positions, to a society. in which access to
and promotion and reward within the educational system formally depended -
upon tested ability, was regarded as a tremendous step forward by means
of which justice and efficiency alike were expected to be reached. In
attempting to “ democratize ” education, objectively assessed academic ability
(be it so-called intelligence test scores, achievement test scores, examination
grades, Qf “any other objective indicator of accomplishment) seemed to be
the self-evident selection criterion. to replace social class, economic back-
ground and personal connections. S

In analysing the educational system in industrialized and technological
socicties, Bourdieu (1964), for example, contends that there are indications
that the educational system tends to assume the function of reproduction,
i.e., to preserve or even reinforce the existing structure of society insiead of

- being an agent of social-mobility for inheriied .ability and the motivation’

Q
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to use -it. Other researchers, such as Jencks (1972) and Bowles (1972), have
followed suit. :

" Recent surveys of existing research -on participation rates and school

achievement as related to social class (for instance, background studies

to the 1970 OECD -Conference on Policies for Educational Growth) OECD,’
1971) provide fairly consistent evidence that extended provisions for educa-
tion, and thereby increased formal accessibility to free secondary and higher
education for all children of a given age, have not considerably changed the
social structure of thc cnrolment to any great extent. Students who take
advantage of the increased opportunities arc already in a favoured or semi-

- favoured position. The same holds true for adults. Legislation enacted

in Sweden by the Riksdag in 1966 made the gymnasium education (i.e.
upper-secondary education qualifying for university ‘entrance) available to
adults free of charge in late afternoon or evening classes. Surveys conducted
to revedl the nature of this new enrolment showed consistently that those

-who have taken ‘advantage of the new opportunitics are, to a large extent,

youngish people on the “launching pad” at the foot of the promotion
ladder ‘who have already. received a certain amount of formal education.
Participation by individuals from the class of unskilled workers is minimal
(Eliasson and Hogluad, 1971). . » C 1_
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What has been demonstrated by drawing upon|empirical data could
just as well be brought out by scrutinizing the logic behind the liberal
philosophy, according to which admission and promotion in the educational

~system should be guided by individual capacity. or aptitude and not by

_socio-economic background. The specific criteria of “capacity ” are, by and

" large, grades' (marks), scores and objective tests and examination results.
- All thesé criteria are to a varying extent correlated with social -background.

Thus, socio-economic status indices that measure either status ratings (upper,

middle, or lower-class) or certain economic factors (such as income or .
size of family) tend to correlate between 0.2 and 0.4 with test scores and -

_school achievement. When, however, one takes into consideration the major

psychological aspects of the environment in wuich the child is brought up
~for exampic the interaction between mother and child, independence
training, parental support and the extent to which emulation of relevant
parental behaviours is possible and rewarded (Weiss, 1970) — substantially

higher correlations. are obtained. Wolf (1964): and Dave (1963) found.

correlations which ran as high as'0.70 betwetn . certain environmental

process variables on the one hand and intelligence -tests and scores on '

standardized achievement tests on the other. :
Thus, access and promotion in accordance with objectively assessed

- capacity within the educational system.by no means exclude the influence

of spcio-economic factors which, according to the liberal philosophy,
are discarded by employing criteria of academic merit. As long as admission

‘to a certain type of education .is gencrous in terms of the proportion

admitted from those who apply and the attrition rate’ during a given
stage is. low, and as long as education is available to all free of charge,
socip-economic background plays a somewhat less prominent role. But as
soont as a competitive selection takes piace, either on admission or in terms
of grade-repeating and drop-out during the course, then the correlation
between background and indicators of performance increases considerably.
A case in point is the selection for the faculties of medicine in Sweden,
which, as with all lines of study with restricted admission, is carried ‘out
on 'the basis of marks obtained ‘in the gymnasium. With the possible
exception of the -intake to the training programme for psychologists, there
is no other programme that is so highly selective. What is more, there is

no jother faculty with such a grossly unbalanced representation of the social

clagses (SOU, 1973.2). : : . :

In an article entitled “End of the Impossible Dream ”, Peter Schrag
(1970) subjected the school crisis in the United States to an incisive analysis.
He| pointed out that the establishment of the vommon school has been
paft of the American Dream, that the schools held the promisc of provid-
ing cquality of educational opportunity and that they were expected to
gu@rantee an open society unaffected by social and economic inequities.
Horace Mann in the middle of the last century foresaw that a school. for

" childreii from all walks of life would be “a grcat equalizer of the conditions
. -ofl men, the .balance wheel of the social machinery... It does better than
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disarm the poor of their hostility .toward the rich: It prevents being

poor...” (quoted from Schrag, 1970). Apart from being an equalizer, the’

educational system was seen as a prime instrument for the individual born
in humble circumstances to move up the social ladder. Everybody should
be given equal opportunity to achieve ard to be promoted, provided he had
thé talent and the energy to go ahead. s : ‘

.
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~ Schrag observes that until about a decade ago “equality of cducational

opportunity ” was. interpreted  in ‘terms of social Darwinism: “Everyone
in the jungle (or in society, or in school) was to b¢ created equally: one
standard, one set of books, one fiscal formula for'children ‘everywhere,
regardless of race, creed, or color. Success went to the resourceful, the
ambitious, the bright, the strong. Those who failed were stupid or shiftless.
but whatever the reason, failure was the responsibility of the individual
(or perhaps of his parents, poor fellow), but certainly not that of the
school or the society . (Op. cit., p. 70). -

It hds not been realized until recently that these two objectives, as

they are  commonly conceived, are. not in fact compatible.. The school”  ~

cannot at the same time serve as an equalizer and as an instrument that

establishes, reinforcés and legitimizes distinctions. This has ‘been brought . .

very much to the fore by recent surveys that have tried to account for
children’s. differences in school achievement. Their social and economic
background and that of their peers account for much more of the differ-
ence in accomplishment than all the school resources together (Coleman,
1966; HMSO, 1967, Husén, 1967). ' :

In an article dealing with the philosophical implications of the pros -

and cons for an open adniission to university, Karabel (1972),-in realizing

the dilemma between selectivity on one hand and equality on the other,
states the problem in the following, somewhat provocative, way:

The ideology of academic standards brilliantly reconciles two conflicting

American values: equality and equality of opportunity. Through the

system of public education everyone is exposed to academic standards,

yet only those who succeed in meeting them advance in our comvpetitive

system. Everyone enters the educational contest, and .the rules are

" usually applied without conscious bias. But since the affluent tend to

be the. most . successful, the net result of the game is to perpetuate

intergenerational 'inequality. Thus academic standards help make accept-,

able something which runs against the American grain: - the inhc:ritance\i

of status. (Op. cit., p. 40). N ’ !

As long as we are applying one uniform, relatively linear standard | -

(bright, average, slow learner or whatever labels we want.to use), some |
students are, by definition, destined to fail. In developing' his ideas about
“ mastery learning”, Professor Benjamin Bloom (Block, 1971) has been
questioning the whole conception of individual differences in student achieve- -
ment which has been regarded as an axiomatic foundation of what has
been going on in the schools, particularly during the last century, when
education in developed countries has become universally available. Students
are continuously judging their performances- against the standards sct by
their teachers, peers and parents. But these standards vary, so a student

. who belongs o the bottom group in a school with very high standards

perceives himself as a failure even if his aftainments measured against
some kind of national standard are far above the average. Conversely, a
student with the same objective level of attainement perceives himself as 4
success in a school with low standards. Bloom points out that these percep-
tions very strongly influence student interest, attitudes and motivation,
which in their turn contribute to-widen and é¢inforce the individual differ-
ences in attainment. This is one important explanation of the fact that
variability in attainment, for instance in reading, increases by grade. One
of the major points in the strategy that goes under the name of “mastery
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lc'arnmg is to set an absolutc goal in such a way that, wntl* appropnalc
methods ‘of mstrucuon, it can be reached by the great majority of students
(Block, l97l)

The' rethmklng about individual differences that has been gomg on in
recent years has important practical implications. According to the * * sqcial

‘Darwinism” view, equality had to do only with what goes into the system,

its input resources. The question-is now being asked if one should not
also consider what comes: out of the system and thereby waive the equality
at the input.side. by providing extra resources for those who are regarded
as socially and/or culturally deprived. This was, for instance, the philos-

- ophy behind the -Headstart - Program. Coleman (1966) has pomted out

that “equality of educational opportunity implies not merely ‘equal’

schools but equally effective schools, whose influences: will overcome lhe !
~ differences in the starting point of children from different social groups”.

The implication in terms of - pohcy that ensues from the rethinking
of the concept of equal opportunity is that, it is not very fruitful to put
the responsibility for scholastic success or failure on the individual. One

‘has to shift the burden of lesponSIblllty to the system — to the educational

f

A

system or to scciety at large.

In the long run, then, it seems that the problem of achlcvmg equality '

of opportunity is one of “restoring multiple options” based on different

values, -but values that are not -‘ranked along only one dimension. Schrag .

_puts the problem very succinctly: “By definition, no society with but one

avenue of approved entry into the mainstream of dignity can be fully -open.
When that single instrument of entry is charged with selecting people out,
and when there are no honourable alternatives for those who are selected
out, we are promising to all men things that we cannot dcllvcr (Op. cit.,

pE 93) No wonder, then, that we are beginning to amass so much evndcnee
“for uniform provision within the educational system not being. the solution

to a more “equal ” society. To paraphrase Orwell: those. who at the outset
are more equal than others will take more advantage. That is the lesson

lezTrncd from equalization programmes at all levels of education.
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C. A New Conceﬁlibn of Educational Equality

Thc glaring contrast between the official rhetoric about equality of"
opportunity and the existing — and sometimes widening — differences in
life chances has in recent years led to the emergence of a philosophy of
cquality of results. The problem has been clearly stated by Herbert Gans
(1973) in the Preface to his book More Equalzly '

America can be described as an unequal society that would like to

think of itself as egalitarian. While officially dedicated to equality of

- opportunity, to enabling the disadvantaged to succeed on the -basis of
their individual ambition and talent, America has not acted to remove
group. handicaps — of class, race, and sex, among others which prevent
many people from actually realizing that opportunity./Rich and poor,
for example, have an equal opportunity to work as common laborers,
but the poor rarely obtain the education and sofial contacts that
provide” access to cxecu(l\vc positions. Equality, thefefore, cannot be
defined solely in lcrms of opportunity; it ‘must ¢
“"7
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.al opportunity as simply a “fraud”

results, by whether current inequalities of income and wealth, occupa- .

tion, political power, and the like are being reduced. (Op. cit., p. XI). °

What it said about America. applies with almost equs:.force to all
industrialized 'countries, -irrespective. of whether they have a socialist or
capitalist social order.

' The decisive impétus to a new thinking over this whole issue. has
come from  the interest being taken in pre-school education. Bloom (1964),
by re-analyzing previous studies, showed that more than half the differences
in performances -on intelligence tests found at the end of high school could
be accounted for by differences ascertained ‘at the age of 6, i.c., at the
beginhing of regular schooling. Within the various social strata, thic differ-
ences showed even greater stability.. This meant, then, that if cnvnronmcntal
influences were of great importance in bringing about intellectual differ-
entiation, most of the differences were already there when the children
entered elementary - school. This limited the competence of the school to
act as the prime equalizer; the role had, rather, to be taken over by the

" pre-school institutions, if - there were any, to Wthh the children of that

age group had access.

A new area of research on early experience and the socialization of
cognitive modes in children by means of communication and languages has
been opened up by Bernstein (1961).. It elucidates how language compctencc
can act as a barrier or promeyggr_in getting along in primary school (e.g.,
cf. Oevermann, 1969, and Hess -and Shlpman 1965). Additionally, studies
of the éffect of environment on school motivation have provided yet another
reason for focusing attentibn on the pre-school years. .

, Thus, equality ‘of educational opportunity cannot be achlcvcd simply
by removing certain material barriers and by using academic ability as the
democratizing criterion. The more competitive the:educational system is,
and the more essential formal education becomes to occupational promotion
or social mobility, the more likely it is that disparities will prevail.

In his important longltudmal study of a representative sample of

‘ chlldren followed from their. birth in 1946, Douglas (1968) related parents’
aspirations pertaining to the children’s further education and future occupa-- -
" tion to their social status. He consistently found that such interest was

closely linked to the parents’ own social background and education. The
liberal conception of a mobile society where everybody would rise (or fall)
to the level of - his inborn ‘capacity (as, for instance, embodied in the
1944 Education Act in Eng!: md)‘was far away from its realization. Douglas

concludes:
o

R.H. Tawney. denounced the llbert\ll conception of equality of education-
It is like “the impertinent cour'tcsy ‘
of an invitation offered to unwelcorhe guests, in the’ certainty that cir-

. cumstances-will prevent them from accepting”. (Tawney, 1951).

Removal of economic and socia barners which, according to the

_liberal philosophy, would open the gatds to more advanced education for
.all whose natural aptitudes qualify them patently does not suffice; Inequal-

ities in a highly selective and/or competitive system do in fact remain, or
even tend to increase. The difference betwé¢en comprehensive systems with a
single track basic school covering the cdm pulsory school age and those
with a dual track structure, where selection ia one way or another ‘actually
takes ‘place or is prepared earlier, Js §1ati the comprehensive system the
A
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incqualitics tend to move up to the pre-university or university level.
This is the case, for instance, in Japan (OECD, 1971).
“t is sometimes assumed that the better educated move up’ the social
ladder because they-are the most able and that the schools and the
universities sift out the best endowed and give them opportunities to
rise. This is how many would wish it to be. The vigour and quality
of present-day society depends on the efficiency with which the educa-
tional system sifts out the abie pupils from all levels, and allows. them
to qualify for posts of responsibility. The evidence of this study shows
;how far short we are falling. While the way is, in thegry, open for
all those who have the ability, the influence of the family and the
encouragement that the family can give are still important elements in
‘the level of employment achieved by each individual . (Douglas et al.,
1968, p. 90). ¢
This another empmcal test of the extent to Wthh the liberal PhllOS- .
ophy of equal opportumt?/ works. Instead of saying that one had “ failed ”
in achieving the goal set for the reform, it would perhaps have been
", better to -admit that it is impossible to achieve a goal of equality of oppor-
“tunity by means of educational reforms alone.

The results of research carried out in recent years lead one to a much
more radical conception of equality of educational opportunity. It is not
enough to establish formal equality of access to education. One has also
to provndc greater equality in the pre-school institutions or in the regular
school for the children of various.so¢ial backgrounds to acquire intelligence.
So far as IQ dnfferentnatnon/ is concerned, the major portion of it has
occurred before the child has entered regular school. The famlly, and not
least the peer culture, still’ exert a strong influence. Thus, in order to

‘achieve greater equality in schooi-attainment, society has to adopt speciat

means to compensate for the deficiencies of the environment in which the

~ child grows up, or to supplement what may have been done at home.

As we have already obser\ed the overrndmg policy problem in “demo-
cratizing” advanced education, that is te say, formal education beycnd
mandatory schooling, was until recently regarded as a problem ‘of paving
the entrance routes into institutions of higher education and the schools

_that prepared for entry into them. But one has begun to realize that equal-

ity of opportunity of access is different from equality of opportuiity of
success, either in school or in adult economic career; and the * corrective
cgalitarianism ” emanating from the “liberal ” thinking is now being chal-
lenged by those who, sometimes on the basis”of a Marxist phllosophy,
advocate a “redemptive egalitarianism ”.

The basic difference between the tw0 concaptlons on the one hand
the “liberal ” and on the other the more “radical” or sqciological, is -how
they view the role of the educational system. According to the former
conception, which holds that the task is primarily to remove external
barriers so, as to make the original capacity in each child develop, success
and failure. in school primarily depend upon the .individual student. Once
the avenues .have been opened up for free competition, his natural intel-
lectual and moral resour‘ces“are the decisive factors. If he fails, he has to
cast ‘the blame’ upon hlmself ‘because he 'has been given the opportunity
and not taken preper advantagc of it. According to the, other conception,
a student’s success, and ihot least hrs,fglﬁ;re must’ bc/ascnbcd mainly to
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" opportunity for uncqual treatment so far as

the school situation, particularly to the way instruction is organised. The

‘basic problem, then, tutns on the extent to which the school has been

able to provide the conditions conducive to’ satlsfaclory student dcvelopmcnt
On the part of the school, such a conception implies the revision of .

the basic pedagogical notions. The common denominator for any such -
action (mcludmg remedial teaching and tutorial help) is individualization
of the entire system of instruction (Block, 1971). From this it follows,
then, that equality. of opportunity does not ‘mean identity of opportunity
- and herein lies a fundamental problem*in a modern democracy. ‘Accord-
‘ing to the philosophy spelled out above, equality of opportunity means
that every child should be given optimal oppd®tunity te develop his personal
assets as they are at the time educational treatmept in a public institution -
begins. The objective cannot reasonably be stablish equality in the
sense that all children are treated in exactly th¢. way. The issue could
be put in a paradoxical way by saying fhat one should provide equal
cially relevant differences -are.

concerned.
Fmally, . then, the more radJ.cal conception . of cducatlonal ¢quality
is that, in order to achieve the long—range objective of more equality i
occupational career and standard of living, remdial action must be taken lﬁ
the wider context within which- the ‘schools are operating — that is, society
-at large. Educational reform cannot be a substitute -for social reform.

q .
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Chapter 2

1Q, ‘;SCHOOL ATI‘AINMENT,'
AND OCCUPATIONAL CAREER

I. DOES IQ ACCOUNT FOR OCCUPATIONAL SUCCESS?

As has been spelt out in the previous chapter, until recently it was
regarded as self-evident that increased equality of participation in further-

going education, such as upper secondary schooling and undergraduate

studies at university, would automatically enhance equality in occupational
career and its remuneration. According to the “liberal ” conception, innate
intelligence, social background formal schooling, and adult success interact
in the following way. Innate talent is by and large distributed randomly
over social classes. In order' to compensate for poor opportunities of
access to’ higher education students from the lower classes need financial
and odher types of material aid. They will thereby be placed on a par
with those who grew up in privileged circumstances and will be offered
the opportunity to prove thémseives in the ensuing competition during and
after schooling. In Thomas Jefferson’s terms, the “‘nataral aristocracy”,

- i.e., those whose innate ability justifies clevation to leading positions in

society, will be sifted out by such a process.

The discovery that the removal of economic and geographical barriers
and the introduction of grants for students do not affect the participation
rates in such a decisive way as was anticipated has inspired a debate in
which the basic assumptions in the “liberal” philosophy have been ques- -
tioned. L : ; ' ;
The (more or less) inheritted 1Q has been assumed to bear a rather
close relationship to both scholastic and .occupational success (Herrnstein,
1973). The relationship between 1Q and scholastic success has been thor-

- oughly investigated, simply because intelligence tests, particularly group-

administered ones, were devised in order to predict scholastic performance.
No wonder, then, that these tests tend to explain between 40 and 65 per
cent of the variation in scholastic attainments as measurcd by examinations,
teacher ratings, marks, and number of years of schooling completed. The
instruments by means of which-pupils are selected from one level*to the
next in the formal educational system are derived from how they performed
(or were perceived to perform By the teachers) at the earlier stages. - .

1Q has been assumed to be highly predictive of job success because
the stratification in terms of status 3:}:! salaries on the labour market is
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pretty closely related to the level of education attained. Thus, sine Hej

~tends to be closely related to education, and education in its turn is related
“to stratification in the job world, IQ can be expected to predict life success

in terms of status on the labour market (Herrnstein, 1973; Eysenck, 1973).
This relationship, however, has been seriously questioned by researchers
coming from different disciplines -and representing divergent ideologies.

We shall limit ourselves here to three contributors to the discussion
on education as an equalizer of occupational status and income. Thurow
(1972) points out the obvious fact that educational attainment (atleast in
terms of number of years of formal schooling) in the United States has -
become more equal in recent years, But whereas the spread of education
has decreased, the spread -of income has increased. Thurow advances a
job-competition ‘model as against the ‘prevailing wage-competition model of
how the labour market works. According to -this model, wages are deter-

mined by the relative position .of the prospective employee in the queuc

of applicants and by the distribution of opportunities. In an era of enrol-

*ment explosion “with an ensuing tendency for an “over supply ¥ of grad-

uates, advanced education becomes a “defensive expenditure ” to preserve
one’s “market share”. This means that some university graduates take
jobs that have been held by upper secondary school graduates who in their
turn take jobs that have previously been held by elementary school grad- -

-uates. In such a way differentials “in earnings between various levels of

‘formal education are preserved or sometimes even increased.

o

2. THE CHALLENGE BY JENCKS AND ASSOCIATES

Christopher Jencks and his associates (1972) at the Harvard Center for
Educational Policy Research have launched the most massive attack .on
the belief in the importance of IQ and schooling for -occupational success.
The essential message of the research reported in Inequality is that elimi-
nating inequalities of access to schooling would do very little towards
eliminating differences in adult careers, If greater adult equality is to be

. achieved, drastic changes in the existing Social order will have to be made. -

This same group has made a comprehensive attempt to disentangle the
factors that account for differences in adult economic and/or occupational
status. The study is remarkable from at least two points of view. In the
first place, it is by and large technically an outstanding piece of work. The

‘technique of path-analysis has, been used in an imaginative and illustrative

way. Leaving aside the .main part of the monograph, in the two first
technical appendices the authors reveal an impressive amount of nsw

. information through their re-analyses of data from previous studies of the

heridity-environment problem and of the faciors accounting for differences
in -adult status and-income. Secondly, they arrive at the startling conclusion
that family background, cogniiive skills, and educational attainments
(amount of formal schooling) account for a diminutive amount of the vari- -
ation in adult income. This leads them to “reject the liberal notion that
equalizing educational opportunity will equalize people’s incomes” (op.
cit., p. 164). The overall conclusion in terms of the policy implications is
that education cannot serve as the Jgfprm agent it was supposed to be
: a-&’d
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according to the classical [iberal’ notion. If greater equality is to be

achieved, reforms will have to be launched within the framework of fiscal
and social welfare policy. .

Needless to say, the outcomes of the Jencks’ study have given rise

' _to a controversial debate at both technical and policy level. So far as the

Q
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"latter is concerned, the “conservatives™ have taken the outcome of the

re-analysis of data from previous studies of the relationship between IQ
‘and educational attainment on the one hand, and adult “success” (be it
income or occupational status) on the other, as a justification for curtailing
school funds. If schooling does not make much difference to the poor,
why spend more public money on school education? Marxist critics have
interpreted the study to show that schools are.instruments serving’ the

ruling class. in - capitalist socicties. The school is there to process students’

through a/ccrtification machinery. in order to prepare them for a hierar-
chically structured society (Gintis, 1971; Bowles and Gintis, 1973). .

But it would takes us far afield fully to discuss the implications of
the Jencks study in terms of different social philosophies. In the present
context it seems more fruitful to review some of . its basic concepts, its
causal model, and its methodology at large, simply because, irrespective

of different frames of reference in terms of values, we should be able

thercby to to achieve some consensus as to the rationale for arriving at
certain conclusions. But even such a feview would go beyond the scope of
‘this book, because the literature in the wake ‘of the publication of- the
Jencks study has been very extensive — not least as concerns the methodol-

“ogical issues. Apart from thé standard types of review of a scholarly or

semi-scholarly character, a large number of articles have been written that
take issue with certain aspects of the Jencks methodology. or with the
interpretations. Thus, the Harvard Educational Review devoted almost the
whole of its February 1973 issue to a series of 8 lengthy reviews by schol-
ars in educational research. It is not possible here to convey a detailed
picture of this methodological debate, but we should, perhaps, try to focus
on some of the r ore obvious weaknesses that have been pointed out in
the course of it. S . o

Let us first briefly mention the data sources that were used. Jencks
and associates did not collect any original set of data, but re-analysed data
from previous survey studies, namely: '

(1) The Coleman et al. survey (1966);

(2) Project Talent (Flanagan et al., 1964);

(3) The National Opinion Research Center study of veterans;

(4) Data on the intra-generational change of occupation used ‘by Blau

and Ducan (1967); and
(5) US Census data. _

© In the first plade, only the Project Talent data are of a longitudinal
character which allows more fruitful multivariate analyses than do cross-
sectionai sets of data.

-Secondly, | the main criterion used as a measure of adult * success”
is earnings. Apart from the fact- that, for obvious reasons, this measure
could be extremely unreliable -in many individual cases, it is beset with

certain shortcomings, It does not take into account, for example, regional’
-and age variations in income, and this helps to attenuate the correlation
" between the predictors and the earnings. ’
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-T‘hirdly,hthe predictors also have some highly- significant shortcomings

~as measures of “cognitive skills” and “educational attainments”. To begin

with the latter, educational attainment is defined as number of. years of
schooling. Since all the data sets are from the United States, we have to
reckon with a considerable range of between-schools quality, which means
that educational attainments in terms of schooul years could be expected to
reflect a broad variety of factual cognitive competence.

Fourthly, much could be said about the causal models underlying
the path analysis. It has already been pointed out that, since all the data
sels except one are cross-sectional and since no measure of post hoc exists,
the matter of making proper causal inferences is jndeed a tricky one, In
addition, the predictors account for only a yery small proportion of ‘the
criterion, i.e. adult *success”. Only some 15 per cent is-explained, leaving '

" the ficld open for all .kinds of wild speculations, such as about “luck ”,

something that Jencks, in Coleman’s (1973) words, pulls out of a hat. -

These limitations by themselves should be conducive to some caution
when it comes to drawing far-reaching policy conclusions from research
of this type. It should:.be recognized that other researchers have arrived
at different conclusions from the evidence re-analysed by Jencks 'and asso-
ciates. Thus, -for example, Coleman (1973) takes a second look at the
coefficient of variation for income and for education in the age range
about 20. to 30 years, from 1929 to 1970, and finds that both series of
cocfficients have consistently become lower and lower. This suggests that
cqualization of ‘education could.be interpreted as having had an equalizing -

_effect on income.

The ““meritocratic” notion, spelled . out by, for instance, Herrnstein

. (1973), that IQ determines success both at school and ‘in subsequent adult

. the job world and in society at large.

carecr has been challenged by Bowles and Gintis (1973). They have pre-.
sented an incisive analysis of the problem within the frame of reference of
a Marxist idcology and have re-analysed some sets of data used in Jenck’s

“study in ‘order to obtain supportive evidence. They by no means 2ny that

IQ and economic success, as well as school attainment and-economic suc-
cess, are corrclated. Many researchers have found support in these well-
established facts for.an *educational attainment” theory according to
which inherited taient is conducive to scholastic success, which in its turn is
conducive to adult economic success in terms of individual carnings. Bowles
and Gintis favour a “socio-economic background theory ” which takes as its
point of departure the fact that economic success tends to run in families;
seemingly without any close relation to inherited talent. - The apparent
“influence ™ of schooling on economic success is due to the legitimizing
function that schooling (and thereby ‘1Q) fulfills in a class-stratified society.
What "matters is social. Ig-testing as well as Tormal schooling are instru-
ments. by means of which. the. hierarchizaticn can Tie\mgintaincd both in

Bowles and Gintis, by drawing upon the same survey data_as did
Jencks and his associates, find ‘support for their view that IQ does not

have any significciui impact on adult success. By means of multiple re-"-.

gression analysis they relate adult earnings to IQ with formal cdueation and
social class under conirol. They end up with a beta coefficient of only
0.13. which seemingly strongly supports their contention that “ cognitive
(differences account for a negligible part of schooling’s influence on econa-

mic success”. (Op. cit., p. 72). But by partialling out formal education,
! . -~ L
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that part of the addii iQ which is an cf?&l of formal schooling per se is

also partialled out (Husén, 1950). Furthermore, the regressing out of
social background also tends to leave out a considerabie part of the
“effects ™ of school.

As has been argued in more detail elsewhere (Husén, 1974), the notion ‘

of a meritocracy determined mainly by inherited IQ rests on somewhat
shaky ground. But it is another thing to make a case against the meri-
tocracy of educated intelligence, which is what Jencks (l972) and his asso-

~ ciates as well as Bowles and Gintis (1973) do. All in all, the technical -
_limitations of the empirical studies that have been conducted so far, as

welil as.their conceptual shortcomingg, lead us to conclude in an agnostic
vein. ’

s T

3. DOES EDUCATION PER SE BEAR ANY RELATIONSHIP
| - TOJOB SUCCESS? 3

-

_Until recently differences in educational (and subsequent occupational)
careers were simply assumed to be determined to a large extent by differ-
ences in (inherited) - intelligence. Extensive research whereby scholastic
aptitude test scores (mostly traditional intelligence test scores) were corre-
lated with criteria of scholastic attainment (such as number of years. of
academic schooling, marks obtained, or level of performance in examina-
tions) tended to show that some 50 per cent of the variance in the criterion
was not attributable to the intellectual predictors (Vernon, 1950). The rest

of the variance was supposed to be accounicd for by, for instance, moti-  °

vational factors and social background. Thus nobody, irrespective of how
much weight he.COnsidercd.social background to carry for educational
success, doubted that “intelligence” as measured by traditional so-callcd
IQ tests was related io long-range success in a highly significant way.

But, as we have mentioned above, this notion has recently been chal-

lenged by some young American social scientists who question the whole

idea “that “cognitive skills” bear any substantial relationship to economic
or occupational success. Jencks (1972) and his associates, among whom was

~ Herbert Gintis (1971), have advanesd-the notion that cognitive skills per se,

as measured either by }Z or by amount of formal schoolmg, are more or
less irrelevant to economic career as measured by earnings and/or <the
prestige level reached in the occupational hierarchy. To be sure, IQ is

. correlated with both educational and occupaticnal success almost to thc,
same degree as is educational attainment with occupauonal success; but

where_ educational success is partialled out the regression of IQ on occu-
pauonal success does not amount to very much. As noted above, Bowles
and Gintis (l973) obtained a beta-coefficient of only 0.13. Thus, it would
seem that IQ-is related to occupational success mamly through the educa-
tional system/ The fact that educational attainment/is substantially cotre-
lated with economic success, with [Q partialled jout, is cxplamed as a

“credential effect”. The content or quality of what is taught could be
quite irrelevant, as employers tend to look at’ credentials in terms of
number of years of schooling or of certificates and /degrees. The credentials

" determine “7 level of employment and this, in its trrn the salary.

"5
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Bajema (1968) points “out that, in spite of all the interest taken in
identifying, measuring and developing the talent of a nation to its full
utilization, very few, if any, follow-up studies have h2en made to elucidate
the relationship between the methods of talent identification and the success
attained by the individuals thus identified. He took advantage of data
- available within- the framework of the Kalamazoo Fertility Study (Bajema,
1962) in which some 1,100 individuals had taken a group intelligence test -
while they were in the sixth grade of the public schools. Of these Bajema
(1968) collected data on educational attainment and occupational status for
437 males at the time they reached the age of 45. Educational attainment
was defined as number of years of formal schooling, and  occupational
achievement in accordance with the National Opinion Research Center oc-
cupational prestige index. :

The zero order correlation were:

IQ and educational attainment : ‘ . 0.58
IQ and occupational prestige , ' 0.46
Educational attainment and occupational prestige 0.63

The multiple correlation between occupational prestige and both IQ
and educational attainment was 0.64, which: was not significantly higher
than for cducational attainment alone. Bajema concludes that IQ, in spite
of being substantially related to occupational prestige, -operates “ wholly
within the school system ”. ‘

This finding fits the overall conception of the relationship between IQ,
schooling and occupational success that has been advanced by Jencks
- (1972} and his associates. In their view “schools serve primarily as selection
and certification agenciés, whose job is to measure and label people ”.
Their role is “primarily to legitimize inequality, not to create it” (op.
- cit., p. 135). Their main point is thus that the formal educational system
is there in order to sort and label people. It serve as a certification agent.
The role of IQ tests is to legitimize the. ensuing social and occupational
stratification. : : ’

A crucial problem in taking issue with Jencks, Gintis and others is the
extent to which the content of education is televant or not to the job
world.- How far is what goes on in school just empty rituals.in a sorting . .
and legitimizing process ? - - .

* Rather than go into the intricate technical issues associated with the
problem .of whether formal education ‘ot "acquisition’ of cognitive skills is
job relevant or not, it shall be enough if we point out that Jencks and his
associates were confronted (as they say themse]ves) with an essentially -
American problem, whereas in Europe national certification without creden- -
tials is a widespread phenomenon. Their findings, therefore, have only a
limited application outside the United States. The main objection to their -
logic, however, is that the tests used to assess IQ are validated against
criteria of scholastic success. Thus, in partialling out school attainment,
they also attenuate the correlation between IQ and occupational success.

The weak point in the attempt on the part of Jencks and others to
demonstrate that~ differences in cognitive skills are either unrelated or.
irrelevant to the job world is the lack of empirical studies that would shed
light on the content of teaching and its long-range relevancy. We shall
return to this shortly. o - S
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Findings from other recent rescarch on the relationship between educa-
tional attainments and “life chances” in terms of occupational status or
earnings have also become part of the syndrome of the present “crisis”

" of thc :school as an institution. In his critical study of the “education
‘craze ™ after World War II in the United St,atcs, Ivar Berg (1971) remarks

on-the growing tendency to link job opportdnitics to diplomas anhd degrees
in spite of the fact these may be pitifully inadequate ” as preparation.
for jobs. In his critique of the economic “rate of return” concept of the
effect of education, he shows too that thére are correlates to education to
which one cannot easily attach pecuniary value - for example attitudes or
work-dnscnplmc. Furthermore, aggrcgated data with which economists have
worked in their_ attempts to dcmonstratc the economic benefits of education
to both' the individual and the national-economy disguise the effects of
education in a particular occupational setting, as well as other effects it
might have that could eventually be assessed at an aggregate level.

Gintis (1971), challenges thc conventional wisdom which holds that
“the main effect of schoolmg is to raise the level of cognitive development
of students -and that it is thls increase which explains the relationship
between ‘schooling and earnings” (op cit., p. 266). He tests an “ affective -
model ” according: to which the main lmp’lrcn purpose of schooling ,is to
foster a “disciplined, obedient and well-motivated workforce” (op. cit.,
p. 267); and, as we have seen, Bowles and Gintis’s (1973} view of the rolc
of the formal educational system is explicitly conceived within thc frame-

- work of Marxist social philosophy.

Gintis (1971) has spelt out the clear-cut thesis that cognmvc charac-
teristics or skills have no direct bearing on worker carmngs and produc-
tivity. The school functions mainly to inculcate certain attitudes of disci-
pline and docility and even hampers the development of characteristics such
as creativity and initiative.- The structure of the social relations in the
formal educational system serves to prepare the individual to function
routinely over sustained periods. The grading system by rewarding certain
behaviour patterns and penalizing others “tends to réinforce certain modes

- of individua’ response to social 'situations” such as obedience and confor-

mity. The schools are there to foster four types of personality requisites
which the labour market demands: “subordinancy”, “ discipline ”, “ supre-
macy of cognitive over affective modcs of response”, and “motlvatlon

i
1

Gintis "has also analyscd empirical data for 649 National Merit Scholar-

_shlp finalists as reported by Holland (1963) to see it they lend suppor*
to his “affective model” of worker competence. Two personality variables,
“teacher’s rating of -“citizenship™ and stiadent self-rating of “drive to

achieve ”,  tended to show highly significant correlations ;with grade point
average. Gintis concludes that “ grades depend primarily on affective be-
havior ”. (Op. cit., p. 273).

Thus the lndlsputablc substantlal .correlation between school attam-
ment and “job success” “job status” is accounted for simply by “
sumptions of employers conocrning the alleged superiorities of bcttcr-
educated employees ” (Berg, 1971, p. 13). Bowles and Gintis (1973) advance
a similar interpretation. The cognitive skills actually produced by the

school account for very little of thg ,@rrelation between schooling and
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etonomi¢ success. The major portion is due to the accreditafion of individ-
uals and the belicf in credentials as such, not to the functional cOmpetcnce
provided bu the school. , :

'
4
~o

4. CONCLUDING OBSERVATIONS

Q . - Admittedly, there is not much direct evidence as to the functional
skills that constitute actual job competence or the extent to which the
e school has been successful either in providing them or in laymg sthe ground

! for their acquisition on the job. To a large extent this is due to the
difficulty in obtaining criteria not only of “competence" and “success”
on a particular job but of - “social success” in general. Holland and his
associates (1964) have criticized the tendency to overstress cognitive merits
in. trymg to predict post-scholastic success and the use of socially- |rrelevant
criteria in attemplts to validate aptitude tests.

The “expedience” value of educational credentials for the cmployers
also refers to the necd for a device that objectively, like seniority in pro-
motion, justifies the selection that is _made. Seiection according to cre-
dentials is regarded as a “fair ™ system with wide acceptance among both
employers and employees. Since there tends to be an imbalance. between
occupational asplranons and the number of attractive job openings some
kind of rationing is evidently necessary. Jencks and his associates point

~ out: “But as long as some jobs are more desirable than others, rauomng
"is needed, and credentials serve this purpose quite well ”, particularly since
quite a few adolescents do not like to stay at school lohger than necessary
whereas others are willing to conform over a longer period (op. cit.,
p. 183). There is some evidence to support this contention.. For mstancc,
the correlation between occupationa aspirations and educational plans is
substantially higher than that between actual occupational status and actual
educational attainment.. *“The myth that schooling is synonymous with
status is thus even more widespread than the reality” (op. cit., p. 184).

Studies conducted in Sweden under the auspices of the 1957 School
Commission with the aim of identifying what topics in the core subjects of
the curriculum were relevant to the woild of work could be cited as the
most comprehensive attempt so far to define work-relevant cognitive skills
(Husén and- Dahllof,. 1960). Since the'purpose of the studies was to identify
relevant curriculum content, no data were collected on “success on the
job ” e.g. ratings by _supérvisor; or carnings. :

In conclusion, it is, difficult to avoid'an impression of confusion
after all the discussion that has been going on to elucidate whether or not
IQ and formal schooling make any difference in adult career. To a large
extent this is due to the extremely intricate methodologlcal problems that

“one is faced with, and to the shortcommgs in the data, for instance the
lack of longitudinal information that embraces the pre-school years, formal
rschooling ‘and part of the occupational career. The. analytical tools are
bedevilled by obvious shortcomings; the coverage of the relevant variables
-is highly insufficient, and so on. These problems will be dealt with in
more detai! later in this book. For the moment, we can orly note the exist-
ence of what Levin (1972) in his review of Inequality calls the “socnal

3
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science ‘objectivity gap”. That. there should be such highly -divergent intcr-
pretations of the existing evidence — from adherents of a more meritocratic
view, on the onec side, and the critics of the school as an instrument of
hierarchization and credentialism on the other, is striking indeed. Even
researchers analysing the same set of data have arrived at opposing con-

- clusions. Those with a meritocratic frame of reference tend to interpret
existing relationships between cognitive competence ‘and social status as
an outcome of relevant talent that nas obtained relevant preparation; the

N other ‘camp sees it as an artifact of an unjustified belief in the relevance
w of educated talent. o o

- 9 !
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Chapter.?. C . )}

THE CONCEPT OF TALENT : - .
- SOCIAL AND DIFFERENTIAL
PSYCHOLOGICAL IMPLICATIONS

l.  THREE STAGES IN THE DEVELOPMENT
OF DEFINITIONS OF INTELLIGENCE '

We can distinguish three stages in the development of ‘the concept of
» “ability ¥, or “intelligence ” in the social sciences.

1. The first stage consisted of attempts to arrive at a generally ac-
ceptable verbal definition. Intelligence was taken to denote a fairly unitary,
cognitive trait which could be objectively measured within a universal
framework of valuative assessment. Representative of this conception aré
the papers. of the symposium arranged in 1921 by the Journal of Educa-
tional Psychology (Vol. 12, 1921).

The majority of psychologists who have strugg[ed to define intelligenoe" :

tried to find definitions that were valid for all contexts and all times. -
Binet' stated that. it was the -ability to pass critical judgments. Terman
(1937) defined it as the. ability to think abstractly. Kohler (1933) was of
- the opinion that it has to do with insight into larger contexts. Stoddard
' (1945) contended that it was primarily the ability to learn and to apply
* what had been learned,*Spearman (1927) that it was the ability to educe
relations and corrclations, and Wechsler (1944) that it had to do with
the -ability to adapt means suitable to ends, to act expediently, to think
rationally and to cope effectively with one’s environment. Before 1940,
Stern’s (1935) definition that intelligence was the ability to use rational
: thlnking in adapting adequately to new situations was the one most current
in Europe.

From a commoén sense point. of view, each of these definitions seems
to be at least partly valid. They more or less cover the cognitive domain
we have_in mind when talking about lntelligence But they all share two
weaknesses. In the first place they do not state what media intelligence
is concerned with. Secondly, they are all related to valuations that arc not.
made explicit.

2. The second stage in the development of the concept of intelligence,
the stage of operational definition, took care of the first of these two
weaknesses. Intelligence was defined in the same i:liom as were the concepls
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in'physicé ‘by Bridgman in-the 1930s, i.c., in terms of its mcasuring:i_nstru-
ments. For example, Boring's definition of intelligence as that which is. -
measured by intelligence tests became very widely quoted. - .

. [If.a person is asked to definc temperature, it is more than likely that
he will say “temperature is that which we determine with the aid of a
thermometer ™. On the other hand, he risks making himself.appear ridi-
culous if he defines intelligénce as that which is measured by a certain
intelligence test. But this latter definition is. in principle similar to the
~ former, and is what 'is known as an operational definition. It i$ often
objected that intelligence tests do not measure intelligence “in a deeper,
sense . The real significance ‘of this. objection is perhaps most apparent i
we compare it with an objection made against electricai measuring instrus
ments (ammeters, voltmeters, etc.) on the grounds- that they. do not mea-
* sure electricity “in a deeper sense ”. _ ." .

If we examine the procedures and instruments employed in modern
psychometrics; we find that the overwhelming majority of conventional
intelligence tests set out to measure things that in one way or another -
~have to.do with “symbolic” behaviour~mostly the ability to employ
verbal symbols. Intelligence as conceived by most psychologists to day is
undoubtedly what is measured by these tests. : ] o
. Thurstont (1938) in a pioneering study administered an extensive
group-test battery to college students. By means of the -multiple factor
analysis method he had developed he succeeded in identifying ‘a series of
- group -factors (“primary mental abilities ), each of which was manifest, in
a group of tests that were similar in content and the mental processes
"required. The group factors were positively correlated, which could be
faccoynted for by a second-order factor identified as “ central” or “general *
"'inliclligcncc (Thurstone, 1946). All the tests were administgred with printed
varbal instructions. Consequently, it could be assumed that the “central”
factor was tp some extent due to the common format in which the tests
- were given. For the solution, all the test exercises required “symbolic”
behaviour. Hence, it may be assumed that what had been discovered ‘was
a more general ability in performing this kind of operation.

3. The third stage in the development of the concept of intethigence |
. is represented by criterion-referenced definitions. Attempts are made th reby
to render the underlying social values explicit. Obviously, in terms of value
priorities, there is considerable difference between dealing with verbal
symbols, like words, sentences and reading passages on the one hand, and
material, tangible objects on the other. ‘ :

1
I

S " 2. 'INTELLIGENCE AS THE ABILITY o
TO CARRY OUT ABSTRACT OPERATIONS WITH VERBAL SYMBOL

v The most significant objection that can be raised against the definitions

quoted above is that they are all beset with value judgments, the signifi-

cance of which is seldom made explicit. What, for instance, is meant by

“thinking rationally” or by “acting adequately”? What is meant by

“good response . in Thorndike’s definition according to which intelligence

is “the ability to give good responses from the point of view. of truth™? -
el
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" The critical element in all these definitions is, of course, what o'perati'onally

should be meant by “good ™, “effective”, “rational ”, “adequate”, etc.
Is it possible to formulate definitions that would bring out the general

‘validify of these terms? Evidcnlly, this cannot be done. A certain be-

haviour or a given action can be “rational ”, “effective”, or. “ adequate ”
from one point of view and |n ‘one cvaluatnvc conlcxt but bc lcss ratnonal,
or effective in anothet.

Behavioural scientists .began to rcallzc rather late" lhat “intelligence ”
cannot be defined independently of criteria reflecting social value priorities.
In other words, when one wishes to assess the intelligence of an individual,
one cannot avoid making observations or measurements against ihe back-
ground of a given socio-cultural pattern. It is the- ‘system of values, norms,
and rules dclcrmmmg human relations that above all characterizes such a

" . pattern. -

Different socno-cullural settings. vary ‘in the dcmands thcy make on
intelligence or, to express this more accurately, they require not only
different: amounts but, particularly different kinds of intelligence. Conse-
quently, each social context demands and trains Jusl the variety of intelli-
gence that is needed for that partncular setting. Among people at the *food:
gathering” stage, for example, it is necessary to find and dig up roots or
trap animals in order to-survive.- The man who possesses the greatest
manual dexterity and ingenuity to make and use ‘the tools necessary for
this achieves the grcatcst measure of success in I% social group. It is the'

ability to use one’s hands efficiently more than the ability to think abstract-

ly that brings such social success.

“In the modern technnological and complex society, it is the ability to
operatc with verbal and numerical symbols (letters, words, combinations of
words, figures and combinations of figures) that occupies the highest posi--
tion on the préstige scale, and consequently is the criterign for mlcllngcnce _
In fact, a survey of all the most widely-used intelligence tests and the major
studies_carried out with them reveals quite clearly that k&cnr more or less
|mpl|c|t aim is to measure the ability to deal with symbols\- and it .is this

- that is ‘referred to as *“scholastic ability”. Since ad'\pla jon to modern .

civilization depends to an increasing extent on such akluty, ‘dnd as ‘modern |
technology is ‘the outcome of §uch “ symbolic™ behaviour,\it should be’
possible, without incurring serious objecnons, te define intelligence as the
ability to operate symbols, not only .in school but in working\life and in
a technological society at large. Typically. enough, the most Wi
intelligence tests have been validated against scholastic criteria

teacher ratings, grades and similar measures of attainment. The -

" . to as an *“ intclligence test”. It carries the label “Scholastic A titude

Test”

investigations are stnll bcmg carried out (cf., Jcnscn
of such conventional intelligence tests to mcasurc differ--
ences in “intelligence ” and/or “educability * between various racial, social ]

ccupational groups. 308 ]
oro cup 1 group @ o

1
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Lundberg (1939, p. 453) was the first to point out the vicious circle in
the logic employed to prove that a test does in fact.measure intelligence.
Presumably, a test that is properly constructed should be able to differ-
entiate between more or less mtclllgem individuals. By. “ more intelligent.”
individuals we mean those who, in our cultural or social pattern and with
the criteria employed there, are able to get along more efficiently. The
criteria of intelligence employed are based on certain socially-determined
standards:. of judgment, such as success at school, in business, in- politics,
and 56 on. '

If we define intelligence as the ability manifest in “symbolic” and

- particularly verbal behaviour, we must remember that.the differences found-

to exist between, say, various occupauonal groups may be due to.a largc
extent to differences in verbal expcncnce and trammg that are implicit in -
the various forms of vocational training and in the vocations themselves.
‘Every setting and every occupation demands a special ability and tends to
promote ‘the necessary kind of training. The scientist elaborates abstract

~ theories; the wrestler acquires perfect muscular coordination; the instru-
.ment-maker attains -a special manual dexterlty It will be readily understood

that tests that are validated against ‘criteria pertaining to one ,of -these
occupations will generally, on this account, give hlghcr results for people
who are familiar with the occupation selected. But since in modern techno-
logical society those who can employ verbal symbols most effectively are
generally the most “successful ”, and since the increased ability to deal

with verbal media iniplies an even greater ability to master our environment

* in both its animate and inanimate aspects, the ability to operate with sym-

bols is, as a.rule, more or less tacitly assumed to constitute intelligence. -
- Occupanons that require a high degree of verbal skills are accorded the
most presuge as a rule, they are better paid and, what is more important,’
they require certain verbal trammg and skills. over and above the basic
education that is available to all in the primary schools. In these circum-
stances, it is not surprising that representatives of manual trades score.
lower, on the average, than do- representatives oi the intellectual occupa-
tions. Neither should we be astonished that those who, on average, had
better school reports. “get on better” than those who had worse ones.

Attempts have been made to derive certain formal characteristics from
abstract intellectual’ operauons Intelligence has been defined as the abifity
to combine things in order to form new *constructions”; or the ability
consciously to use our mental apparatus .in. order to adapt oursclvcs cffcc-
tively to new conditions {Stern, 1935, p. 424; Spearman, 1927, et
seq.). Spearman considered that what was most essential for gcncr mtcl-
ligence (the g factor) was the ability fo think in térms of relations and’
correlations. If we consider both the receptive and creative aspect of such
operations, we could say that abstract intelligence, displayed usually through
verbal media, is the ability. to acqulre complex information, to rccogmzc
and establish rclatlons between its components and to communicate the
outcomes.

As observed already, most ‘so-called mtclllgcnce tests are validated
against scholastic criteria, such as teacher ratings and grades. Thus, it is
typical that most scholastic tests primarily measure verbal and/or numerical
ability. This is the case for instance, with the widely-used Scholastic Apu—

tude Test (SAT) developed by the Educational Tcs(mg Service and gwcn

to -t} ~ majority of applicants for college entrance in the United States..

b
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There are njany.indications that scholastic ability, irrespective of how it is
assessed, haj increasingly become the prime factor in social promotion and
success. In the’ introduction to the section on “School Environment” in

" Equality of Educational Opportunity, Coleman (1966) starts out with the

following statement:
In the first century of this Nauon s hlstory, opportunity was associ-
ated with the frontier; the pioneer was the symbol of success. For
much of the second .century opportunity has beén associated with
_expanding industrial entcrpme, the self-made man has been the symbol
‘of success. Today, opportunity must be found in a highly organized
tcchnologlcal socncty, the scientist is the Symbol of success (op.
cit., P. 36). ' ' : ‘
Thc “meritocratic”_ prospect implied in this statement has been elab-

orated by.Daniel Bell (1973) in his book T%e Coming of Post-industrial

Society. He envisages for this society a “new centrality of theoretical

knowledge, the primacy of theory over empiricism, and the codification

of knowledge into abstract systems of symbols that can be translated into
many different and varied circumstances” (op. cit., p. 343).

The more important formal education becomes to the individual in
gwtting - promoted in the job world ‘and in being receptive of proper job
tiaining and rctrammg, the more important become the cognitive skills for

-getting .#head in life. Thus, educated intelligence tends to become the

* democratic substitute for inherited wealth and privileges of birth.

- 3. CRITICISM OF THE OVEREM.PHASIS
ON SCHOLASTIC (VERBAL) INTELLIGENCE

It is justifiable to conceive of “talent” or “intelligence ™ mainly as
academic talent — that is, the ability to move ahead in the formal educa-
tional system? John L. Holland, former Director of Research for the
National Merit Scholarship Corporation, has challenged the use of the
cqnccpts of “talent” and “loss of talent”. In ‘an article describing a

“plan for practical action and research ”, Holland and Astin (1962) draw ~
attention to some of the “fallacies and limitations™ of the current defini-
tions of the two concepts. ‘ o
~ 'The major objection raised is that “talent” is defined in terms of
school grades (marks) or aptitude test scores. Such definitions are far oo

narrow and to a large extent out of context. The authors proppse a

criterion-oriented approach which defines talent'-in -terms of “ socially
relevant performance”. “ Talented performance, the criterion, consists in
achievement or action which is judged to be of intrinsic value to the self
and to society. Such a designation of talented performance, of course,
requires value judgments regarding what kinds of human pcrformancc are
more important to society than others. ” (op. cit., p. 78).

o Apart from their lack of criterion-reference, the convcnuonal scholastic
aptitude tesls are criticized as measures of talent because they limit them-
selves'to oxe type of talent and leave out non-intellectual, 'including moti-
vational, factors. Talented performance is said to be one that is of value to
the self and to society. However, what is valued by the self may. be quite
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different from what is parucularly valued by socncty; The mqor pom(
in Charles Reich’s (1970) analysis of the changmg value priorities among
American youth is that * Consciousness II” is concerned with conformity -
to the values of thc big .organizations, of the established society, whereas

_ “Consciousness III” has its focus on values conducive to sclf-rcahzatlon,

-for instance the pursuit of interests in art and music. It is self-evident

that in our prcscnt society, with its emphasis on * Consciousness [F” -
values, the academic achievements in terms of school grades, examinations
and degrees play an increasingly dominant role within the meritocratic
pattern. Thus, it is not easy to make a strong case ‘or a minimization of
academic performanoes whcn dcflmng “talent” as “socially rclcvant per-

formance *

©

thrc?s academic ability is consistently the best predictor of acadcmlc
success at subsequent levels in an educational system, doubts have been
raised as to the relationship between academic ability and other socially
usefui’ talents. It is questioned why the educational system should iimit
itself to seek out, develop, judge and reward jusi academic ability, parti-
cularly in groups already rather select in terms of scholastic achievement.
Holland and Nichols (1964), who studied cognitive and affective predictors,

~of various types of extracurricular achievements among American college

students, found that successful pursuits .of aesthetic and social activities
were poorly predicted by instruments that generally constitute scholastic
aptitude’ test batteries.

Holland has made a case for a wider conception of talent. He and his
co-workers have devised a series of instruments, both cognitive and affect-
ive, for prcdlctmg academic and extracurricular performances among stu-
dents of superior scholastic aptitude. The students were among the National
Merit Scholarshlp finalists and therefore consisted of an extremely select -
and awdcmlcally homogeneous group — a fact that should be taken into -
cons1dcrauon in interpreting his findings. Because of the great homogeneity -

- in scholastic. aptitude, one could expect non-intellectual variables to be

much more predictive than in a representative group. This turned out to be
the case. Corrclauons were computed between all the predictors established
in the senior \hngh-school year and seven criteria of academic and extra-
curricular accomplishments. Non-intellectual predictors tended to predict
college extracurricular accomplishments in fields such as art,.music, writing

~‘and leadership just as well as grades in high school predicted academic

performance in college. Holland and Nichols themselves point out that the
group they siudied is” far from being representative and that the findings
therefore.cannot be generalized to representative groups of college students.
(op. city p. 63).

To the extggt that the criticism of the concept of “talent” is valid,
the concept of “loss of-talent”, frequently, used during the 1950c and
carly 60s, has its shortcomings. Helland and /Astin (1962) rightly emphasize
that the fact that a high-school~ senior with hlgh grades or aptitude’ scores ~
is not. gomg ‘to college does not neccs;;anly mean that his talent or talents

are “lost”. He might have another type of talent that is more developed

and mote culuvatcd by- a higher level of interest and motivation than his
academic potential. Furthermore, the usual conoepuon of “loss of talent”

takes for granted that the only soc:a]ly useful talent is the one that helps
one to go ahead in higher education. They therefore propose that loss. of
talent be dcfmcd as “the non-utilization of those personal capacities which

'5‘6"‘) o




are necessary for the occurénce of socially significant performance ” (op.
cit., p- 79). g ; ‘

Again, it should be emphasized that in the modern technological
society, in both socialist and capitalist systems, the ability to reach high
levels of attainment in the formal educational system increasingly tends to’
become a prerequisite for a successful adult career according to “Con-
sciousness I1” values. Those who are able to make socially-recognized
careers in fields such as art and athletics are rare exceptions. Even in the
Soviet Union, a young person who scts out to become an engineer by
getting into a good institute of technology has a much greater likehood of
success than the one who wants to become a professional ballet dancer
(Yanowitch and Dodge, 1969; Rutkewitch, 1969).

4. THFE STRUCTURE OF ABILITIES

Psychological folklore distinguishes two major types of ability: practical-
“vocational and academic-theoretical. The former-type is believed to suit
manual occupations (tangible and down to-earth), whercas the latter type
gets along more ecasily with the printed and written word and feels at
home in the thin air of abstractions. The two types of ability have, further-
more, been traditionally conceived to stand in a compensatory relationship
to each other. The person with an academic bent is thought-to be clumsy '
and out of place in the world of concrete realities, while the opposite is
the case among those with a practical bent. In the old Latin school many
teachers advised students who were not very successful to return to the
plough, behind which their future was predicted to become more successful
than behind a desk. ' : ’

Modern differential-psychological research has not been able to estab- .
lish a compensatory relationship between so-called pPactical and so-calied
academic or scholastic ability (see e.g., Vernon, 1950; Elmgren, 1952). On
the contrary, they are positively correlated, admittedly at a modest level. -
An individual who performs well academically (i.e., is successful in handling
words, figures and abstractions) alse tends to perform well in practical,.
concrete tasks. In our modern, complex technological society with its
‘increasing demands on educated ability and the progressive “ academization ”
of what formerly~ were unskilled occupations, we can note a tendency
towards an even closerrelationship between the two types of ability. This
is also reflected in the programme and curricuia of rne secondary schools.

The. previously .rather marked’ ism between vocational and academic
tracks i3 now yielding to a merged com ensive programme. The develop-
“ment in Sweden can be cited as an itlustration~For a long time admission
to the gymnasium (the university preparing 3-yeai~stage) required an aca-
demic curriculum during the-last three grades of the 9-year comprehensive.
school. At any rate, the student was required to complete the academic

. ‘track in grade 9 in order to qualify for gymnasium entrance. In order to

- _qualify for university entrance the student then had to complete the gymna-
sium. Those who had completed the two-year continuation school or voca-
tional courses of varying lengths wcre as a rule not eligible for university
entrance. This has now chianged, so tl}z_i_t,gach of the four programmes in
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grade 9 qualifies for the new gymnasium, which is‘a merger of the old
academic gymnasium, the continuation school, and the vocational schools.

The new gymnasium in its turn qualifies for entrance to most post- .

secondary educational institutions — in principle at any rate, for the pros-
pect depends in some programmes or professional graduate schools upon the
ratio of applicants to.the places available. . '

The term “ability” as used here refers mainly to scholastic ability.
This is by no means an expression of arbitrary preference, for we are here
dealing with ability, in its relationship to- the educational system and the
cxtent to which the achievement of equality of educational opportunity in
that system turns upon differences in abilities brought about by socio-
economic background. :

5. THE HE’REDITY-EN\’IRONMENT‘CONTROVERSY

" Two hundred years ago, the French philosopher Helvétius in his famous

_ treatise On the Mind put forward the fundamental proposition, later ré-

flected in” the American Declaration of Independence, that “all men are’
created equal ”. This opened up a wide field for social ‘and, even more so, '
‘educational reformers. “L’éducation peut tout ” was the principle epitomized

in, for instance, Rousseau’s Emile — cu de I'Education written at about the

same time. - , - .

But the view that mental differences are largely or entirely inherited
is also time-honoured and was later substantiated by empirical research.
Sir Francis Galton was the first to suggest the use of standardized tests
in measuring mental abilities. He was also the first to carry out studies of

‘twins, without recognizing, however, that there were two categories of twin’

pairs, monozygotic (arising from the same fertilized ovum) and dizygotic
(arising from two simultaneously fertilized ova).
The next “wave” of.environmentalism came from behaviouristic

. psychology, primarily from John Watson, who in provocative statements

aired a boundless optimism about what education could do. Another source
of environmentalism was modern social psychology. It was no coincidence
that these: conceptions of the nature-nurture problem sprcad so easily in the
United States, for they fitted the melting-pot ideology that had so strong an

irfluence upon_ rhetoric in education is that country. Whether and to what

~ oxtent it really influenced actual educational practices is another question.

ERIC

The. nature-nurture controversy is not one of the. major issues to be -

dealt with here; but “nature”, i.c., heredity as determined by genetic
equipment, “is conceived of as setting strict limits to educational treatment.

The” more genetically determined a trait (intclligence, for instance) may '

be,. the less the likelihood that a given educational treatment will succeed
upon it. This prompts us to examine some principal aspects of the prob-
lem. A focal point in the presentation that follows is the concept of “herit-
ability” and the empirical basis for the quantitative estimations that have
played such a prominent role in the debate on intellectual group differ-
ences. : . .
As mentioned earlier, .the intense emotional involvement. evoked
by the debate on the relative “influence” of heredity versus environment
‘ w
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in deterr:ining human abilities stems from- the far=reaching political impli-
cations of .the problem. e v : ’
The seemingly so aeademic nature-nurture controversy, which in recent

“years in the .United States has erupted into an acidulous public debate with

an immense polemic literature, might superficially appear to focus on
differences in opirfiion about how certain group differences, especially race
differences, should be interpreted. To be very specific: is the average “differ-
ence of 15 IQ points between White and Black school children' or, between
upper and, lower class children, irrespective. of race, mainly due t¢ genetic
or environmental factors? A tremendous amount of evidence casting light

‘on this problem has been collected over the last two decades. Nobody

- 'who has tried to penetrate the smokescreens of the debate and get down

‘to the facts denies that race or social class differences in the conventional

"1Q tests- are fo some extent conditioned by genetic differences. On balance,

it cannot be claimed that the major position is genetically conditioned.
Jencks (1972} and his associates have reviewed thc relevant literature and
taken advantage of the data that lend themselves to fruitful re-analyses.
They end up with an _estimate of some 45 per cent of the measured inter-
individual differences (op. cit., p. 71). This estimation is. derived from
attempts to determine heretability that are based on what the authots-them-
selves regard- as a “ major theoretical limitation™ (op. cif., p. 286), namely
that genetic and environmental factors operate in an additive way ~ an

. assumption that has been doubted by both psychologists and geneticists
- (see, c.g., Husén, 1963; Moran, 1973). But even with an heritability
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index of 80 (i.c., with an estimate that 80 per cent of the individual differ-

‘ences in IQ are accounted for by genetic factots) a substaniiai margin for

environmental influences remains (Bereiter, 1970).

Thc intense emotional involvement in the problem of the relative “in-
fluence ” of genetic and environmental factors on IQ stems, as we have
already remarked, from the far-reaching educational, social and — not least —

political implications of the problem. This has been made explicit by sev-

eral radical critics of the “IQ ideology . The traditional liberal conception
that, in a society rewarding merit, social classes sort themselves out on the
basis of innate capacity has been challenged by critics like Bowles and
Gintis, Jencks and his associates, and Edmonds and Moore (1973). The last
two .authors: go so far as to characterize intelligence testing as “a political
expression of these groups in socicty who most successfully establish be-
haviour they value as a measure of intelligence ” (op. cit., p. 12). Thus, in
a way, intelligence testing can be tegarded as an instrument of political
oppression. Those ‘who believe that IQ is a major determinant of sociai
success, and mainly innate, also tend to believe that those who fail or are
poor have arrived at their poor conditions because of their inferior, genes.
~ Thus, what on the surface seems to be an academic issue, relates in
fact ‘to the struggle between two ideologies: one that wants to preserve
the existing social and economic order (including education) and another
that wants to bring about change. ‘ : '
The father of behaviourism, John Watson, once made this proposal:
“Give me half-asdozen healthy infants and my own world to bring them

up in, and I will guarantee to train any or all of them to become what- :

ever you select — doctor, lawyer, artist, engineer, tinker,. tailor, beggar-
man, . thief”. Sir Cyril Burt, who

.

s
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Helvétius in modern dress. This is in an article in which he deals with
the problem of mental differences between children in “ Black Paper Two —
The Crisis in Education ” (Cox and Dyson, 1970) to- which we. have already
had cause to refer. This*;brbthﬁre"icv"erely'criticizcs recent changes in .
English education and accuses the school reforms, particularly the intro-

- duction ' of comprehensive education, of having' brought about a “ marked

‘decline in standards”. The main reason given for this is that the egalitar-

ians have not realized that their principles have “grave limitations when
applied in the classroom ”. Since about 80 per cent of differences in general
intelligence are allegedly dependent upon heredity, and since a high level
of innate ability is required to pass certain qualifying examinations, it can

-be concluded that social class differences (as well as regional differences)

in participation in “higher education mainly deped upon group differences
inherited from one generation to the next. Burt-esiimates that the propor-

tion of children with a professional or white-collar class background who

_have the innate capacity to take a university degree is about five times as

high as among those whose parents are manual workers. His conclusion
is: “Class differences thus become inevitable in any civilized society ” (op.
cit., p. 20). - o

Even if one goes along with’ Burt, however, the existing differences in
participation, which in many countries are far greater than he assumes,
still leave much room for an equalization policy. Until recently, participa-
tion rates in higher education in many OECD countries have been more
than 25 times higher among young people with-a professional or executive
background than among those from working-class homes. '

It should be noted that the belief that individual differences are mainly
inherited is closely related to the Belief that social class and race differ-
ences are inherited. In Educability and Group Differences Jensen (1973)
emphasizes that it is not justifiable to generalize from within group to
between group . heritability. However, he is convinced that the evidence
derived from within group heritability studies imposes “ severe restraints on
some of .the most popular environmental theories of existing racial and
social class differences in educational performance ” (op. cit., p. 1). Consid-
ering ths circumstantial evidence, a genetic explanation can. therefore, bs.
advanced for the disparities that actually exist. ' ‘

The egalitarians who want to remove or reduce disparities advance the .
notion that intellectual ' differences are, to a large extent, outcomes of
ditferences in conditions of upbringing, culture, etc., and that education
could be instrumental in reducing them. Attempts to play down :the role
«f heredity are therefore consistent with the belief that social change could
contribute to greater equality, both in educational participation and in social
conditions generally. It is unnecessary here to deal comprehensively with
the entire environment-vs.-heredity controversy, but it is relevant to examine
a few of its principal aspects to put the problem in proper perspective.

The starting point for all attempts to estimate the “ proportions” of
the hereditary and environmental determinants lies with individual differences.
We find by means of tests or other procedures of assessment that most of
the personality traits under consideration show a large variability. What, at

" best, we can achieve is to find out the proportions of the observed variance
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(not of the absolute score.on a test) within a particular ‘population brought
up. in a particular socia-cultural setting, accounted for by hereditary and
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environmental factors respectively. If we succeed in quantifying the two
types of influences, the generalizations are, of course, Ixmued to the popula-
tion from which the sample cases are draun

This means, then, that the nature-nurture problem has to'do with the

" relative importance of genetic factors, as compared with upbringing, educa-

tion, and other influences, in causing variability in certain traits such .as
intelligence or scholastic -ability, Thus, about the best we can do is to de- -
termine to what extent the rank order in a given trait between the individ-
uals drawn from a certain population (i.e., their relative positions) has been

“determined by the two sources of influence. This does. not say anything Qt

“all about. how the absolute status of the individual, let alone the group, 1
dctermmcd influenced or affected by the envnronmental or heredlhry
factors. )

Psychological research on twins, parucularly for the opportunity it
offzrs to compare monozygotic twins brought up together and apart, has

,come to be regarded by some as the principal key to- the problem of

“ separating” hereditary from ‘environmental influences on the variance of,
for instance, intelligence. In fact, both Burt and Jensen have drawn almost
entirely upon such studies when arriving at the conclusion that 80 per cent
of the variance in measured intelligence is accounted for by lnnate factors
(Burt, 1966; Jensen, 1969, 1972 and 1973).

The other main strategy employed in arriving at estimates of the relative
influence of genetic factors on intellectual variation is comparison of biolo-
gical parents with their children reared in adoptive homes, and of adoptive
parents with their. adopted children.

N

6. HERITABILITY =

The concept of « heritability ” has playcd a pivotal role in the debate
that followed Jensen’s 1969 article in the Harvard Educational Review on
whether or not one can “boost” IQ. Jensen reviewed the empirical evi-
dence, among which he attached particular weight to the analyses conducted -
by Cyril Burt (ep. cit., p. 33 et seq.). Statistically, heritabdlity is the squared
correlation between the genotype and the phenotype; that is, as a statis-
tical index it tells us how much of the variance of observed differences in a
parucular trait is “explained” by genetic differences. The first attempt to
arrive at such an index was made by Newman, Freeman and. Holzinzer
(1937) in their classical study of identical twins partners brought up apart.
Other sources of empirical evidence that have been used for arriving at

. estimates of heritabiiity are comparisons between intra-pair differences among -
- identical and fraternal twins brought up together, between genetically related

and unrelated children brought up together, and between genetically related
children brought up with their biological parents and in foster homes.

Those who lean toward a hereditarian view regard the index of 80

almost as a magical figure. The first one to arrive at the estimate that - °

80 per cent of IQ differences were genetically conditioned was Cyril Burt-
(1958) and his analyses are extensively referred to by Jensen. Eysenck
(1973), Herrnstein (1973) and other;?}j\'e also accepted 80 per cent as
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being a more or' less definitive “outcome of heritability estimations. Jencks
and his associates (1972), in the extensive re-analyses of data from previous
studies “to which we have already referred, arrived at rather eonflicting
results. They found that investigations of twins, and studies where ‘com-
parisons had been made between unrelated children reared together and
siblings reared together, both tended to yield higher indices of heritability
in 'England than in the United States. They suspect that this is an effect of: .
greater“énvironmental similarity in England than in the United States — an
explanation for which there does not -seem to be any support (cf. e.g.,
Comber and Keeves, 1973). The twin studies cited from England, other
than the one by Shields (1962), were all conducted by Burt. o :
Jencks and his associates, after having re-analyzed the main investiga-
-tions, arrived at a heritability estimate of 45 per cent. “This estimaté could -
casily be off by 10 per cent either way, and it might be off by as much
- as 20 per cent either. way” (op. cit., p. 71). Thus, the “sacred ” figure of
80 per cent heritability of IQ is by no means consistently supported by °
the empirical research so far reported. - - -
But taking all the methodological snags and the lack of representativity
into account, there is evidence to support the: conclusion that in our society
. genetic conditions account for about half the observed variation in cogni-
tive competence. The qualification in italics is important because estimates
of heritability are derived from observations made in a' particular population
.and are a particular reflection of a socio-historical fact. In a population
with close to zero variability in environmental conditions, heritability will
be close to 100 per cent, whereas in a society with extreme social inequality
and ascriptive allocation on the basis of social origin it can be expected
"to come close to zero. Thus, one cannot generalize from one population
-to, another, as Jensen himself pointed out when applying heritability esti-
mates derived from White populations to Black populations. )
Furthermore, in terms of its application to’ specific individuals one
great limitation of the heritability index is that it expresses an average.”
Strictly speaking it is tied to the specific populations from which it is
derived and tells us nothing about the heritability within certain sub-
populations or in, particular individuals. . - ’
. Parents with favourable genes tend to “provide a somewhat more
favourable milicu for their children, regardless of whether they happen to
. have inherited above-average genes or not. But jparents with above-average
 genes tend to have children with ahove-average genes. Thus, genetically
“advantaged parents provide their children with the double advantage of
having both favourable genes and a favourable milicu. Statistically this
means that the genetic equipment tends to co-vary with the milieu. *Those
who have considered interaction effects have in most cases put then down
to heredity. Jencks (1972) and his associates point out that, if because of -
- -some strange prejudice red-heads were banned from good education, one
would after some gencrations find a correlation between red hair and
scholastic - attainment” that- is entirely spurious. But that is what often
happens is ascribing certain attributes to heritability (Jencks, 1972, p. 66-7). -
“ Most of the models used (and this is made explicit by Jencks and his
associates) assume that the relationship between phenotype and environment
is additive. This is rightly characterized as a major theoretical limitation ”
(op. cit., p. 266). Moran (1973) points out that the concept of héritability is
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¢ highly useful in animal breeding ” where however, the assumption that
. genetic and environmental affects are addtttve is valid. But this method of
. estimating heritability cannot be used for human characteristics, in which

case the genetic and environmental components tend to co-vary. He speci-
~fically states that it is not applicable for heritability estimations with regard

to human intelligence.

The lack of understanding ‘of what heritability really means has contri-
buted to a confusion of interpretations. Evén if we assume that there is
practically no interaction between IQ and environment and that heritability -
1s in. fact 80 per. cent there is still a sizable margin for environmental

“influ¢nces ”. Bereiter (1970) has attempted to determine the size of this
margin by regarding the observed scores on an IQ test as the sum of - .
scores of genetic and environmental factors having distributions with stan-- -
dard deviations of 14 and 7 IQ points respectively. ‘Substantial differences-
in IQ can be accounted for by environmental factors. Thus, the finding
arrived at by Skeels (1939), that on average an increase of 30 IQ points
occurred when orphanage children were moved to individualized care, are

_ in agreement with a heritability index of 80. o

Again, ignoring ‘the interaction' between genetic and environmental
factors and assuming that heritability is 80 per cent, Bereiter (1970) applied
his' model of calculating the separate effects to “ Utopian :environmental
conditions ”. If by means of massive social welfare programmes and other
policy actions aimed at improving conditions the average environmental
standard were raised by two standard deviations and the standard deviation
of these conditions were reduced to about a half, the average. increase of
1Q would amount to 14 points. The spread, however, would be practically
the same, the standard deviation being reduced by one ‘point only. Thus, a
massive redistribution of environmental resources is not likely to change
the rank order between individuals. The impact of environmental improve-
ments affecting all the individuals, and because of redistribution measures
the disadvantaged ones in particular, does not seem to affect individual
differences in IQ substantially. It should be emphasized, however, that this
is under the assumptions that heritability is 80 per cent and that genetic
and environmental factors do not co-vary.

7. CRITICISM OF THE DATA BASE
FOR HERITABILITY ESTIMATIONS

In the critical analysis just made of the- concept of * heritability we
have shown that attempts so far to estimate the amount of variance in the
phenotype accounted for by the genotype have been bascd on the-assump-
tion of an additive relationship between environmental and genetic factors;
and that certain “ irrational ”, cumulative, relationships between genetic and
environmental . factors can occur — as. demonstrated by the example of. e
the red-haired children.

After having reviewed the literature arising from the debate on the
heredity-environment issue one is inclined to endorse a statement made by .
Thomas Sowell (1973) in commenting in Change magazine on the famous
Harvard Education Review debate in ‘1269 It is indeed to the point when
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he says that “the whole area of heredity, environment and testing is an -

almost bottomless pit -of complexities™ (op. cit., p. 127).

The estimation made by Burt on the basis mainly of studies of mono-
zygotic twins reared apart in England that heritability as indexed by the
ratio between genotypic variance and phenotypic variance is about 80 per

‘cent has been taken for granted without scrutiny of the data base or — in

many cases — the methodology. Jencks and his associates (1972) reviewed four
American, four English and two Swedish studies in' which identical and
fraternal twins had been compared with respect to intra-pair similarities.

They found considerable differences between countries. Thus, the American-

studies yiclded lower. heritabilities than the English studies. They also
examined the Newman-Freeman-Holzinger (1937) investigation in the United

- States, the Burt (1943 and 1966) and the Shields (1962) investigations in

England, and the Ju¢l-Nielsen (1965) study in Denmark. Burt arrives at a

higher estimate of heritability than any of the others. After having reviewed

the existing literature on twin studies, Jencks and his associates conclude, as
we have seen above, that the heritability in IQ as determined by Stanford-

Binet is around 45 per cent in the United States. On the whole, they esti-

mate that ariother 20 per cent is due to the coriclation between genetic
and environmenial influences, while 35 per cent is purely environmental.

Thus, the heriiability index. which has played such a prominent role
in_the recent heredity-environment debate is at best, as Cronbach puts it,
a '“socio-historic fact”™: it expresses the average ratio between genetic
variance and genotypic variance in a particular population, in a particular
situation, measured by a particular test, purportedly valid for a particular
personality trait. In most cases this has been IQ as assessed by tests
devised. to measure and predict scholastic success. The possibility of gene-
ralizing from heritability estimations is, to say the least, limited. They have

been derived mainly from twin studies many of which — and certainly the

one by Burt which usually is referred to when heritability is said to be
about — are not based.on rendomly selected pairs. :

But strangely enough the data themselves, particularly from studies of
separately reared monozygotic .pairs, were not subjected to thorough scru-

tiny with particular reference to the validity of certain of the assumptions

upon which the heritability estimations were based. This has recently been
done by Kamin (1974) who examined the four major studies in which intra-

“pair similarities of separately reared identical twins were assessed and in

some cases compared with intra-pair similarities for identical twins reared
‘together as> well as with fraternal twins reared together. His collated find-

ings are presented in Table 3.1:

Table 3.1 INTRA-PAIR CORRELATIONS IN INTELLIGENCE
FOR MONOZYGOTIC TWIN PAIRS REARED IN SEPARATE MILIEUX

Corre-  Number

Investigator Test used lation of pairs
Burt (1943, 1966) Some individual intelligence test 086 + 53
Shields (1962) Dominoes + Mill Hill, Voc. Test 0.77 37
Newman et al. (1937) Standford-Binet : ‘ 0.67 19

Juel-Nielsen (1965) ‘Wechsler ' 0.62 12

. Source: Kamin (1974).
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Burt’s lack of precise information about the procedural details of his
data collection is disturbing, and Kamin arrives at the harsh conclusion
that the numbers -he has arrived at are “simply not worthy of scientific

attention”™ (op. cit., p. 11), Shields, who has provided quite a lot of detail . -

about the circumstarices under which his data were collected, informs the

-reader in .an appendix that in 27 cases (i.c., in the majority) the. two

“ separated” monozygotic twins had been brought up in related branches

of the parents’ family. The intra-pair correlation for these 27 cases was

(.83 as compared to 0.51 the remaining 13 cases. The main snag with the

Newman et gl. (1937) study is that the test scores are correlated with age,

something that confounds the observed intra-pair correlations. _ _
There are yet other circumstances that put limits on generalizing from

_twin studies to the population of single-borns. Pre-natal conditions, for

. quency of mental retardation among twins than among single-bornis. One .

example, are difficult, if not impossible, to control. For representative

groups of twins, both among school children and adults, it has consistently --

been found (Husén, 1959, 1960, 1963) that twins score about 0.25 standard
deviations below the mean of single-borns on all kinds of cognitive tests,
be they “pure” intelligence tests or achievement tests. This applies to
both identical and fraternal twins. There is also a somewhat higher fre-

reasonable hypothesis that could be advanced as an explanation for this
is the difference in pre-natal conditions, where twins have to “compete”
for supplies from their mother. ‘ o :

Identical pairs are not treated in the same way as fraternal pairs by
parenis, siblings, teachers, and schoolmates. There is.a strong tendency
(Husén, 1959) with identical twin pairs for the two individuals to -be
mistaken for each other, even by parents and teachers. This means, then,

"that-the identical partners tend to be treated much more alike by parents
. and teachers than are the partners in fraternal pairs. It has been shown

beyond any doubt that identical pairs are .not only treated more alik¢ but

usually dress more alike and want to do the same things, whereas among

fraternal pairs there is about the same tendency as among siblings in gener-

al not to be dressed alike and not to do the same things. Hence, there is

a clear interaction between zygosity (i.c., heredity) and environment which

“over time and in certain respects tends to make identical twin pairs more

-alike, for instance in . school attainments, wlereas the fraternal pairs are

likely to become more differentiated with increasing age. The, effect of
such differential - treatment is an increased difference between - intra-class
correlations for the respective twin categories {(as can. be seen from the
formulac proposed) and this tends to overestimate heritability (Husén,
1963). - ' : »
What environment can “achieve” is asscssed by comparing identical

twin pairs reared together and apart. The size of the intra-class corre-
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lations evidently depends on the degree of difference between the environ-
ments in which the partners in identical pairs adopted in separate homes
have been reafed. The question then arises as to  what extent the differences
between the homes in which the partners arc reared average the same as
the differences between any pairs of homes compared at random. To what
extent has selective placement occurred when the twin partners are adopted
in different homes? Jensen (1969, p. 51 et seq.) seems to have assumed
that the environments-of identical twins reared apart in adoptive homes
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were uncorrelated,  and so did Burt (1970). But, as has been shown by
© Kamin (1974) this is not always the case. o I .

Heritability estimatio, : derived from twin studies should, of course, be
based on representative sai..ples in order to allow generalizations in the first
placer to twins in general and, under certain assumptions, to single-borns.
Jensen’s calculations of heritability were based primarily on investigations by

* Burt (1958, 1966)*and on figures from a survey of 14 studies of identical
~and Il studies of fraternal pairs  collated by Erlenmeyer-Kimling and
Jarvik (1963). If three large, representative twin samples are included and
the correlations are weighted according to sample size, a lower median value
- for the identical and a higher one for the fraternal is obtained. This means
that the heritability. estimate obtained by Jensen (1969 is reduced from
0.80 to somewhere between 0.40 and 0.60 (Schacht-Breland, 1971). ,
“The other main source of information drawn upon ‘in. attempts to
estimate the heritability of IQ is that provided by studies of adopted chil-
dren. In his article in the Harvard Educational Review Jensen makes refer-
ence to studies comparing correlations between biologically related siblings
who have been brought up together and apart respectively, and between
biologically unrelated children brought up . together and apart. Jensen
(1972, p. 124-5) gives median correlations for biological siblings reared
together of about 0.50 as compared with about 0.45 for those reared apart.
The .corresponding correlations for children who are biologically unrelated
are 0.25 and 0.00 respectively. These figures hint at the underlying “ datum”
from which the operation of hereditary influences has been inferred, namely
that related siblings reared apart arg correlated. Furthermore, ‘studies that
have focused on comparisons between adopted children and their adoptive
‘parents, and between biological parents. and their children, consistently -
show that the correlation is higher in the second case:

Jencks ‘and his associates (1972) have reviewed' the relevant studies of
adopted children in their attempt to estimate the heritability of IQ scores.
They point out that such studies are “ usually rather messy ”, simply
because of selective placement policies of adoption agencies. Legitimate
middle class children are rarely placed for adoption; waorking class families
with - adopted children are not representative, ete. (op. cit., p. .79-80).
Kamin (1974), in his serutiny of four major American studies of adopted
children reaches the conclusion that “foster familics are a very highl-—
selected group and evidently provide a very special kind of family environ-
ment™ (op. ¢t p.l6). After having looked at the classical studies by
Frebman er af. (1928). Burks (1928), Leaky (1935) and Skodak and Skeels
(1949). he points out. like Jensen. that adoptive parents correlate lower
with' their adopted children than do control parents with their own children.
But a -collation of the studics cited shows that the correlation between
adoptive parents and their own children does not significantly differ from
that between the adoptive parents and their adopted children. Thus, the
somewhat uncxpected but rather logical conclusion is that within adoptive
homes it does not scem to make any difference whether the child is adopt-
ed or biological. There scems to be a corrclation between the socio- -
economic status of thie biological mothers and that of the foster home. If,
as is indicated by the analyses conducted by Jencks (1972) and "his associ-
ates, part of the relationship between parental occupation and test scores
is accounted for by genetic factors (they estimate it to be 30 per cent), then
the task of discntangling how much of parent-child similarities among

e
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- adopted children is due to gcnetbic and how much to environmental factors

becomes a formidable — not to say an impossible — one.
_Several investigators who have tried to come to grips with the wealth .
of evidence on the relationship between environmental conditions and cogni-

tive development have become convinced that these relationships are not

linear but curvilinear. There are, in other words, “threshold effects”.
Bereiter (1970) advances a “ cautious hypothesns about this and points out

‘that we may expect a much stronger effect from- socio-economic status if we

" move from slum conditions to ordinary working class environmeni than if
_we move from the latter to a middle class environment. Variables such. as

income, quality of housing and availability ‘of reading material are likely
to be threshold variables that make no difference above a certain level.
Supportive evidence at the macro-lgvel fis provided -by the Six-Subject
Survey conducted by the Internatiomfal Association for thé¢ Evaluation of
Educational Achievement (cf., e.g., Comber and Keeves, 1973; Thorndike,
1973; Peaker, 1974). The mdustnahzed countries, in spite of having most
diverse educational systems, tended to bring their children up to the same
average. level of performance-~by the age of 10 or 14 when schooling is
still compulsory, whereas the developing' countries on average scored one
to two standard deviations below the cluster of developed countries. o
The findamental assumption, bé¢hind heritability estimations based on
twin research is simply that environments of dizygotic co-twins (fraternal
twins -brought: up together) are no more dissimilar than those of mono-
zygotic co-twins (identical twins’ brought up together). Excess intra-class
correlations for monozygotic palrs are interpreted as geneucally determined. -

This aasumptlon becomes suspect however, when viewed in the light of -

studies of attachment within twin pairs (Husén, 1959). Scarr (1968) studied
61 twin pairs (all girls of ¢lementary school age) and found that mono-
zygotic co-twins were treat¢d more similarly than dizygotic co-twins. The
question then arose as to whether this should be mterpreted as conditioned
by genetic_factors or was Aan effect of gree.er similarity in environment. If
the latter was the case oﬁe could say that the parents, in a way, “trained .
similarities ”. Scarr took advantage of |l pairs where the parents were
wrong about the zygosny of the twins in order to obtain an answer to the
question whether the similarity or dlSSlmllanty in treatment was determined
by the “ belief” about the zygosity, i.e., by an environmental circumstance,

or by genetic relatednéss. The sample was too small to provide'a conclusive-
answer even throu gh the analysns suggested that it was genetic relatedness
that conditioned the similarity in treatment.

Several rcsearchcrs have worked on the idea of the threshold encct
Scarr-Salapatek 01971), in a study of the entire population of twin pairs
in the public schools of the city of Philadelphia, tested the hypothesis that
environmental factors would have a stronger impact in lower socio-economic

‘strata than if the higher ones.. The evidence, however, is not entirely

conclusive, prbbably mainly because she did not have the opportunity to
diagnose the /zygosnty of the twins and therefore had to compare same-sex
and different-sex pairs instead of fraternal and ldcnt:‘.al ones. This study,
which Dob r}nansky (1973) termed a “ breakthrough ” in research on heredity-
environment conditions for cognitive development, lends some support to
the interpfetation that the lower mean IQ among Blacks is due mainly
to their belongmg to the lower socio-economic stratum. Vandenberg (1969)
advanoes/ the thcs:s that “the ratio bctwccn heredity potential and realized
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ability is generally lower for Negroes than for Whites” (op. cit., p. 283).
Nichols studies--more than 1,000 pairs of siblings, Blacks and Whites, at
the age of 4. The intra-pair cotrelation for scores on the Stanford-Binet
was 0.52 for Blacks and 0.37 for Whites. This supports-the hypothesis of a -
lower heritability among Blacks due to environmental handicaps that sup-
press the realization of tne genetic potential. But when sibling pairs at the
age of. 8-9 years were tested no difference between Black and Whites ‘in
terms of intra-pair correlations was obtained. - -
’ The rather dramatic changes in IQs which Skeels (1939) observed,

 when he studied children of pre-school age who were transferred from an

orphanage to families where good and personal care was provided, are
most likely to be accounted for by threshold effects.

N

8. SOCIAL MOBILITY AND CHANGES IN THE GENE POOL

In eviewing the literature dealing with such problems as differential fer-
tility and .its long-range effects on genotypic intelligence, as well as the dif-
ferences in measured intelligence between social classes and races, one cannot
avoid noticing .the absence of any bridge of communication between the’
biological ~ in this case the genetic = and the behaviou:al sciences, The.

- genieticists have not seriously questioned the instruments bymeans of .

which phenotypic intellectual competence is measured, nor have they suc-
ceeded in elucidating the genetic background of 4ntelligerce jn terms of
monogenic or polygenic determination. The psychologists have put in quite
a lot of effort to estimate the heritability of intelligénce . by studying mono-
zygotic twins brought up apart and together, and by comparing adopted

“\.children and biological children with their parents. But they have done

“very little to bring out the consequences of gertain social mechanisms which
X:%*atc in modern society, such as social mobility and geographical mi-
‘gration, nor have- they tried to link intelligence to gznetic models and-
mechanisms. S

A.H. Halsey (1958), in a paper that unfortunately hes been overlooked
by almost everybody who participated in the recent debate on social class
and racial differences in intelligence, looks closely at the problem of the
relation between social structure and the distfibution of genetic character-

- istics in various populations. On the basis of the assumption that intelli-

gence is partly accounted for by genetic factors and certain assumptions
about the size of sub-populations, degree of endogamy, and ease of social
mobility and geographical migration, he tries to bring out the long-term
consequentes of two cases. v _

The first .case is based on the assumption of a caste system with an
upper caste of 10 per cent and a lower of 90 per cent. Furthermore, it
assumes that intélligence is monogenic, which favours a genetic interpreta-
tion of caste differences in. the long run. AA genes produce an IQ of 120,
Aa genes 100 and aa genes 80. If random mating takes place within -the
two castes, an equilibrium of the upper caste having an IQ of 108 and the
lower one of 92 will be reached. But in absolute terms there will be more
high-level (AA) individuals in the lower than in the upper class.

A more interesting case, because it embodies certain mechanisms
characterizing our modern society, is the one of a social class system where
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some selection according to inherited intelligence takes place. (It should,
however, be pointed out that there are many factors:other than intellic
-gence that account for social mobility; measured intelligence, as.shown in
_recent surveys accounts for only a modest portion of the intra-generational
mobility, (sce, e.g., Blau and Ducan, 1967). Assuming a ratio between
upper and lower social class of 100 to 900, with a modest mobility of
10 individuals moving up. and 10 moving- down the social ladder and ‘with
“an average IQ of 100 in:both social strata, the lower class would after
eight gencrations have decreased its IQ to 98 and the upper class ‘would
have - increased it to 120. But the majonty of the highly intelligent would
still'be found in the lower class. If, which is highly reasonable, we assume *
polygcmc determination _QLJD[CHL&&TC&"“‘WOUM take .many more genera-
--ttons—t6 "~ i¢ach “the cqulllbnum of 98 versus 120. Considefing that factors
- other than mtclllgcnce are determining social ‘mobility, ' the process of
“purification ” i the upper class would be. considerably decelerated.
_ Variability in measured intelligence among subgroups can be compared -
with the variability in the total populatlon from Whlch they are drawn.
The outcomes of such a comparison seen in conjunction with estimations
of heritability can elucidate the plausibility of intelligence differences be-
tween social classes being mainly dctcrmmcd by genetic or, by cnwronmcntal
factors '
* Halsey concludes that “the relevant aspccts of social structure have
‘not been stable] enough for a long enough time for the kind of polygenic
process mvolvcél in human intelligence. to develop class differences of the
order suggested by the known social distribution of measured intelligence ”,
{op. cit., p. 15). In a debate with Burt, Halsey (1959) concluded that thc
theory of mhcntcd social class «diffcrences stands on very shaky ground.

]

. 9...,COGNITIVE DIFFERENCES BY RACE
‘AND SOCIAL CLASS

TFhe toyehy issues of whcther Whites are more “m(elllgent ” than
Blacks or whether upper ¢ class students are more *intelligent ” than lower .
class students could a pmm be .regarded as pseudo-problems, because the
answers could logically be dérived from the way the problems are posed.

We have earlier speiled out the logical consequences of the way intelli-
gence tests are devised. -Almost thr ghout they measure verbal ability
or ability to deal with various kinds: of abstracuons They are almost
always validated against criteria of school achievement, such as teacher
ratingss, gradcs and examinations. All these criteria are derived from certain
ecither generally. accepted and/or dominant values. If we keep in mind
that mtclllgcncc is defined by‘ the dominant socio-cultural reference system,
and that in the value structure guiding the system overriding priority has

“heen attached to the ability to succeed in scholastic pursuits, one should
not be surprised to find-that upper class students have hlghcr 1Qs (han

“ lower class students or that Whites perform better than Blacks

Jensen himself quotes Duncan’s (1968) study on spcno economic back-‘
ground and occupational achiévement where it is stated that * ‘in(clligcncc
-is a socially defined quality... Had the first IQ tests been de:vnscd in a
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hunting culture, ‘general intelligence * might well have turned out to involve
visual acultv amd running speed, rather than vocabulary and symbol mani-
pulation. ” (Quoted after* Jensen, 1969, p. 14). Later Jensen (ibid., p- 19)°
states that the “ predominant 1mportanuc of intelligence is derived, not.from
any absolute criteria or God-given desideratz, but from social demands ™.
When dealing with the problem of race differences in IQ and scholastic
achievement Jensen (1969), on the basis of empirical cvndcnce, makes the
following statement:
There is an increasing realization among studerits of . thc psychology of
~ the disadvantaged that the discrepancy in their average performance
(i.e., Black as compared to White population) cannot be completely
or directly attributed to discrimination or inequalities.in education.

It seems not unreasonable, in view of the fact that intelligence varia-

tion has a large genetic component, to hypothesize that gencuc factors

~ may play a part in this picture (op. cit., p. 82).

" Existing surveys of IQ distribution show fairly consistently that Blacks
scorc, on the average, one standard-deviation below Whites on most intel-
ligence tests, be they verbal or non-verbal. If correction is made for socio-
cconomic level, the difference is reduced from 15 to 11 IQ points (ibid.,
p. 81). “The Coleman survey (Coleman, ef al., 1966) of representative ethnic

and racial groups in the United States shows that Blacks score about one .
standard deviation below the average for Whites throughout the entire

regular school, i.e. grades 1 through 2. If 11 IQ points reflects the
“true”. average difference between the races (corrected for social factors),
about 12 per cent of the total variance on IQ tests could be accounted
“ for by differences between races.

The logic advanced in proving that racial differences in cognitive per-

formance have a “large genetic component” could of course also be

employed in analyzing social class differences.. We consistently find that
upper and middle class students score conriderably higher than working
class students on all kinds of tests. Tlie difference usually amounts to
10-15 IQ points (Terman and Merrill, 1937; Husén, 1950; Anastasi, 1958).

10. - A CONCLUDING NOTE ,
ON THE HEREDITY-ENVIRONMENT ISSUE

In the Preface to Genetics, which reports proceedings of a conference
under the auspices of the Russell Sage Foundation, the Social Science
Research Council, and the Rockefeller University, the editor Pavid C. Glass:
(1968) sums up the stance taken by the participants as follows:

Contemporary social scientists no longer adhere to a simplistic environ-.

mental determinism, just as contemporary blologlsts no longer embrace .-

a genetic determinism. In both fields there is an increasing recognition
of the importance of an interaction between the organism and the
environment {op. cit., p. V).

Anne -Anastasi (1958) looked at the heredity-environment issue in the
same way in a presidential address to the Division of General Psychology
of the American Psychological Association ten ycars earlier. She did not
agree with thosc who maintained that interest in the problcm had faded
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“away. The “heredity-environment probicni s still .very much alive ”. But

its ‘viability’ is assured by the gradual replacement of the questions,
‘Which one?’ and ‘How much?’ by the more basic and appropriate
question, ‘How?’ (op. cit., p. 200). The task that lay ahead for research
was, she envisioned, to explore the modus operandx of genetic and environ-
mental factors. The traditional way of conceiving the operation of the
two sets of factors has been to regard them as acting in an additive way.
But géneticists, as well as others, have pointed out that such a model is
not tenable. The two sets of factors interact, as has repeatedly been stressed
above, along a continuum -of directness. A most obvious example is the
effects of discrimination against members of a social class or race in terms ?
of opportunities for intellectual development. In the long run this will result
in group differences which are. correlated with genetic background without
necessarily being causally affected by them. Anastasi cites Dobzhansky as
presenting an even more striking illuStration. Suppose that all those with
blood group AB are considered aristocrats and those with blood group
0 as labourers, then blood group genes would aruflmally bccomc lmportant
hereditary “ determiners” of behaviour. ’

~ In order to be able to ask questions about how hereditary and - en?;lron-
mental factors operate in moulding a particular psychological trait; it is
not enough to copduct fongitudinal studies of human beings dcvcfopung in
diverse environments. Such studies are methodologically feasible; but the
much more important, and complicated, task is to link the development
of, for instance, cognitive behaviour with identified genetic material, i.e.,
to build bridges between genetic and environmental condmons Such en-
deavours have scarcely begun.

The polarization that has occurred in recent. years in the scholarly
community with regard to the héredity-environment issue could hardly have
been predicted in 1958. Ten years later, however, the political situation had
radically changed and added a dimension of applicability to research that

“*earlier had been regarded as entirely *pure ”. Studies of the relative im-

portance of heredity and environment were supposed to provide answers: to
problems like “Is compensatory education  worthwhile?” or “ Do Black
children fail because of inadequacies inherent in the school, because of
innate intellectual shortcomings — or fcr some other reason? ”. The over-
riding problem was. the extent to which the formal educational system was
able to rectify handicaps suffered by various minority groups, such as lower
class children and children from various racial minorities.

By 1960 many -people, not least the American social scu:nusts exhib-
ited an almost euphoric optimism- about the possibilities of .a system of
mass education, an optimism that was .only a little affected by the search

for excellence that became vociferous in the wake of the Sputnik shock at

the end of the <1950s. Robert Faris (1961) in his Presidential Address to.
the American Sociological Association served as a spokesman for this
view. It does not suffice, he said, to have a “limited ‘stock of geniuses at
the top of the productivity organization” (op. cit., p. 836). By improving

_society .you can also lmpro»c the conditions that promoterthe development

of abilities. He noted that *a society generates its levei of ability, and fur-
ther, that the upper limit is unknown and distant, and best; of all, that of
the processes of ability are potentially subject to mlcntponal control”
(ibid., p. 837); and he went on to say: “Fortunately there: CXISlS today a
nation-wide enthusiasm for the- develogrpent of talent resources” and it is
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up to the sociologists to uncover the barriers that limit" the aspirations and
achievements. The “boom ” in formal schooling could be seen as a “potent
instrument for raising the ability level of the population”, something that
had “spectacular implications for the future”. The nation was at present
“quictly lifting itself by the bootstraps to an important higher level of
general ability ”  (op. cit., p. 838). - o

) Undeniably, it is the task of the educator to bring -about worthwhile
behavioural changes in a growing or even a grown-up individual. These
modifications are achieved by environmental and not by genetical means,
and are accessible to direct observation and measurement. Furthermore, as
we havé pointed, out already, since no-links between . cognitive behaviour
and specific genetic endowments have been identified, it would seem that
the burden of proof as to how genetic factors act as restraints to education-
. al endeavours rests with the advocate of the hereditarian, not the environ-
-mental, view. From the environmentalist’s standpoint the problem could be
stated as follows: Environmental influences on mental development are the
only ones that can be subjected to empirical study after: the conception
" (cventually the ‘birthy of the individual. These influences can be assessed
by two increasingly -more refined techniques -that-are being developed
in the behavioural sgiences. What remains ‘inexplicable, therefore, after
the environmental factors have been assigned their “share ” could fittingly,
or at least conditionally, be viewed .is owing to “ heredity ”.




C hapter 4

ESTIMATING THE SIZE
OF THE “ RESERVE OF TALENT ”

1. THE MAJOR MOTIVES: DEMOCRATIZATION,
INTERNATIONAL COMPETITION
AND ECONOMIC DEVELOPMENT

.

Attempts to assess the size of the ‘‘reserve of talent” or the “pool
of ability’’ (sce, e.g. Halsey, 1961) in the '1940s and 1950s were chiefly
inspired by the following motives. Several surveys of the social backgrour:d
-of academic secondary-school graduates and university students in Europe,
as well as high-school seniors and college entrants in the United States,
demonstrated that there was 4 strikingly low participation among young
people of lower-class background. Even assuming that assortive mating and
correlation between innate ability and social mobility had contributed to
hereditary differences between social classes, the huge discrepancies revealed
by the surveys could by no means beaccounted for entirely by genetic
factors, i.c., differences in gene pools between the social classes. This con-
clusion was supported by data available from testing programmes. covering
. complete age groups, such as military classification tests or scholastic apti-

. tude tests given, for instance, in connection with transfer from elementary
to secondary school in England, or in admitting students to college in the ..
~ United States. - : : ;

The. existence of a “reserve of talent”, defined as the remainder of
those of lower class origin with superior school performances or scores on
aptitude tests who did not enter higher education, was seen in several -
countries in the 1940s.and 1950s as a striking indication of inequality of
educational opportunity. The identification .of talent, the assessment of the -
potential supply of various types of talent, and the facilitation of students
from less privileged backgrounds to get into academic secondary school and
into university was regarded as an act of social justice. It was felt that
" public action should be taken to provide economic support to those who
would otherwise hesitate or refrain from realizing their potential. Such
democratization of higher education and the establishment of equal access’
to it was the main motive behind the suryeys commissioned by the Swedish
Royal Commission on Student Finance (Studentsociala Utredningen) which -
- submitted' its main report. to 'thc'(;i‘_c'wernmen( in 1948 (SOU, 1948 a).
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In the United States, until the early 1950s, a more individualistic

-approach was adopted. It was up to the individual to decide if he -wanted
‘to “make use of” his ability — in other words, whether or not he should

embark upon an advanced education, which in practice meant going to
college. Tt was also up to him or his family to finance the endeavour if
he did want to go. But under the impact of increased international tensions-
during the Cold War, and particularly as a reaction to the * Sputnik-
shock”, the ‘“search for talent” (CEEB, 1960) became a top national
priority. It is typical that the first strongly implemented Federal programme
(apart from the G.I. Bill) to support collége attendance for needy students
was provided-under the misleading name of the National Defense Education
Act in 1958. : : v L

.. William MacClellagd, a pioneer in devising selection procedures for
academic secondary education, -in his Foreword to- McIntosh’s book on:
Educational Guidance and the Pool of Ability was a spokesman for pre-
vailing conceris in Europe at the end of the 1950s. He observed that
educational guidance in recent years had “ acquired a new interest through
its bearing upon one of the most important problems that today face
modern societies - that of the pool of ability ™, and- went on to say:

Nations who wish to retain their places in the present ruthless world
~competition in scientific and other fields must make full use of the
resources of talent of their citizens; and for this purpose they will have
to take steps to ensure that those who have the ability to come into
the pool take advantage of the -appropriate educational - facilities
(MclIntosh, 1959, p. 6).

In his chapter on “ The Pool of Ability >, McIntosh pointed out that
it has ““ become increasingly evident that success in the struggles which are
now taking place on the frontiers 6f kndwledge can be achieved only by
those nations which are prepared to develop and deploy the full potential

. of their intellectual resources ™ (ibid., p. 162). The rapidly increased need

for highly trained manpower, particularly in science and technology, and

" the ensuing need for better utilization of the existing pool of ability makes

"of ability.
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it a matter of high priority to *“enquire into the size of this limited pool
” MclIntosh sees the problem of devising efficient methods of
sclection only as part of a wider one, namely how to channel the potential
ability into the * national reservoir. of highly trained manpower ” (ibid.,
p- 163). One overriding purpose of educational counselling would therefore
be to use intelligence and other standardized tests in such a way as to
identify potential talent which could then properly be channelled into the
educational manpower pool. - : : ,

There was also a third imporfant motive behind ““talent hunting >

.and the implementation of programmes to suprort advanced education for

able students from less privileged homes. At :he OECD Policy Conference
on Economic Growth and Investment in Ed-cation in 1961, the Chairman
stated two reasons why governments should provide more resources for
cducation. “ The first is that mankind is entering a new and bolder environ-
ment where poverty need no longer exist and where education is- the vital
prerequisite for clear thinking by democratically governed peoples” (OECD,
1962, p. 5). The second factor, which was more strongly emphasized by all
the participants and was regarded as the major reason for holding the
conference, was that governments, when formulating their strategy. for edu-

L)
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"cation, should take into account ‘* that science and technology have released

forces which are of staggering power and that human beings must ~benefit
from a better education than in the past if they are to harness these forces .
to ‘the well-being of their countries” (ibid., p: 5). '

In Chapter 1 of Professor Svennilson’s background report to the
Conference on Education and. Social Welfare, education is singled out as-
an important factor of production: “Economic growth is generated not
only by real capital in the form of tools and machinery, but also by men.
And just as technological improvements increase the efficiency of machinery,
so education increases the efficiency of manpower” (OECD, 1962, p. 23).

In the section on “ The Pool of Ability”’ in his chapter on problems of
" policy-making, the same author makes this statement: *“ Qne thing that can
be said with some confidence to those who fear the effect of quantitative
expansion on quality is that there is certainly a much larger ‘reservoir of
ability” that has yet to be tapped. Even in the United States qualified
- observers would hesitate very much to say that the large section of each
age group that goes to college is' approximately co-cxtensive with those
that ought to gs in terms of ability. In alnost all European countries the
" reservoir of untapped talent i much iarger than in the United States”™
(ibid., p. 34). ) T -
‘ Later during the same year the Committee for Scientific and Technical
Personnel in the OECD organized a conference in Kungilv, Sweden, on
Ability and Educational Opportunity (Halsey, 1961). A clear indication of
the focus of this conference can be derived from the fact that several of the
papers dealt in one way or another with the problem of “rescrves of -
_ability.” Dael Wolfle (Halsey, p. 49 et seq.) reported on national resources
" of ability. 'P. de Wolff and K. Hirnqvist presented surveys conducted in.
‘the Netherlands and Sweden and dealt extensively with the methodological
problems encountered in carrying out such surveys (Halsey, op. cit., p. 137,
‘et seq.). . ) '
" Dael Wolfle began his paper for the Kungilv conference by stating
that provision for educational opportunity for everybody, irrespective of
social and economic background, is inspired by a basic democratic ideal.
“A free .society holds as one of its basic ideals the right of each person ‘
to develop to his full capacity ” (ibid., p. 49). He went on ‘to say that this
ideal has now been reinforced by economic necessity. In the main working
document, which introduced the theme of the conference, the organizers
stated that “ countries may not be able to sustain economic growth unless
all the reserves of talent in the population are actively sought out and
attracted into needed educational channels” (ibid., p. 49). )

In the 1950s and 1960s the. serious shortage of highly trained man-
power, in spite of soaring college and university enrolments, brought about
a firm conviction that society had to see to it that the talent potentials
(which, in fact, meant academic potential) of all individuals were brought
to a maximum realization. The following quotation is typical of the rhetoric
"in the United States during the Cold War era: “If we as a people hope
in the next few years to build-a safer highway system, develop longer-range
guided missiles, and construct good schools and adequate houses for all
who need .them, we shall be hampered less by shortage of cement, of
assembly lines, or éven of money than by a shortage of the necessary
engineers and other technical experts” (Stice, et al., 1957, p. .

H
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In the Foreword to Access to Higher Education, a report prepared

jointly by UNESCO and the International Association of Universities

(Bowles, 1963), the chairman of the.committeé set up to advise the project
recommends -that pre-university education should be encouraged to expand
further in order to take care of available talent : o
We should cast our net wider and wider in ‘order to identify, to- catch
‘and to bring within the scope of education all available talent, where-
ver it may be found. This obviously postulates universal education at
the elementary level... and the provision of facilities for secondary
education of sufficient amplitude to take in as large a proportion as
.possible of those who finish elementary schools. Qut of these we must
select those who show promise of being able to meet the intellectual
challenge of higher education. In this way, we will be ‘widening the
opportunities for higher education but' at the same time helping to
raise the quality of those who are adrmitted to it. (op. cit., p. 15)
MclIntosh (1959), who .in Scotland conducted one of the most compre-
hensive and valuable studies of the. pool of ability, had no doubts in his
mind about the limited size of this pool. He therefore strongly emphasized
the necessity of channelling pupils who, ‘according to the employed criteria

" of scholastic aptitude, held promise of successful. academic - careers into

advanced education in order to qualify for the pool of highly trained man-

power for which the need~was expanding. *“ At the present time there
“appear to be good reasons for doubting whether all the requirements of

the professions and industry can be met if the standards of admission con-
tinue at their present level and the social services are to expand still fur-
ther” (op:-cit:, p. 112). : ‘

The “Sputnik shock  accelerated a development which, however, had

. begun earlier, namely a realization that education was needed as a key
- production factor and that the quality of the educational system left several

things to be desired.- Thus,/t’hc National Science: Foundation had supported
surveys that aimed at mapping out the reservoir of. able high-school students
who were potential scientists and engineers. The National Rescarch Councils
in the United States sponsored jointly an extensive survey which was

~ directed by Dacl Wolfle (1954) who estimated that only about half the

Q

academically most able (the top 10 per cent) high-school students in terms
of test scores and grades entered colleges. This figure caused quite a lot
of concern in the United States and was used to substantiate the notion in
many quarters that a considerable wastage of talent took place. We shall
come back to Wolfle’s. study in our review of research on the reserves
of talent to-be presented later. A nationwide study in_the United States
was conducted in 1955 by the Educational Testing Service (ETS, 1956-57)
and a -questionnaire was administered to the top 3 per cent of the twelfth-
graders. The top third of these were then singled 'out as a high-quality
group for special analysis. In his study, The American High School Today,. .
Conant recommended certain provisions for the more able students.

5
#

*

We cannot here cover all the relevant research that pertains to the
“reserves of ability”,.let alone the saneomitant methodological problems
o RO - K ' o :

i
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with which researchers have tried to come to grips. We shall confine our-
" selves, .rather, to two main surveys in the United States — the one spon-
- sored by the four National Research Counciis at the beginning of the
1950s, and Project Talent which was launched at the beginning of the
1960s. We shall aiso include r:search carried out in Europe, the QECD -
survey in Austria, and some. British, French, German, Dutch, Danish and
Swedish studies.

The first large-scale, national surveys that set out to estimate the size
of the *‘reserves of ability™ were carried out in Sweden as carly as the
" mid-1940s and they had a strong influence on policy making (Husén and

Boalt, 1968). It is worth mentioning that the very term *reserve of ability ”
was coined by Dr. R. Edenman, who later became . Minister of Education,
-in an address at the Conference of the Confederation of Swedish Student
Unions in 1948. As chairman of the 1955 University Commission, Dr.
- Edenman later initiated another national survey (Hérnqvist, 1958) which
"made a break-through in methodology. Thus, Sweden after 1945 presents
an interesting case of how survey research was part of, and had a strong
impact on, “policy-making. The fact that this long series of investigations
from 1946 onwards had such an effect did not mean that they were all
commissioned as “ decision-oriented ” projects. On the contrary, ‘most of
them were initiated by the researchers themselves and as we have said,
they stimulated fruitful development in methodology. After having sum-
marized the most lmportan( research on reserves of ability .in the United
States and Europe it will be relevant, therefore, if we consider the develop-
_ ment of Swedish research in this parucular area in more detail. =

2. ADEQUACY OF THE CONCEPT * RESERVE OF TALENT "

The rapporteur at the OECD Kungilv conference,; Professor C.H. Halsey,
suggests-that the metaphor * rescrve of ability " or * pool of ability ™ should
be abandoned because it is * scientifically misleading™* (Halsey, 1961, p. 23)
in that it suggests the existence of a genetically fixed amount of qualmcs
that set certain limits in the same strict sense as does a. container from
which. liquid is tapped. Furthermore, by using the phrase in the singular,
one overlooks the fact that there is ‘“a whole range of human skills and
excellencies, literate, numerate, and manual™ beside. the academic ones
(op. cit., p. 24). .

Halsey also points out that we have now become aware that social
background or social stratification should be considered more as a major
factor determining educability than as a barrier to oppollumty (op. cit.,
p. 33). This, then means that the important aspect of equai. vy is not so
much the formal opponumty as the preparatlon the child receives to take
advantage of opportunity. Thus, the phrase ‘reserve of ability* makes us
blind to the fact that ability can be generated by a concerted social and "
educational policy: *... a process of economic and social development is a
process of creating ability ™ (op. cit., p. 24). )

In a paper on the pool of ability, submitted as a memorandum to the
Robbins Committee, Vernon (1963) challenged the view that ** there. exists
in the population a fixed distribution or ‘ pool’ of intelligence, which limits

pe1r :
77 9




cither the numbers of individuals capable of hig’hef education,. or the edu-
cational standards that can be achieved by gioups of pupils or students of

- given IQ level” (op. cit., p. 45). What matters-here is not only  the purely

: usc,’ it here — but with the caveats already expressed. The criticism that

intellectual resources but the cultural and vocational attitudes of the home .
and society at large as well as the interests and motives of the individual-
student. ) : .
Nonetheless,sinee - the -beginning of the 1960s the ‘term *reserve of
ability” has come into extensive use in educational literature so we shall

talking about *“reserve of ability” in the singular limits the view to.aca-
demic ability is valid; but as long as the empirical approach to the problem

- is made within the framework of the farmal school system, and as long as

success in that system is a prerequisite for social success in modefn society,
such a limitation of view to academic aptitude is justified.

-~

« 3. SURVEYS OF THE “ RESERVE OF TALENT"™

A. The Commission of Human Resources and Advanced Training Survey in
. the United States . e :
/ o .

The C)anmission on Human Resources and Advanced Training analysed
the scores’ on AGCT (Army General Classification Test) for freskmen at .
41 colleg s (Wolfle, 1954, p. 144 ¢ seq.). The distributions of scores among
college sentrants could be related to the norms for the corresponding age
groups/. ' , -

A striking feature, that has later been confirmed by several other sur-
v:?yé,-is the tremendous intellectual. diversity among American. college
efitrants. There is almost no parallel to this in) the Eurcpean countries with

their centralized systems, uniform admissiony requirements, and ‘national
"examinations. Some colleges were so selective a5 to have all their graduates

above the average of the entire population of college graduates.

The Commission estimated that 59 per cent of the top 1. per c;:nt on
AGCT, 49 per cent of the top 5 per cent, and' 34 per cent of the top 20

~ “per cent graduated from college. It further estimated that 53 per cent of the

Q
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high-school graduates who belonged to the top 20 per cent in terms of
grade point average entered college, as compared with 17 per cent among
those in the bottom 20 per cent. The fact that only about. 60 per cent
of the high-school graduates who scored in the top 5-per cent group on the
AGCT and had grade point averages in the top 20 per cent entered college
indicated that a- considerable reserve of ability existed. That those who °
beionged to the reserve came mainly from lower socio-economic strata was
made clear when educational careers were related to.fathers’ occupations.
The Commission arrived at the estimates shown in Table 4.1. .

Table 4.1 illustrates two marked tendencies. First, socio-economic

.
/

-selectivity operates strongly in the context of college. entrance. The ability 1

reserve is to a large extent to be found among high-school students whose
fathers are farmers or manual workers, a finding that has universal applica-
tion. Secondly, once the - students have entered cdllege, socio-economi
background seems to play a minor role in their achieving a degree. Several
other studies, some of them reported in Chapter 6, indicate that the socio- ',
' padpay ' )
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Table 4.1 COLLEGE ENTRANCE AND COLLEGE SURVIVAL
. AS RELATED TO FATHER'S OCCUPATION

Percentage of Percentage of

e . high-school college entiants
Father’s occupation stu%icms who whoggraddatc o

enter college from college -
Professional and semi-professional ..................... 67 o 60 :
Managerial ...o.oieiiiiiiiiieeee v e e eeaen 50° A 55
White-collar workers (clerical, salcs, scrvnce) ........ - 48 o 57,
. Farmer ....... eerireeeernigeraseaereanes SN .o 24 44
Factory, craftsman, unskilled, etc. ...............c.... 26 581

Source;. Wolfle. 1954.

economic barriers operate much more slrongly at the entry to a cerlaln
- stage than during that stage (see, €.g.-Boalt, 1947).
The Commission’s figures were estimates for 1952-53 built upon extra-
~ polations from actual figures derived from 1949. Bridgman (CEEB, 1960)
made a comparison, between the estimates and the actual outcomes and
showed that the Commission had underestimated the number of college
entrants. The ‘““enrolment explosion” turned out to be more forceful than
was anticipated (see Table 4.2). :

Table 4.2 ESTIMATED AND ACTUAL COLLEGE ENTRANCE .

AGCT scores 118 and above ~ Commission  Actual outcome
(top 20~ of age cohort) ; estimate a ~(Bridgman)

Pcreentage of high-school students gomg ' ' / .

into COllEBE ..ooonviiniiii i 48 . 62
Percentage of college entrants in age cohort ......... 4 - 58
AGCT scores ‘131 and abovc (top 6" of . :
~age COhOTt) cevviniiniiii ) 54 69
-Percentage of college entrants in age cohort ......... . 53 : 68

Source. CLEB, 1960,

B. Project Talent

One. of the major objecuves of Project Talent (Flanagan er. al., 1964)
was to survey available talent in American high schools and to provide an
estimate of the available manpower pool, particularly for certain key
professions. Since the s survey. was planned during the Sputmk era, the
sponsors had such fields as science and engineering prlmarlly in mind. The
project set out to identify the aptitudes, interests, socio-economic back-
ground and motivation among high-school students and to study parhcularly
what effects lack of interest and motivation had on further study. It is
thus of the greatest interest to anyone conccrned with research on the re-
serve of ability.

In 1960 a probability sample - of ”92 ,000 students in grades™ 9-12 were
given aptitude, ability, achievement and interest tests. In addition the sub-
jects had to complete a Student Information Blank. Sixty test scores were
obtained. By compounding soni¢ of the tests, four categories of measure-
ment were established - to reveal Gtiﬂqeﬁl Academic Aptitude, Quanmauv

[
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\ Aptitude, Technical Apmudc and Scncntlﬁc Aptitude. A follow-up by means -
'of a mail questionnaire was carried out one year after graduation from
. high school. About 10,000 students who were tested in grade 9 were sub-
sequently retested in grade 12.
Of the 1960 seniors, 53 per cent of the male and 46 per cent of the
-/ female students planned to go to college immediately after having finished
/ high school;. 49 ‘and 35 per cent respectively actually did go; 97 per cent
of the graduates who scored in the top’ percentile bracket on the General
-Academic Composite entered college. The corresponding figure for the
bottom percentile was 15 per cent. In the range below the medium consider-
ably more boys than girls entered, whereas a slightly higher frequency of
~boys was noted among those above medium.

There was a linear relationship between. percentile rank on the aptitude
tests and college - attendance one year later among the boys, whereas the
rclatlonshlp was curvilinear among’ girls.. High aptitude was equally condu-
cive to staying on at college in both boys and girls, whereas-among those
of mediocre aptitude the tcndcncy ‘to stay on was more marked among
boys. Among the top 2 per-cent in- Academic Aptitude, the drop-out rate
was only 4 per cent after one year as compared with 20-25 per cent in
the bottom third of the students. Parental occupation and education were
closely related to entering college, as can bé seen from Table 4.3. The
twelfth- gradcns were asked how much education their parents wanted them -
to have. When subsequent entrance/non-entrance to college was related to
the response, a quite close relatipnship was found, as shown in Table 4.4.

-~

Table 4.3 FATHER'S OCCUPATION AND PARENTAL EDUCATION
AS RELATED TO COLLEGE ENTRANCE AMONG HIGH-SCHOOL SENIORS

In percentage
Entered college Did not enter college .
) ) : . Boys . Girls Boys. Girls
‘ Father’s occupation : ' '
White-collar ........c.ooovviiiiniiiinnn. 51 54 2t 22
. Blue-collar 37 - 33 56 58
Farm ............. ; 9 8 : 15 12
Don’t know e 5 8 8
Total ........ N 100 100 . 100 100
Father's education: * '
College graduate or higher ........... . 20 - 2° 6 5
High school or high school plus :
some college .........cooviiiin. 4 4 30 30
Did not graduate from high school .. 320 29 55 56
Don't know .....ceceeeiieiiiiiiiiennnnee, 4 ' 4 9 -9
Total Lo - 100 100 100 100
Mother's education: o : :
College-graduate or higher ............. 15 17 5 4
High school or high school plus - ’
some college .........ccceuvinieinannn. 57. 57 41 39
Did not graduate from high school .. 25 . 02 46 52
Don’t know ....ccocveveienn veniieiniinne 3 2 8 5
Total ..ociviiiiiiiiii 100 100 - 100 100

Source: Flanagan et al. 1964,
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Tabie 4.4 PAKENTAL EDUCATION ASPIRATION
. RELATED TO COLLEGE ENTRANCE

. Amount of cducation _ . Entered college later  Did not #nter college
aspired B
“ . to by parents R Boys . Girls Boys Girls
College or higher ................... Cefereens 86. 77 35 20
High school or less, vocational . : ’
business, junior college ................. "8 16 43 59
Don’t know e S : 6 "7 22 21

TOAl ctieersresvenperssnsnsesnsesnceeens s 100 100 . 100 100

Source: Flanagan er al.. 1964.

Among those.-who scorgd in the top 10 per cent bracket on the
acadernic aptitude test, 14 per cent of the boys and 22 per ceént of the
girls did not go to college if their father had not completed high - school.
If he had completed high school, the corresponding figures were only 3 and
4 per cent respectively. Of children of white-collar workers,- 4 per cent of
“the boys and 8 per cent of the girls who scored in the top 10 per cent in

. the academic aptitude tegts did not go to college. The corresponding figures
~ " for students  whose fathers were ‘blue-collar workers were 14 and 23 per
* -cent. For' those whos fathers 'were farm labourers, the figures were as
high-as 19 and 75 per ¢ent respectively. - : '

Thus, parental occupation and education were of great importance in
influencing the. decision of the very able high-school graduates whether
or not to enter college. ; . ;

C. The OECD Study on Austria, : : S
"One study on the “latent reserves of ability ” was carried out by the

Psycho-Pedagogical Service of Austria under OECD auspices in 1964-65.
The report (OECD, 1965) gives three reasons why the survey was launched:
(P Children from higher social strata participate mo?e and achieve better
results in school than children of the same jintellectual standing from lower
strata, whereas Séction 26 of the Declaration of Human Rights of the
United Nations asserts that every child should have access to further edu-
cation, irrespective of social class, economic conditions and place of residence
of parents. “Inborn abilities” should decide what find of education a
child obtains. (2) Education is a decisive factor in economic growth and it
is therefore in ‘the interest of society to.promote increased and equalized
participation in education. (3) Promoting the development of intellectual
‘resources strengthens a nation’s capacity in international competition.
Reference here is made to science and technology, space research being
given as an illustration. o .

) _These motives have been quoted because they are typical of the ideas
prevalent at the beginning of the 1960s as to how the ‘‘reserves of ability ”’

* should be taken care of and what equality of educational opportunity really
meant. : )

The report distinguishes between two types of ability reserve: * The
absolute (our underlining) reserve of ability... includes all pupils capable of
graduating successfully from a schoqlfgjving access to higher education, but

i
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who do not apply for such scholastic training... The relative (our under-
-lining) reserve of ability... includes pupils who achieved better performances
'in the sclection tests than the lowest 15 per cent of childrén examined with
the aid of the same tests and who, at the time of investigation, were al-
ready attending a general school ” (op. cit., p. 12). o T

* The following factors-are identified as conducive to further education

-or as barriers preventing it: (1) hereditary background; (2) sex; (3) geogra-

phical factors (such.as distance to. school); (4) ethnic factors; (5) economic

- factors; (6) social factors that manifest themselves in terms .of, for instance,

¢ Bildungsdruck (Dahrendorf, 1965) or la famille éducogéne (OECD, 1962). .
- “The province of Burgenland was chosen for the survey, because it had
the lowest participation rate of all the Austrian provinces so far as univer--
sity-preparing secondary education was concerned. It could be expected, -
‘therefore, to have considerable reserves of ability. Burgenland was predom- -
inantly agricultural and rural, without any big cities, and this was th

main reason for its low participation rate in secondary education. o
The sixth school year was chosen, because transfer to academic second-

ary education had by then been completed. The children were distributed
‘_a_s follows: : ’ Co

Primary schoot (Volksschule) 50 per cent . - .

Upper primary stream - (Volksschul-Oberstufe : - ‘
v or Hauptsciiule) 40 per cent

Academic secondary - ) o '

school ‘ - (Gymnasium) 9 per cent

‘Special school o (Sonderschule) . 1 per cent

. Only 9 per cent had been transferred to the academic secondary school,
the majority staying on in the terminal classes of the primary school. A
considerable number, however, had transferred to the Oberstufe, a kind of
middle school with a more advanced programme than was provided in the
p¥imary school. - - v : )
Achievement, intelligence and personality tests were administered to the -
6th-grade students. A random sample of parents were interviewed. All
parents who had children in secondary schools were included.
) A “cutting score® method, siniitar ‘to the ‘onc_employed ‘in the 1940s
by Husén (1946, 1947, 1948), was used to obtain. a measure of the size .
of the relative reserve of ability: The general secondary school population
thereby served as a reference group. The fact that the students had been
admitted and were still in school after a year or two was regarded as an . .
incpication of ability to profit from academic secondary education. On the
scale of the composite score, the. éz?h percentile was arbitrarily set as the
cutting score. Those whors fell bélow that score were considered to be
intellectually unfit for that kind of study. Those who scored above the
I15th percentile- and who were not in general secondary school were con-
sidered as reserves of ability. As could be expected, the major portion of
the reserves. (41 per cent) was found in the upper primary stream
(Oberstufe); but even in the lower stream (the Volksschule), more than
5 per cent scdred above the 15th percentile. A total of -about 21 per cent:
of those who did not transfer to the general secondary school belonged
to the reserve. Incidentally, much the same estimate was arrived at in the
Swedish surveys in the 1940s, ‘when épil'lt 15-20 per cent of an age group
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transferred to the realskola and 35 per cent were considered capable of

passmg the migddle-school examination (Husén, I948)

.D. Brmsh Surveys

: Large-scale application of group mtelllgcnee tests to school children
at certain age or. grade levels was introduced in England and Scotland
carlier than in other West European countries. Godtrcy Thomson, and his
‘students were already conducting area surveys in the 1920s. The Scottish
surveys of "all 1l-year old pupils have bécome famous (Scottish Council,
1933 and 1949). Gray and Moshinsky (1936) tested some 10,000 children
in ‘London -with a group test normed in the United States and cashe up
with the result that 22 per cent had IQs of 135 and above! Burt (1943),
on the basis of survey dara from the 1930s, found that some 1-0.5 per cent
of the total populatiohi fell within- that bracket. The Barlow Commitiee

(Vernon, 1963) estimated that 5 per cent of the entire age group had IQs -

of the same level as the better half of the students then at university.
In the 1950s the Scottish Council for Educational Research sponsored
"a study referred to above (McIntosh, 1959) which focused specification on
" estimating size of the pool of ability. The Crowther report presented
analyses of survey data according to which the percentage of the relevant
age group taking the advanced level General Certificate of Education could .
. _be raised from 9 per cent (which was, the figure at the end of the '1950s)
_ to 16 per cent (HMSO), 1959). In 1962 the Robbins Committee sponsored
- a survey of all the 2l-year olds to determine how entry to higher educafion
* was related to social background in terms mainly of parental education and
parental occupation. Finally, we should mention Furneaux’s (1961) study
which indicated that 20 per cent of an age group was capablc of the lcvel
of attainment required for matgnculahon
' Mclntosh’s inyestigation of.the pool of ablhty was conducted ‘with the
advantage of his being the Director of Education for the County of Fife in
Scotland. Its particular value.lay in its longitudinal character: primary
school records, secondary school progress and after school careers were all
studied ‘from somic 4,400 puplls Thus, the entire secondary school record
served ‘as a criterion in assessing the validity of the selection instruments,
which consisted of two intelligence tests, standardized attainment tests in
English and Arithmetic, and teachers’ scaled estimates of pupil attainment
in ‘these .subjects. The whole battery of predictors correlated as high as
0.86 with marks .obtained at the end of the' third year of seconddry-school.
On the whole, the various. predictors correlated remarkably well with the
* criteria.of success throughout the secondary school period. -
The main emphasis of the MclIntosh study is on detailed analyses of
thc predictive value of the various selection instruments. The analyses of
‘“able leavers” and the size of the pool of ability, therefore, can be re-
gardcd as by-products of ‘the work; nevertheless they are of particular
interest in our present review. , From them " one could conclude (albeit
somewhat irreverently) that the cxtrcmcly high predictive values reflect a
high degree of unanimity between teachers in the elementary and sccondary
school and indicated a high validity for the selection instruments in mea-
suring docility. The tests have ~be:c:n validated against teacher ratings and
. therefore reflect teacher opinion ab%\f( ’_,thc nature of scholastic aptitude. -
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The able leavers who, in spite of high total entrance scores, did not ‘"
get as far as taking a Leaving Examination, almost -3ll came from manual
workers” homes. *“ Without a sympathetic and encouraging home, a pupil
has little chance of winning through to the Leaving Certificate Examination”
(Mclntosh, op. cit., p. 124). There were twice as many girls-as boys among
the able leavers. . A o

The pool of ability was operationally defined as the sum total of the.
following three groups:s (1) Pupils actually attaining a School Leaving Certi-
ficate, in this case 6.3 per cent of the cohort; (2) “ Able leavers” (4.3
per cent of the cohort), and (3) Pupils with high scores who did not enter
higher school (0.5 per cent). Thus, the pool represented only 11.1 per cent
of the entire cohort. The limited size of the pool Mclntosh ascribed to the
fact that the standards in the School Leaving Examination were ‘‘unnec-
essarily high” in demanding equally good performances in many subjects,
with the result that those who were verbally oriented and had difficulty with
. mathematics and those who were mathematically oriented and had diffic Ity

& with languages were automatically handicapped. A revision of the critcgon
fqr'acadcmic success in secondary education seemed therefore to -be over lue.

"/ . Using the combined battery of predictors as criteria of scholastic apti--
/. tude and setting a cutting score at a level that corresponded to an IQ of
110, MclIntosh estimated that the pool should consist of some 16 per ‘cent

’ , of the entire age group. McClelland (1942) in his classical study of selec-
l' e tion for secondary education estimated that 16.7 per cent would be sudccss-
// ful in the secondary schools of that period. '

5 The Robbins Report Higher Education (HMSO, 1963) has a séction

on the “so-called pool of ability.” As we have already mentioned, the
Committee adppged a memorandum prepared by Professor Philip Wernon
(1963) that a'%n%pted to arrive at conceptual clarification of this; term,
i -while Sir Eric Ashby, in_his introduction to a special issue of the Sotiolog-
' ical Review (1963) oif British University Education -concludes t'hatf “The
? glib assumptions about a genetically determined ‘pool. of ability; from
; . which the better candidates can be selected by intelligence tcsi%‘ or by
r ‘

egge, evaporates under the analyses reported by Vernon and Newfield *

markgd that* the belief that there exists some easy method of asgertaining
an intelligence factor unaffected by education or background is outmoded”
(quoted from Silver, 1973, p. 193). ' - ’

-In order to elucidate the extent to which social background was related
to case of access to higher education, the Robbins Committee;sponsored .
a sur\\‘ey' that was carried out in 1962. Background was defined by the
status pf father’s occupation, social classes being grduped accorfling to the
‘Registriar_ General’s system of classification. The survey covered those who
at the ‘time were 21 .Jyears old, i.e., were born in 1940-1. The ultimate
relation, between social class and attainment of higher educatipn is shown
in Taplé 4.5. This table, indeed, conveys the impression that, pefcentagewise,
higher education is virtually a monopoly for thode with a professional and
1 . managerjal background. In absolute numbers they are roughly twice as many
as those \whose parents are manual workers — in spite of the% representing

less than| 20 per cent of the “population. The report sums up the position
by saying‘i *“The proportion of middl&‘dffs children who reach degree level
. N . : | ! [N ‘, ] M t. .

b
5

: g4

? ) [

achicvement in examinations, with the precision with which one cgn grade ~

(op. ¢it.s2p.iH1-12). Indeed, the Robins Committee (1963) itsclf had re- . -
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- courses is clght times as hlgh as the proportlon from working-class homes,
and even in grammar school it is twice as hlgh ” (quoted from Silver,
op. cit., p. 204).

Table 4.5 PROPORT[ON OF CHILDREN
REACHING HIGHER EDUCATION (H.E. ) BY FATHER'S OCCUPATION

In percentage

| - : _ .. Fulltime H.E.

No
Father’s occupation full-time Total
. : ?:5;1“ Othe; H.E.
Higher professional ..............coeeuvenee 33 12 .55 ‘ 100 ' s
Managerial and other professional ..... 1 - 8 81 100
Clerical ....ovviiieiiiiiiiiiiireeeiane, 6 4 - 90 100
~-Skilled manual ..........0 5 e 2 2 3 96 100 .
Scml- and unskilled manual 1 1 98 . - 100
] i : T3 L, , i5 4 81 100 .
Non-manual Girls<ooino. i, 9 10 8i 100
; R : 1037 OO 3 2 95 100
Manual Gl e I 2 97 100
‘Father’s ageon 18 or more ...... e ©'32 1 57 . 100
““completing full- 16 o0r 17 ............... . 14 7 79 100
time education Under 16 ............. 2 3 95 100

. " A.’ s
Source: Higher Education _(',:Iﬂhé_“Rubbinszeporl)~ London: HMSO. 1963,

o - v “r

E. A French Follow- Up Sludy

In 1951, seven years aftcr an extensive natlonal survey of the mtellec-
tual level of primary school pupils in France (Heyer et al., 1950), it was
decided to locate the childzen who in the 1944 survey had scored within the
top 10 per cent and the 46th through -55th percentile respectively. The
headmasters of the schools that the 6- through 12-year-olds had attended in o
1944 were asked to indicate whether, or not their pupils had pursued further .
studies after the age of 14 (when mandatory schooling terminated) and to
rate them on a five-point scale from “excellent” to *“bad” (excellent to
mauvais). The headmasters were not told that the purpose of the study,
conducted by Girard and Bastide (1954, p. 252 er seq. ), was to trace the
careers of very able and mediocre children respecuvely in relation te test
scores 7 years earlier. Of 9,157 children who in the 1944 survey belonged
to the relevant percentiles, information was obtained for 6,453 or 71 per -
cent of the original sample. Because of incomplete or in other respects
defective information, however, a further 1,200 returns could not. be used;
thus, the usable questionnaire material amounied to” 58 per cent. A com-
panson between the total 1944 sample and the subsample for which infor- A
,mauon was available in 1951 showed that the loss had not been selective '
/with regard to age, place of residence, or socio-ecconomic background.

It was found that scholastic success according to the ratings by teachers
in the primary school was related to the @t}cores as follows:
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Percentiles Excellent

‘ Mediocre
(According to test) - oF-g00d - _A‘Y,(:_@,SC‘__.T‘ or-bad— . Toml DU
91-100 vovrvrrerersneeneens e, 67 25 g 100
4655  oieiiiiiiiinn, e K} S 37 25 100

An overall picture of the extent to which the pu'rsuit of further studies

‘was related"to test scores in 1944 could be obtained from the information
received, even though in about 20 per cent of the cases no information was
available or the child had not yet reached the age when mandatory school-
ing expired. It worked out thus: . ST e

Percentiles Pursued further - Did not pursue

studies further studies
91=100 verererenn. 73 27
46-55 i . 47 : 53

Even if the researchers started their survey with the notion that the
intellectual level-as revealed by the test was the best predictor of scholastic
career, they had to think again, because it turned out that the pursuit of
studies above the mandatory school age was fairly closely related te socio-
econornic background and place of residence. Whereas only about half of
those who 1944 scored in the top 10 per cent bracket and had parents
who were farmers, rural workers or manual industriaf’ workers went on to
secondary education, almost a hundred per cent of the children of profes--
sional men, managers, and white collar workers did so. The difference was
even more striking with those who had scored about average (46th through
55th percentile). (For details, see table in Bastide and Girard, 1954, p. 268).

F. German Investigations
‘Lack of Chancengleichheit (equality of chances) and the existence of an

apparently extensive * reserve of ability '’ became matters of serious concern

to policy makers in the Federal Republic of Germany by the middle of the

published a' study of the participation rates in further-going schooling
(Gymnasium, Mittelschule, etc)) in the various Linder. Such comparisons,
by implication, challenged the hereditarian view on the distribution of talent
that Albert Huth (1956) had set forth some years earlier. Why, for instance,
did only 4 per cent of the young people in Saarland reach the middle
school certificate (mittlere Reife) as compared with 24 per cent in Schleswig-
Holstein? Or, why did twice as many girls in Berlin as in Hamburg take
the matriculation examination (A&tur)? Sich differences obviously could
“not be attributed to big differences in gene pools but chiefly to variations
in opportunity. : : ' P
As to participation :in university studies, it was notably Dahrendorf »

(1965) who brought the' Basic statistical facts out into the. open. Young
‘people whose parents were manual workers were heavily underrepresented
among the students at German universities as compared with some other
European.countries. By the Jbeginning of the 1960s, as Dahrendotf pointed
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out, roughly 50 per cent of the German work force consisted of skilled
or unskilled, urban or rural labourers, while only 5 per cent of the upiver-
sity students came from such backgrounds. Of this S per cent about three
quarters had parents who were highly skilled o- specialized. Thus the

- bottom stratum of society, 25 per cent of the work force, was represented
by only | per cent of students in the universities. The top stratum (1 per
cent), on the other hand, was rcpresenlcd by about 25 pet cent of the
undergraduate population.

) This disparity in the representation of the upper and lower social strata .

. could be traced back to the moment (age 10-11) ‘when the decision was

— -whether- or not to transfer .one’s child to the -Gymnasium, the secondary ——
~ - acddemic school ‘that would prepare him for university entry. In spite of
the fact that 'such transfer was formally open on the’ basis of individual
competition (the Beschulungsfaktor) the advantage taken of it in relation
to the proportion of the total population differed widely between the social
strata. Dahrendorf (1965) cites several case studies where children from
_professional homes' transferred some 10-30 times more than those from the
homes of manual workers. _ -
The. most important studigs of the *reserve of ability”’ in Germany.
were undertaken from the Umversnty of Tibingen during the 1960s, when -
Dahrendorf led a research team that concentrated, not only on the differ-
‘rences between social strata in paruc:patlon in advanced education, but
the identification of factors that acted as a *“'social filter”” in a system that -
officially was open to young people from all walks of life. In his report
_of this work on working class students at German universities (Dahrendorf,
1965) he concludes that it certainly docs not give a picture of a meritocracy
where people are assigned status according’ to IQ,.schooling and diplomas.
On the contrary, the universities are institutions of status confirmation,
. instruments of a socnety where status is ascribed. The family atmosphete
among manual workers-fs" not conducive to the aspirations and the support
that the French refer to when they speak of *la -famille éducogéne.” There
is a feeling of remoteness towards the milieu of hlgher education similar
to the way in which some Protsstants regard life in a monastery. It is
. both an affective and informational remoteness, and it applies also to the .
Gymnasium. with whose language-oriented curriculum working class’ young-
. sters feel no more afflmty than they do with the teachers who conceive
“it as their role to select the “right ” students.
One of the most important studies of the Tubmgen group was con--
ducted by Peisert (1967) on regional participation rates. The concept of
. density of education” (Bildurigsdichte) denoted the participation rate in
a partlcular area, and, among other things, Peisert looked into the rcgldnal
variations in the relative number of 16- to 19-year olds who were in full-
time schooling. . Berlin showed a relatively high density with 20 per cent,
whereas Northrhine-Westphalia came out with half that figure. The inter-
esting analyses were those where the data were broken down by Regie-
rungsbezirke (regions within Ldnder), by Kreise (counties within regions) -
and by Gemeinde (municipalities within counties). The lower the level of
aggregation, the wider the span of * education density " :

el

Variation between Ldnder (states) ~ - 12- 21 % participation
. Variation between Bezirke (regions) EO 10- 21 % participation
" Variation between Kreise (counties) . 3- 48 % participation
Variation between Gemeinde (muhic,ip’alities.; _ 0-100 % participation
- s A :
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" Peisert pomts out that educatlonal densny can be employed as an
index of the level of modernization. It turned out to be highly correlated
with, for instance, purchasing power and the number of hospital beds.

Since the participation rates were especially low among children whose
parents werec manual workers and farmers, Peisert conducted particular
analyses within these categories. The farming population in the Federal
Republic of Germany consisted of 9 per cent of the total population. In
the regions where- at least 50 per cent were employed in agriculture the
education density was 2.2 per cent as compared with 14.3 for the whole
country. There was also a negative corrélation between ‘‘educational

density” and the relative number of manual workers’ livifig in The area.
When studying - this relationship for.metropolitan regions it was found that
the correlat;on between ** educational density’’ and the proportion of manual
workers was 0.86 for Berlin, 076 for Hamburg, and 0.69 for Bremen.

~ Hitpass (1963) conducted suneys in industrial cities to determine the
size of the reserve of ability. and arrived at the conclusion that ‘more than
4 per cent of the elementary school population (in addition to. those who
actually applied and were selected for further studies in the academic secon-

.dary school) belonged to it. If all these entered a university, about 50 per .

cent instead of 5 per cent of all such students would come from homes of
manual workers.

A third group with a poor partmpatlon rate were the girls. Hannelore
Gerstein (1965) made a survey in the state of Baden-Wiirttemberg and
found that, during the years 1950-64, only about 30 per cent of the matri-
culants from the Gymnasium were female.

The  Bildungskommission of the German Council on Education
(Bildungsrat) in 1966 commissioned a group of leading researchers in the
fields of education and psychology in Germany to submit evaluative reviews
on the present state of research with regard to the development of scholastic
ability. One of the central issues in this connection was how hereditary and
environmental factors contributed to the outcomes of school learning. The
entire body of research pertaining io the relationship between ability and
learning was considered to be of basic importance to the Commission,
which had to advance recommendations for changes in the structure of the
German school ‘system. The core political issue was the one that faces most.

. other countries in Western Europe: how to change the structure and the

curricula’ so as to bring about more equality of opportunity (Chancen-
gleichheir). The fifteen contributions were edited by Roth (1968), who also
wrote an introduction. * - -

Aebli (1968) cmphaslzcd that the most |mportant reserves of ability
in our society do not consist of young people who alleady possess all the
individual psychological assets required to gel along in higher education. v
They consist primarily of those for whom *the prerequisites must be ;
developed.” Such prerequisite are certain basic cognitive skills, attitudes;

-values, style of ‘thinking, as well as some types of motivation. ‘*Certain

pedagogic and -institutional measures are required in order to bring about

_the realization of thesc conditions” (op. cit., p. 189).

Heckhausen (1968) in his contribut on outlines four basic requirements
that a school system in our society skould meet. One of them is equality
of opportunity (Chancengleichheit): ** An educational system should. try to

observe and try to level out thsﬂinequality of opportunity that stems from
, ~ '
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the differences in socio-cultural background of the students ” (op. citd,’p.
211. In a recent monograph, Heckhausen (1974) has analysed the concept
of educational equality within the context of achievement-motivated 'be-
haviour. He points out that attempts to bring about greater equality are
beset with certdin dilemmas which he tries to make explicit. The school is
there to impart competence and therefore tends to emphasize differences
in individual achievements. Equality of attainment cannot be achieved just
by equalized offerings but by increased individualization. Equality takes on
another notion if it is conceived of within a criterion-referenced context,
i.e., when the student is evaluated with reference to some kind of absolute
vee——... standard, and not primarily ranked with his classmates.

' Wilhelm Arnold (1968) refers to a series of studies which he himself
had conducted on ability and educational mativation. The exposition in
Roth (1968) is based upon five studies, each embracing between 40 and 77
students from grades 4, 8, and 10. Their parents were interviewed to find
out what aspirations they had for sending their children to the academic
secondary school (Gymnasium or Oberschule), and in the course of this a
measure was derived of the interest they showed in their children’s educa- .
tion and how well informed they were about their schools. Questionnaires
‘and intelligence tests were administered to the children and the teachers-
were asked to rate their academic aptitude with particular reference to the
secondary school.. School marks were also available. ‘

Arnold did not find any siguificant relationship between the economic
status of .the parents and their willingness to let their children go on to

. higher education. It was possible on the basis of the interviews to derive an
index of motivation reflecting such willingness and an index of information
_which gave a measure of how much the parents knew about the school
possibilities for their children, such as types of school, costs, sources of
information; and monetary allowances. Arnold summed up his findings in
the following -statement : , A

“The major reason the parents were against the choice of further-going
-education is uncertainty, lack of information; and resignation in terms
of whether the child really had the aptitude. This uncertairity is further -
reinforced . vecause the ieachers, lacking standards of comparison,
themselves are in doubt about the aptitude of the children and —
according to our criteria ~ therefore prefer to give-discouraging advice, .
One reason for the negative decision about further education in the
lower and middle social strata is also to be found in the lack- of confi-
- dence parents have in the ability of their children to perform success-
fully. The image of Gymnasium appears to the workman is as follows:
Relatively stern, alien, difficult, geared to men, frustrating and strenu-
ous. Among the working class, as compared with other strata, the.
costs tend to be overestimated ™ (op.’cit., p. 362). )

The motivition for sending children to the academic secondary school is
highly correlated with the parents’ knowledge of what that type of schooling
implies. Interestingly enough, parental motivation correlated' practically zero
with the ichild’s intelligence test score. Test score and teacher rating of
academic aptitude correlated only 0.34. :
Arngld also reports on a series of previous investigations in Germany
_that he and his co-workers had reviewed to obtain, among other things, an
idea of the size of the reserve of ability. Their conservative estimate was

that 3.5 per cent of those whose education terminated with the elementary
ey ‘ E
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school (Volksschule) possessed the aptitude to go on to academic secondary
education (héhere Schule); a more liberal one gave.8 per cent. According
to the same standards of estimation the vocational schools' contributed an
additional reserve that amounted to 6.6 and 9.0 per cent respectively of
their enrolment, : _ .
So far no comprehensive survey based on representative national
samples has been carried out in Germany. Ingenkamp (1968), on the basis
of studies that he and others made of the predictive value of tests used for -
selecting students for the Gymnasium, ¢oncluded that a * considerable num-

“ber of eligible children remain in the terminal classes (Hauptschule) ” (op.

cit., p. 415). When standardized achievements and intelligence tests were
:mployed as criteria of aptitude, he estimated, on the basis of several
studies, that of those who scorcd in the top quarter between 13 and 35
per cent remained in the terminal classes of the elementary school instead
of applying for transfer to the academic secondary school. ~

) G Dutch Studies

In a mefhodolo,gical appendix to his and Harnqvist’s contribution to

the Kungily conference on ability and educational opportunity in 1961, de
Wolff (Halsey, 1961, p. 147 et seq.) has spelt out the rationale for his

analysis of data obtained from the Dutch army classification test. He began

by making a distinction between the reserve of ability in a narrow and:in
a broad sense. The former concept includes only a limited number .of fac.’

.. tors accounting for. scholastic performances — mainly cognitive factors .as.

measured by conventional intelligence tests. The latter includes all relevant
factors, in additior to the cognitive ones — school matjvation, parental
support, scholastic attitudes and sc on. Following Ekman’s (1949) "analysis
of the concept, de Wolff" further- distingpishes between an actual and a
potential reserve of ability. The ‘actual reserve pertains to the situation. at
the time when the decision about further schooling is made and various

~ environmental factors have had time to contribute to the moulding of

scholastic capacity. The potential reserve refers to .an earlier situation, for
instance at the beginning of regular schooling. Basically, it relates to genetic

Building on a hypothesis advanced by Ekrhan (1949), de Wol.‘f de-
veloped a method for assessing the reserve of ability, which was subse-
quently. used by the Dutch Burean of Statistics. The criterion variable was

- Raven’s matri.ss which were part of the test battery given to almost com- .

plete age groups of Dutch army recruits. The distribution of test scores
for each of the three social stratz used .in the Dutch social statistics was
determined, and the participation rate by tgst score interval was calculated
for each stratum. The so-called r« lative coefficient of participation fof the
highest social stratum was regarded as the optimal, since it was there that
privileged social conditions prevailed. By these means, de Wolff was able
to assess the potential reserves existing in the other socjal strata.

- This method of de Wolff’s is, indeed, a very elegant one and repre-
sents considerable -progress; nevertheless. it is open to certain criticisms. In
the first place, the assumption that those who belong to the upper social
stratum are always given opportunity to develop their scholastic aptitude
according to optimal conditions can be questioned. Secondly, errors of

£
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measurement affect the estimation. Thirdly, sampling errors come into the
picture because miedical rejects were not included in the age groups sub-
 jected' to analysis. Fourthly, data are available folr men only, and the
- ‘assumption is ‘made that there are no significant sex differences in test
_score distributions. One could add to this list of critical points by observing
that the bel"cditary factors, because of selective breeding, differential ferti-
lity, and so 6n, might be different for the three social strata. o
The method developed by de Wolff was further applied to Dutch data
to get a broad estimate of the reserve of ability for education at university

level. Here, two additional assumptions were made : Assumption I, that the

- _coefficient_of participation could be raised half-way between :the values of ]
the two higher social strata (upper and middle class); Assumption II,.that ’

~ the “sex ratio in enrolment would remain constant. Estimates as shown in
‘Table 4.6 were then arrived at. S :

Table 4.6 THE PROPORTION OF AN AGE GROUP.
IN THE NETHERLANDS ABLE TO PROFIT FROM UNIVERSITY STUDIES

In percentage

- Potential uniyersity population according to
Actual enrolment -

Social class . .. Assumption | " Assumption 11
) Men Women Total Men Wérﬁchotél " Men Women Total
" UppeE .o . 26 - 10 18 26 10 18.° 26 10 18
Middle ........ ) 1 3 10 3 7 10 2 6
Lower ......... l 0 o 5 2 4 5 1 3

Q

Source: Halsey, 1961. - ) ’ S ’ . f )

As can be seen, the potential university population decreases- if ‘one makes
the assumption that the sex ratio will not change for some time. As a

matter of fact, it has changed somewhat since the 1950s when the data were .

collécted (see below). Furthermore, the actual enrolment has jncreased and
passed . the somewhat conservative participation ratio estimated more than
ten years ago. - v - S
The question ‘as to the size of “ unutilized talent »  and, conversely, to
_ what extent the “reserve” was exhausted, has often been raised in Euro-
pean countries that had a large increase in university enrolment in the
1950s and 1960s. Spitz' (1959) confronted university enrolment Jdata from
the Central Planning Bureau in the Hague with test data for almost com-
plete age groups of young males in the Dutch Armed Forces. A previous
study by Daniéls and Albinski (1958), which he criticises, was ‘based on test
data for university entrants alone. The investigators, employing a cutting -
score method, estimated that a minimum IQ of 121 for men and 135 for
women would be required for university studies. One has, to take into
account not only those who are in the system of higher education but
those  who for various reasons do not enter it. Information on their
intellectual capacity can be obtained by drawing upon data from the
military testing. o , '
Spitz' makes the assumption that young peopl¢ from the upper social
stratum are given optimal opportunity, both finadcially and culturally, to
= o1
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proceed with their education. Thus, the question becomes: How _many
lower-stratum_students.above a certain minimum-level of capacity, esfimated
~ 777" 'from data for upper-stratum students, are intellectually capable of profiting
from higher education? For each of the three main social strata Spitz

calculated the percentage that scored above the minimum for university

~  entrance and hence could estimate the size of the **reserve of talent”. He

also calculated a participation ratio — the number who entered higher edu-

cation in relation to available talent. Striking differences were found between

the three social strata and also between men and women. In the middle of

the 1950s the laiter had a participation rate of 19 per cent. By 1970 the

— e —..-.participation. rate. among women had increased to only 21 per cent, in spite
: of a total enrolment increase by several hundred per cent.since the 1950s.
This shows the inertia of the system in terms of broadening opportunities

for all categories. Spitz estimated that university enrolment-could be doubled

without lowering the intellectual level of the entrants, i.e. that it could be

raised from 2.5 per cent of the relevant age groups .to 5.4 per cent. In fact,

the increase up to .1970 turnéd out. to be much farger and amounted to

11 per cent of the relevant age groups. Professor Denis Kallen (personal
communication) gives assurance that the intellectual standard has not de-

_ “creased, - ~ .
; In a contribution to the 1962 Yearbook of Education Spitz (1962) dwells
; further on the methodolgg::al problems of estimating the reserves ‘for higher
L education. At this juncture he could refer to the. method developed by
de Wolff (1961) and presented at the OECD conference at Kungilv. -The',
*“talent-limit” or cut-off score method is, indeed, a very arbitrary one in |
making reserve estimations. But an._cher objection, already raised by Ekman \‘
(1949), is that aptitude for advanced studies is a multi-dimensional one. It \
is constituted not just by *‘pure” intelligence but depends on social skills,
motivation, health, social background and so on. The upper sofial stratum
.in the tripartite stratification can be used as a reference group where
optimal conditions for opportunities to enter and complete higher education
are given. From here, reserve estimations for the two other strata can be
-made under the assumption that the same conditions, by means of some
A

Utopian change of society, were offered to them.

The Dutch Armed Forces had_given Raven's matrices (a non-verbal
reasoning test) to almost completc age groups of 18-year old draftees. On ,
- v the basis of- the distribution of standard scores within each of the three -~
nain Social strata Spitz (1962) wds then able ‘to calculate transition and
completion -probabilities according to the method developed by Hirnqvist
(1958) -and deWolff (1961). Transition probability-is the student’s chance of
attaining the next stage in the educational hierarchy after having completed - ;.
the previous on€. Completion probability is his chance of completing the o
~stage successfully once he has entered it. If follow-up data are ,available
these probabilities can be calculated exactly. Spitz points out that transition
probabilities tend to be more strongly affected by the child’s home back-
ground ‘than the completion probabilities. This is in agreement with the -
findings reported by Boalt (1947) from a follew-up of an age cohort in
Stockholm, where the social handicap coefficient was higher for the selection
from elementary to academic secondary school than for grade point verage,

grade-repeacing or drop-out once transfer had taken place.
In the 1960s a large talent research programms under the directorship
of F. van Heek of Leiden University was carried out (van Heek, 1968):
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"The aim was to identify.the factors ‘that underlie the observed differences’

of participation in Dutch education by the various social groups and to
explore the possibilities of maodifying this participation by changing school
and teaching variables. The obstacles to equal participation seemed to be
strongest at-the transfer from primary school to academic -secondary school
and to be much less powerful once access had been gained to this type of
education. The project - therefore concentrated on ‘the transfer from pnmary
to secondary and -on the progressive selection taking place during pnmary ’
education. "A set of hypotheses was developed concerning the participation
of the different social - groups in education, the different attitudes toward
possible future changes in participation rates, and the consequences of these

““changes for the e¢ducational system and for society at large. Over the years

a good deal of research has been carried out to test these hypotheses. This
has included analysis of the socio-economic situation, in particular of adults
from lower socnal strata who had achieved rapid social promouon an’
assessment of the “talent reserves’’: a psychological analysns of the inter-
action between social background, educauonal_ choice and ability; and a-
study of the relationship between parents’ social background, attitudes and
so on and their children’s school careers. Of the findings from these studies
the following deserve particular mention.

1. Regional differences in participation in academic secondary school
are strongly co-related with the regional occupational structure of the popu-
lation, but differences within one. and the same occupational group can be

accounted for by differences in parental education.

2. There is no substantial reserve of highly gifted children for academic
sccondary schools (‘“ gifted ”_being those whose chances of success are high).
There is, however, a reserve of moderately-gifted pupils (those whose chan-
ces of completmg this type of school successfully are moderatc) _

‘3. For the moderately gifted, participation in academic secondary

. school is strongly related to parental education and to the social origin of
- the mother. Family budget, parental attitude towards education, and the

frequency of their contacts with school seem to have no impact.
4. If the educational level of the father is kept constant, *white-

" collar” and ‘““manual’ workers send their children in-equal proportions to

academic secondary school.

A pilot project carried out in a number of pnmary schools however,
gave strong suprort to the view that these fmdmgs should not lead to
discouragement. In an eight-week “activation” programme, it appeared
possible to increase considerably both the .measufed intelligence and the
achievement of children of manual workers. The report on van Heek's
talent research programme concludes with the proposal that special schools
should be opened for children from disadv antaged groups, offering both pre-

primary and primary education, so as to activate their potential talents.

H. Danish Surveys

In 1965 and 1968 the Danish National Institute of Social Research
conducted two major surveys with the broad aim of elucidating the situation
of young people at an age of 14-20. Representative samples were drawn
from the target populations of 14-20 and 14-year olds. The surveys foglsed

parucularly on the education and the career opportunities of young péople.
neoy :
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These aspects of the surveys have been dealt with by Hansen (1971) and
Orum (1971). Both authors, particularly Orum, also considered the problems -
of reserves of ability. . : '
Hansen (1971) devoted one section of the report on his survey to the °
- reserve of ability problem (op. cit., p. 42 et seq.). Like Ekman (1951), he
made a distinction between potential and actual reserve of ability, the /
: former being realized under socio-cconomic conditions that determine the /
- development of children of upper or upper middle class background, the,
latter being available under conditions present in a- class-stratified society -
where only a minority grows up in very privileged conditions. . The actyal
reserve, then, consists of youngsters, mostly of lower-class background who,
according to some valid criterion, have the ability and/or motivatién to '
- profit from higher  education, particularly at - the prc-univcrsiy) level
(gymnasium), but who haye not had the opportunity to-do so. R

When the 1965 sample of 14-20-yeat olds was asked what ccupation
they would choose if they could decide ‘what they would ‘most’ like to be-
come, 64 per cent of the youngsters with professional and marfagerial back-

- ground indicated occupations that require at léast the completion of upper
secondary school, whereas 23 per cent among those wiose fathers were
craftsmen or skilled workers and only 16 per cent among those of with
unskilled fathers made this choice. Only '14.per cent of the first group .-~
indicated occupations that did not require any further general education

" but-just_the completion of statutory elementary schooling and.-some voca-
tional training. The corresponding percentages for the-two latter groups -

.were 46 and 49 respectively. Since the majority-of the youngsters were

" about to complete, or had already completed; their school education, these
findings support the theory advanced~by several educational sociologists -
(see, e.g., Breton, 1970b or Bowles'and Gintisi 1973) that. the schdol serves E
as a sstratification instrumentin moulding the occupational aspirations of its
* students. I '

A simple,,fvbabulary test was used as a rough measure of scholastic
ability. Cautions in interpreting the findings were expressed by Orum (1971).
Nevertheless, by using the cutting-score approach, he estimated that the
intdke to the upper-secondary school (gymnasium).could be doubled without

- lowering the intellectual requirements. This is in accordance with the
findings: of similar surveys in Sweden (Husén, 1948) and Austria (OECD,
1965). ' L ' ' .
Whe:eas the Hansen (1971) survey included a stratified random sarfiple

- from the whole age range 14-20, the Orum (1971) study, which was con-
ducted in 1968, comprised only -i4-year olds who.will be followed up until
the age of 20. The base sample consisted of a 4 per cent random national
sample that included. 152 classes with 3,151 7th-grade students. “Fhe major.
purpoese of the 1971 publication was to. elucidate the relationship between

. social background, ability- and educational attainment on the complgtion of .

" compulsory schooling which takes place at the age of .14.. The llow-up
~ part of the study is planned to continue until 1975..Until then, i will not

be possible to assess relative iinportance of the various backgrognd factors
that have influenced the educational and occupational careers before the

age of; 20. : ’ o .

’ The socio-economic groups, into which the sample was

were : /
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1) Professional, managcnal “civil servants
i) Middle manadcmcn(
iif) Supervisors |

iv) Clerks, craftsmen, and skilled workers
v) Unskilled workers. '

Three types of abullty measures were used: (1) a group test of gcncral

,'1n(cll|gcncc, (2) a test of spatial ability; and (3) a test of inductive ability

(number serics). Thcjdlffcrcnce in mean score between children with- pro-
fessional and managcrial background and those whose parents were unskilled
workers amounted to, one standard deviation on the verbal test, 0.8 on the
test of inductive abiljty, and 0.6 on the test of spatial ablllty The differ-
ence between those whose parents had passed matriculation €xamination and
those who had only 7 years of elcmcn(ary schoolmg ‘was 09 of one
standard' deviation, o

- Orum (1971) showed that, in.spite of the large difference in the propor-
tion between socio-economic groups (i) and (v) (81 versus 25 per cent trans-
ferred to, or chose, the academic track in the secondary school) the same

standards in terms-of intelligence test scores had been applied. The lowest

decile among those admitted was even higher in group (i) than in group
(v). ‘Therefore, no more in terms of at least verbal intelligence was .required
from lower-class students than from 4uipper or middle class. This only proves,
of course, that the intelligence test alone did not account for differences
between the socio-economic groups in transfer to (or selection for) academic
secondary education. Since intelligence tests in the first place were not
employed as selection criteria, and since differences in intelligence test
scores. at most account for half the variance in'scholastic achievement,

‘social class bias m terms of nou-cognitive factors may very well have en-
tered into the selection procedure. But the percentage of those admitted -

to the academic ‘secondary. school decreased with falling socio-economic
status (from I to V) within the respective test. score intervals. As can be
scen from Table 4. 7, this is particularly striking for students with average
verbal intelligence’ for whom social background appears to have great
influence.

" Table 4.7 ENROLMENT
IN THE ACADEMIC SECONDARY SCHOOL PROGRAMME -

L AMONG DANISH 14-YEAR OLDS,
4 / BY SOCIAL BACKGROUND AND TEST PERFORMANCE

: Sacial background

Test score interval ] & :

i ' High I I I . Iv .Low V
- 24 : - ) ©) 0) o) -
25-34 i 0) | 0) o 2 5 : 2
35-34 nn (8) (22 17 10 . 9
45-54 iiiiiiiiinninns . .74 61 46 36 28
55-64 coiinininiinnn. - 96 82 68 - 72 59
65-74 it 97 ‘ 95 .93 93 (69)
TS5 = i : - - (100) -.(100) (100)

Aruitoxt provided by Eic:

Note: Percentages in brackets are based on less than 25 cascs,
Source: Orum. 1971
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L. Swedish Research on the ** Reserve bf Ability”

Before surveying the research conducted in Sweden in the 1940s and
1950s with the specific-aim of estimating the size of the“reserve of ability”
we shall briefly review some studies of social class * representation ™ at the
sccondary and university levels, since it was !hese studies that brought
about an awareness of the existence of a ‘‘ reserve’ :

It has already been observed that, since the mldd!c of the 1940s, re-
search on the ‘“‘reserves of ability” has been concomitant with the Swedish
schopl reforms (Husén and Boalt, 1968). The 1950 Education Bill, which
introduced the comprehensive school on a- pilot basis, made reference to -
surveys carried out by  Husén (1946, 1947, and.1948) and Boalt (1947),
designed to assess the proportion of an age group capablc of paSSmg both

__the middle school and the matriculation examination. - .
Several Royal ,Commissions dealing with various aspccts of Swedish- ;- -

education during ti\c 1940s and 1950s either sponsored survevs or drew.

-upon information already available tS elucidate the extent to-which “students

from different home backgrounds (defmed either by social class or by

. parental occupational status) participated in academic secondary and univer-

sity education. Most of these surveys focused on how students reaching the
matriculation ‘examination or entering the university were recruited from
varlous social strata — usually. defined as upper, middle, or lower class..

The 1940 Royal Commission, which had the formidable .mandate of
drawmg up a ‘blue-print for revising the structure and content of the entire
primary and secondary system, followed up an age-cchort of students who
had entered “various. types of junior academic secondary schoals, with parti-
cular reference to the four- and five-year realskola: The issue over which
the Commission was split was whether the transfer from primary to aca-
demic secordary -school should occur for all children after grade 6, when
they would go to the four-year realskola, or whether some (allegedly the "

~more able) ‘should be allowed to transfer immediately after grade 4 to the

five-year realskola (Husén, 1962). The various characteristics of these two
types of school had then to be elucidated, among other things the socio-
economic factors behind their respective enrolments. The Commission
studied the whole population of students who enrolled in the various types

"of realskola as well as the gymnaslum and followed them up until 1944

The enrolment by social class is shown in Table 4.8.

Table 4.8 SWEDISH SFCONDARY SCHOOL ENROLN/TENT
IN 1938 BY SOCTAL CLASS :

In percentage

-Social class

Five-year lFour-ycar Four-year . i State. - distribution

Social class © state state municipal .
Realskola' Realskola  Realskola Gymnasium _ poapTxfantigon
Upper .o.ovvvvennen. : 18 9 L7 28 5
Middle- ......... ceeeen 58 55 50 61 38

‘Lower ......co.eeeenel . 24 36 43 s 57

Source: SOU 1944:21. Government Printing Ofﬁcc
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Still in 1940s, the Royal Commission on Student Aid sponsored a study
of . the social background of-secondary school matriculants and university
students carried out by S. Moberg and C.E. Quensel (1949). They arrived

“at tHe percentage shown in Table 4.9. Later, Moberg-(1951) conducted a
thorough follow-through for three age groups of matriculants and studig
their university and occupational careers in relation to their social ‘back/

‘ ground and school marks. p. S a
> . ) - ’
e : - ‘ C L . :
) Ce Table 4.9 SWEDISH SECONDARY SCHOOL
T MATRICULANTS AND UNIVERSITY .
STUDENTS IN THE 1?405 BY SOCIAL CLASS ) . j’
B 6‘ . . > o ‘ . ° N N
y o : . In percentage H
| ] , . Students Studcnt; .
SRR S et . “rcgistered for enrolled
% -7 | : ,nglsl .ﬁ!ass matriculation . . at the.
e : ) . examination University
. Upper ... 81 Cos8
. . Middle ................. 42 . 36 ' .
coL .. Lower .....ccceeiennnns i ' 6 - .
Total cocoerereneerens . 100 100

- ; * Source: SOU 1948:42, Government Printing Office, p. 31.

* . Ina follow-up stydy by Husén (1950, 1969) in which the entire male
‘population - of the city of Malmbd was traced from the third grade of ecle-
" mentary school (age 10) via induction to military service (zge 20) to occu-
pational status at 35, it was shown that enrolment in the academic type of
secondary school was Véery unequally distributed through the social strata.
The percentage of further schpoling within the fgur socio-economic groups
into. which l}hg population had been divided arc'shown“l'h Table 4.10.

’ - ) | ) X K\ ’ - 5 N
‘o~~~ Table 4.10 TRANSFER RATE TO ACADEMIC SECONDARY EDUCATION
s IN THE CITY OF MALMO FROM 1938 TO 1948. BY SOCIAL CLASS

relation to social and geographical background, education and tested intel-

..ligence was conducted in.Sweden by Neymak (196%). This investjgation  was

based on a 10 per cent sample of the total age group_of conscripts, com-

prising practically all males born in Sweden in 1928. *The first set of data
o : ne

E . - 9_’
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' : o \ i Furthegeducatioh
o .
. . : In —
Social class\ \ In secondary . In Realskola : N
: academic school ~ only -Gymnasium
. (per cent)
UpPEr cocvrveenrens LN 24 .6l
Middle .ovoveiecnennann, a0 N 30 10
Upper-lowers............. 22 : 13 - - .9
Lower-lower ............c..... Feevnses 12 9 -3
Source: lipsc’n. 1950, . o . ) ' 3 .
L 3 What has ‘become recognized as the classical survey of migration in

v
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was collected in 1948. The number of sons from various occupational
categories who had taken the university-qualifying matriculation examination
or the examination from the rea/skola (lower secondary school) varies quite
a lot, as can be seen from Table 4 1.

Table 4.11 NUMBER OF SONS OF VARIOUS OCCUPATIONAL CATEGORIES
GOING TO ACADEMIC TYPE OF SECONDARY SCHOOL

(Investigation based on 10 per cent sample of all 20—yéar-olds born in 1928)

In percentage

Proportion Proportion
‘having passed  having passed
matriculation middle-school
examination  examination
A. Farmers: :
1. Farm Owners ..o.oiveiiiiiininiiiiiiieeieneninnenens 2 3
2. Tenant farmers ........cccccvveeiiiieninnnnnninn, 2 2
B. Small-farm owners:
1. Farming, gardening, forgstry, ctc ........... 0 -0
. 2. Farm labourers with smallholdmgs ......... 1 1
g " C. Fishermen ............... e e te et e e e e eeneane 0 0
D. Small merchants .......c.ccevvveniiiiennnns 1 21
E. Small manufacturers and artisans 9 9
F. Building contractors ........cc.ccovevveveneecennionnnne 9 13
“G. Repairmen ...................l PN 0 9
‘H. Taxi OWNErs, €4C. ...ouveeeeeeenoeeeeeeeereneganns 2 13
I. Civil servants:
1. With university training ................cooon 80 115
2. Other specialised training .. ’ 53 21.5
J. Managers ..o 70 17
K. Middle and low grades of managerial posts. .... . 23 345
L. Supervisors and technicians:
1. Tn public service with assignments not .
requiring advanced general education ..... 15 ' 35
2. Privately employed ........cccoeiuiiiiininiinnenn. 8 20
3. Foremen 3.5 14
M. Salesmen ... ..cc.coiiviiiiiiininiiieeen e e 20 8
N. Workers in public services: ) :
1. " Firemen, poiicemen, coastguards, ete. ...... 2 23
2. Traffic workers (railway, bus, tramway),
POSLMEN .. .iiiiiiiiiiiiiieeiieeeeaesenaesenees 5 9.5
0. Skilled workers in industry: ’
1. Construction workers ............c.ceeevunennnnns 2.5 - 15
2. Craftsmcn (skilled carpenters, mechan-
U HES, CCL) ceiiiiierineeneeeeiecen e eenaeaanes 3 . 12
P. Semi- or unskilled constructlon workers: ‘
1. In public services ..........iccoeeiiiiiiiniirinnens 1.5 1y
2. Road workers, railway workers ............... 0 1.5
3. Construction workers (building |
INAUSEIY) oiviriiiiiiiiiei e erens 0 3
Q. Workers in industry of other categories
than QO and P ..oocvvvininiiiiiciercceeens 1 5
R. Forestry workers .......ccccovvvieriiincennnnnnnnns boee 0 2
S. Farm labourers (other than B.2 above) ..... ; 0.5 1
T. Workers in transport and distributive trach\... i 0 - 3
U. General labourers ..........ccceevuvevinenniionn.sd 3. 3
.
Sources: Neymark. 1952, and 1961.
ey ¢
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Findings such as those presented in this Table, showing a high *“over-
representation” -of students from upper or middle class homes in the

academic type of secondary sthool and among entrants to the university,

naturally give rise to the question of the extent to which a *‘talent reserve”
existed in. the lower social strata. Thére was no reason to believe that the
working class (more than half the population) was unable to provide more
than 10 per cent of the university students, while the upper class (less than
10 per cent of. the adult population) produced flOm three to give times as
many.

Moherg (1951) showed that the proportion of students from lower

" social class taking the matriculation examination had been fairly constant

between 1910 and 1943. Even if we assume that social mobility might have

-brought about a higher-level of potential (hereditary) scholastic aptitude in

the middle and upper classes, the difference in enrolment between them and
the lower class must be accounted for by other factors, such as the earning

- power of the family, the level of educational aspiration of the parents, and

their attitudes towards higher education.

It is of interest now to take a look at the series of Swedish studies

to which we have already referred — those that, from the mid-1940s, set out -

to estimate the actual size of the “talent reserve”, or the potential
academic population. To make possible an investigation of the size of the

_potential academic secondary schoo!l or the potential university population,

two conditions have to-be met. First, comparable measures of ability, such
as intelligence test scores, achievermnent test scores, or standardized school
marks, have to be available for representative samples. Secondly, the system
of registration should enable: follow- -up studies for .a number of yeafs. The
first condition is self—evndenﬁ, since no dependable ‘estimates can be made
unless ability data for reprdsentative samples of individuals are available.
However, an estimate must pe based also upon a follow-up of the sample

from' the ‘moment in the school career. when orgamzatxonal differentiation
"begins until schooling itself i finished.

The whole age group of conscripts for military service, 20 years old,
provided the data for the first comprehensive investigation in this field in
1945 (Husén, 1946). Complete information was collected for 44,011 indi-
viduals who comprised more than 95 per cent of the total male population
born in 1925. The conscripts were given a group intelligence test. composed
of eight sub-tests, most of them verbal in content. The tested population
was broken down according to formal education-into the following sub-
groups: clementary school only; middle -school (realskola) without leaving
examination; middle school with leaving examination; university-preparing
school. (gymnasium) without leaving examination; university-preparing school
with leaving examination; and university studies.

The test -score distribution for each group was determined, as was a
series of measures of spread, such as the 10th percentile, the lower quartile,
the higher quartile, and the 90th percentile. The potential academically
talented school population was estimated in the following way. A compa-
rison was made between those who had reached the middle school examina-




tion and those who had dropped out, mainly because of failure to meet the
academic requirements. Only 5Q, per cent of the intake in the realskola
reached the -leaving examination in due time. Another 10-15 per cent
repeaied one or more grades. -The number of students not being promoted -
at the end of the spring semester was on average 10 ‘per cent. If one were
to omit those who_score below the 10th percentile in the Teaving examina-
tion, one would have to somit also some of those with low intelligence
who, by coaching or other means, had “survived” the realskola and
managed 'o pass the final examination. A cutting score at'the 10th per-
centile for those who had reached the leaving cxamination divided the

. distribution of those who did nof into equal halves which corresponded to

the opinion held by some investigators that about half the failures in the
realskola were caused by lack of intelligence and the other half by non-
intellectual factors. Applying this cutting score to the distribution of the
total age group and the sub-group with elementary schooling only, we
found that 33 per cent of the total age group scored an IQ of 107 or
above, which implies that the realskola had intellectual requirements that
would fit the best-endowed third of an age group. About 20 per cent with .
elementary schooling only had scores above an IQ of 107.-They therefere
constituted the - ** reserve of ability "’ so far as the junior academic secondary
school was concerned. : :

Applying the same procedure to those who entered gymnasium, we
found-that 14 per cent of the age group would have the intellectual capacity
to pass the matriculation examination (studentexamen). We could then

~determine how many of the tested group with formal schooling above the

cutting scores for the middle school examination and the srudentexamen
had the potential to profit from further education. In this event, it turned
out that less than half of those having these scores in the total age group
had actually proceeded to more advanced education. Only about a third
reached the studentexamen, which indicated that the potential university
population was considerable.

The same methodology was applied when replication studies were
carried out on the age groups from. 1946 through 1948. Thus, four age
groups, making a total of around 175,000 individuals, were tested and
school records collected (Husén, 1946, 1947, 1948 and SNS, 1950). It

~ should be pointed out that the intelligence test employed was completely
. changed after 1947. The findings for the four age groups are presented

in Table 4.12.
Since, at the end of the 1940s, the number of students actually taking

“the malriculation examination was about 5 per cent of their age' group,

ERIC
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one might say that the “talent reserve’ consisted of at least as many as
those who passed it and, in the majority of cases, went on to university.
The same conclusion applies to those who passed the junior secondary’
school t«xamination. This would indicate, then, that a tremedous talent
reserve, mainly in the lower social classes, was not being used for the
types of occupation for which the academic schools give the basic prepara-
tion. However, even among social scientists, some doubts were expressed
about the existence of a substantial ‘“‘reserve of ability.” The fact that
only 1/2 per cent of the children of manual workers reached as far as
the matriculaiinn exarnination did not shake the conviction that the reserves
were small (Queisel, 1949). S e '

L%

100




Table 4.12 ESTIMATE OF THE NUMBER OF INDIVIDUALS

WITHIN TOTAL AGE GROUPS CAPABLE OF PASSING
LOWER SECONDARY SCHOOL (Reaiskola) EXAMINATION =

AND UNIVERSITY ENTRANCE EXAMINATION (Studentexamen )

In percentage

Iz}

Proportion of individuals above test score limit

for lower secondary school

for university entrance

E

Q

Age group examination (matriculation) examination

S Among those i - Among those

\th:mrégtal with elementary vt,/l"ehmr;zm! with elementary

8¢ group schooling only’ ge group schooling only
1945 coeoeennnne 33 22 to 14 5
1946 ............ 32 . 20 13 5
1947 ............ 32 : .19 -12 4
1948 ............ 33 ‘ 2 13 5

Sources: Husén, 1946, 1947, 1948: SNS, 1950.

The methodology that has been briéfly described here for estimaﬁng
the relative number of academically talented young people and assessing

the extent of a reserve of such talent that lies unused has several weak-"

nesses. These we will consider in turn.

To start with, the lack of reliability of the test used as a measure of
ability constituted a source of error. The distribution of scores for those
who have passed a certain type of schooling and those who have not
entered it-will overlap more than would the distributions of the “true”
scores because the error variance increases the overlap. This means, then,
that the number of those with lower schooling who pass the critical score
can be inflated by insufficient test reliability.

A much more important source of error, however, was pointed out
and analysed.by Ekman (1949). A group intelligence test is far from per-
fectly correlated with either the level of formal schooling reaclied or the
criteria of success in the academic schoo!. Under favourable circumstances,
the correlation ceiling is about +0.70, which means that about half of the

~variance in school performance can be accounted for by factors measured

by intelligence tests. Ekman (1949) showed that lack of validity is a much

_more important source of error than lack of reliability in that it will con-
- siderably -increase the overlap between the distributions of the sub-groups

and-therefore contribute to an over-estimate of the size of the talent reserve.

A third source of error was the following. The test was administered
at the age of 20, i.e., after the differentiation in various types of schooling
had taken place. Those who had gone far enough to reach the’gymnasium,
or had passed the matriculation examination, were tested either when still
in school or immediately after having finished it, whereas those who had

left after completing elementary school only (age 13-15) were at a disad-

vantage,.since the skills measured by 'the paper-and-pencil tests could have
become ‘“‘rysty ” over the years. In a ten-year follow-up study it was shown
that the academic type of schooling leading to studentexamen improved the
IQ by at least ten points (Husén, 1950). Harnqvist (1959), employing a
more adequate method,,estimated the rise in IQ to. be about fifteen points.
| 109
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This source of grror tends to reduce considerably the overlap between the

distributions compared and would contribute. to an underestimate of the )

intellectual reserve. It is therefore highly desirable to measure intellectual
capacity before any differentiation in formal schooling has taken pla

To meet ‘these criticisms in advance, one should, then, make these
qualifications:

(1) A reserve in a wide sense should be distinguished from a reserve
in a narrow sense. In talking about a reserve in a wide sense, we include
all the factors (cognitive and non- cognitive) that are related to success and
failure in the academic type of schooling. In the above-mentioned studies
we were able to cover only cognitive factors, and the cstimates are there-
fore limited to reserves in the narrow sense. It has been suggested that
this should be called the “ intelligence reserve,”’

(2)\ A “potential reserve” should be distinguished from an “actual

reserve \ In tests administered at the age of 20, part of the individual
differencqs are due to variations in formal schooling and to other expe-
riences during the interval between leaving school and the point in time

when the Yest is administered. The ideal conditions for.a study of the size

of the *“talent reserve” would therefore-have to include access to data
pertaining to intelligence "and school performances at the ages of, say,
7-10, and thereafter a follow-up of the students until the age of 20 or 21,
when the students have completed the upper secondary school.

-Before laaving this particular topic, we should, perhaps, take note of
some findings\from a ten-year follow-up study in the city of Malm®o cited
above (Husén,\ 1950 and 1969). The school careers for an almost complete
age group of about 700 boys were followed from the age of 10 to 20. A
group intelligence test was administered at both ends of the follow-up
period. The group was uivided into four social strata: upper, middle, upper-

lower, lower-lower. The number of secondary school entrants (in per cent) -

within each social stratum with an IQ above 100 or rated * above average »

by the teachers is givcn in Table 4.13.

\

able 4. 13 PERCENTAGE OF STUDENTS
ENTERING ACADEMIC SECONDARY EDUCATION
in the city of Malm®. by social ¢class, IQ and teacher ratings

}

. U . : -
: \ Upper - Middle PR youen
| .
1Q above 100 ....ocoveciiideviieeeiiinniae T 17 12 5
Scholastic aptitude above average )
according to teacher ratings ... reeeen 78 22 12 10

Source: Husen. 1950 \

T
1

The most Significam empirical contribution to Swedish research on the
size of the talent reser\e has been made by Harnqvist who conducted a
survey on the reserve of ability for higher education for the 1955 Royal
Commission on University Reform.(Harnqvist, 1958). In this;, he was able
to draw upon theoretical conceptions derived from previous research,
particularly by Ekman (1949). But he himself made several new comribu-
tions to conceptualization and methodology in this field. Thanks to the

effectiveness of registration of ccnsus data, he could draw samples at several
A0aA
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" points in timie for which retrospective data were alleady available and thus
did not have to wait for results of follow-up enquiries.
The school records of two large samples were retrospectively studied:

one that completed the fourth grade of the elementary school in 1945 and -
- the .other. that completed the penultimate grade (gight school year) in the
realskola in 1949. The sampling technique employed was stratified cluster -

sampling with systematic selection within strata. The elementary school
group contained a  quarter of the fourth grade classes in Sweden, a total
of about 10,000 boys. Since Hiarnqvist wanted to use the test data obtained
during induction to military service, this sample was confined to boys. The
reaiskola group contained 3,600 boys and 2,800 girls. School marks were
available for the end of the fourth grade in the elementary schools and for
- the realskola group.

Harnqvist adopted a modification of a method proposed by EkmanA
(1951) which he called the ““ probability " method (sce Halsey, 1961, p. 147,

et seq). Its essential points are these:

1. The assumptlon is made that all upper class children who -have the’
necessary minimum capacity to profit from academic secondary school .

education actually get the opportunity to go there. Previous studies by
Husén (1950) and Neymark (1952) had shown that in the 1940s about 85

per cent of the upper class and upper middle class children had obtained .

some secondary academic type of schooling and about 60 to 65 per cent of

that group had passed the university-qualifying matriculation examination

at 19-20. There were even rare cases with an IQ below 100 who had
succeeded "in" getting into the gymnasium. The probability that, under op-
timal conditions, a student at a certain ability level will transfer to the
academic type of school is therefore determined by the percentage of boys
at. the same ability level within the upper social stratum who actually
transferred.

2. The number of students at various initial levels (accordmg to school

marks) is multiplied by the probability computed at each initial level from
. social stratum 1. This yields an estimate of the number of students in social
strata 2 and 3 (middle and lower) who, given the opportunities of those in
the upper stratum, would have the potentlal for transfer to academic edu-
cation.

3. The “probability ” that a student, ‘having embarked upon academic

education, will pursue his education to a leaving examination is derived
from data available for social class 1 (upper). The assumption is, then,
that in social class 1 it is optimal conditions that k"ep the student in school
and prevent him from dropping out.
' 4. The numbers of students in the middle and lower classes calculated
by the process in (2) are multiplied by the probab,llmes arrived at by (3).
This yields estimates of how many students there arc in social classes 2
and 3 who have the capacity to pursue their studies to the leaving examina-
tion, given the opportunities of social class 1.

5. The numbers arrived at by the calculation in (4) are then totalled

and reduced by the number of students who actually reached .the school-

leaving examination. The resultant figure is the estimate of the talent re-
serve. According to Ekman’s (1951) terminology, this is an estimate of the
“ potential reserve in the wider sense.”

One table from Hirnqvist’s survey (which is reviewed in Husén and
Bpalt, 1968) is presented by way of illustrating how- the probability of

a0t
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‘students being transferred from one level of formal schooling to another
_were calculated. Table 4.14 illustrates the probabilities for transfer from

realskola to the upper stage of secondary academic school (gymnasium).

No less than 61 per cent of the students in the upper stratum haa‘\
passed the matriculation examination which gave admission to the univessity,
as compared with ‘only 4 per cent in the entire sample. Weé notice that the
probabllny of getting a higher education with a relatively low grade-point
average is much higher for children from the upper class than for children
from the rest of the population.

Using the. procedure descrlbed above, Harnqvist arrived at the following
results:

‘Number of students in an age group:

1.” having actually passed university admnssnon .
(matriculation) examination, ..............cccoiiiiiiiiiiiiniinan... 8.2%

2. having passed leaving examination from realskola but; ’
according to estimates, capable of passing unnersxly o ,
admission examination, ..... BT U 4.1%

‘3. having not even been transferred to realskola but, according

to estimates, capable of passing the university admnssnon

examination (matriculation examination), ........................ 15.5%
4. having passed leaving examination from realskola but, ) :

according to estimates, not capable of passing university

admission examination, ..........ccoeiiriiiiiiiiiis e eeaaeannns 6.5%

5. having not beeén transfered to realskola but, according

to estimates, capable of passmg the leaving exammanon A
from realskola, and ........c...cccocoiliiiiiiiiiiiiii i, 17.1%

6. not capable of pascing leaving examination from realskola . .. " 48.6 %
Total ........... errerereenien, deteiiiaaaans LR TRT - -100.0%

According to Harnqvi~t’s method of estimation, therefore, about a
quarter of the boys within an age group (categories 1-3 above) had the
potential to pass the university admission examination. Since ofily about -
8 per cent of an age group actually passed it in 1956, the potennal univer-
sity reserve in a wide sense was, then, about one -fifth of the dge group.
The potential reserve in the wider sense would have been about’ one third

-of the age group. In conclusion, then, Sweden at the beginning of the

1950s did not develop even half of its intellectual potential or even one
third of its potential university population. )

The crucial question in discussing the validity of the results obtained
in this study is the extent to which the basic assumption itself is valid.
One might question the assumption that, given the environment of the
upper ‘class, the young people now in the middle and lower classes (with
the same initial capacity in terms of school marks) would, in fact, proceed
to the academic type of secondary school and pursue their studies there as
assiduously as most upper and upper middle class students do. To be
fully valid, this assumption must presuppose an almost perfectly egalitarian

" society for more than one generation. Research on educational motivation

and aspirations has shown that attitudes towards higher education; such as
willingness to encourage one’s children into it and the setting of.a relatively
high level of aspiration, are not as closely related to the economic as to the

educational background of parent}sq !F;or example, 68 per cent of the sons
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Table 4. 14 FREQUENCY OF TRANSFER TO “ GYMNASIUM"
AND OF PASSING MATRICULATION EXAMINATION BY SOCIAL CLASS AND GRADE POINTS

Upper-class Middle and lower-class Entire sample
. P_asscq [{assec.i Pass
Total university Total B : university " Total unive
Sum of grades Transferred admission Transferred admission . Transferred admis
sub-group X exami- sub-group exami- sub-group exa
/ ‘ nation nation nati
1 2 3 .4 5 6 7" 8 9
105 e, .28 6 6 101 8 4 14 i
11.0-13.0 ..... © 167 82 52 403 0 37 570 152 R
-13.5-15.5 .. 269 . 160 116 679 176 123 948 336 2
16.0-18.0 ..... 250 202 162 577 236 198 827 . 438 33
- 18.5-20.5 ........... 175 . 148 138 323 168 148 . 498 316 . 28
21.0-23.7 ...eees 107 - 103 98 214 145 140 321 248 C 23
23.5-25.5 ..l . 49 46 46 135 98 . 94 184" 144 14
26.0-28.0 ........... : 31 o 31 KT I 63 53 53 94 84 :
28.5 e 14 .14 14 16 16 16 . 30 30 : j
Total ........cieeeel 1,000 ' 792 663 2,511 970 813 3,601 1,762 l,4i
Source: Harngvist, 1958, R '
: -
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of graduates pass the matriculation examination to university. The cor-
responding figure for the rest of. the occupations included in the upper
social stratum is 42 per cent. In her study of Bildungsabstinenz (*‘ educa-
tional abstinence ") among manual workers Susanne Grimm (1966): parti-
cularly emphasizes the influence of certain socio-cultural factors, such as
parental “education, rearing practices, the acquisition of language skills and
achievement motivation. . '

As an estimate of the. talent reserve in Swedish society, as at present.

_constituted, the figures quoted above overrate the resources; but in a

~

Utopia, where all parents share not only upper class economic privileges but
upper class attitudes and aspirations as well, they would probably give a
fair statement of the position. ‘ :

4. WILL THE POOL OF TALENT SOON BE EXHAUSTED?

Those who advocate a status quo for the educational system and who
also tend to favour a selective school structure that channels only an élite
to more advanced levels often (somewhat rhetorically) raise the question
whether the pool of talent will suffice in an era like ours when enrolment
at advanced levels is increasing. They foresee a lowering of standards as a
result of expanded access to higher education (see, e.g. Cox and Dyson,
1969). _ A :

In another publication I have dealt at some length with various aspects
af the question whether the opening up of new opportunities and broad-
ening of enrolment leads to a lowering of standards (Husén, 1974b). The
fact that in some countries the total enrolment to upper secondary educa-

" tion and to first-degree courses at the university level has increased by

more than 400 per cent (OECD, 1971) and that ‘the proportion of young
people from lower class homes going to university has increased from about
1-2 to close on ‘10 per cent may well make one ask if the * reéerve of
talent’ has been tapped to the bottom. '

Before' examining some empirical evidence we should be clear that a
reply to the question posed in the title to this section will depend upon
how static one’s conception of talent is. Those who express worries about
exhausted intellectual resources and inflated standards tend ‘in most cases
to be believers in inherited talent, i.e. to conceive of talent as a fixed
genetic asset' that cannot be improved except by eugenic measures. Those
who take a more environmentalistic point of view, on the other hand, hold
that the available capital of talent can be considerably improved and/or
expanded by redesigning and improving the circumstances in which young

" people grow up.

Q
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There are three sources of evidence to suggest that the pool of talent is
to some extent expandable: , :

(1) Follow-up studies which have compared students who went on to
advanced formal education with those of thc same initial intellectual stand-
ing who did not, indicate that IQ can be considerably *“improved’ by
further education (see, e,g., Husén, 1950 and 1969). :

(2) Cross-sectional ‘studies of age cohorts with regar! to IQ and
achievement level consistently indicate an improved standard of performance.
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A D106




The Scottish surveys in the 1930s and 1940s are cases in point (Scottish
Council, 1937 and 1949). National surveys of childrens’ - achievement in
" reading at 11 over the years 1948 to 1964 in England indicate “a remark-
able improvement in standards’> (HMSO, 1967, p. 260). Snrveys in major
cities in the United States, however, show a decline in mean achievement
scores in the 1960s. During the last decades, a censiderable reshuffling
of the structure of enrolment has occurred as a result of the influx of poor
minority families which in some cities (for instance in the borough of
Manhattan) now make up the majority. ) S ' .

(3) The average! levels of performance on IQ and achievement tests
have been compared over a long time span during which high school enrol-
mernt has increased. One should in this connection refer to Finch’s (1946)
study in the United States. He plotted the mean 1Qs of high school
students in all the research studies that had been done from 1916 to the
‘early 1940s against the time axis. There was a tendency of increased IQ -
among these students in spite of a spectacular increase in the percentage
of the relevant age cohort that enrolled. ,

The Robbins Committee conducted a survey of the 2l-year-olds in
England and concluded: *‘In short we think there is no risk that within’
the next twenty years the growth in the proportion of young people with
qualifications and aptitudes suitable for entry to higher education will be
restrained by a shortage of potential ability” (quoted after Silver, 1973,
p. 198). *If there is to be talk of a pool of ability, it must be of a pool
which surpasses the widow’s cruse in the Old Testament, in that when
more is taken for higher education in one generation more will tend to
be available in the next” (op. cit., p. 198).

The Presidential Address  that Robert Faris (1961) delivered to the
American Sociological Society in 1961 can be cited as an illustration of
how sjome social scientists on both sides of the Atlantic have viewed the
problem of proper utilization of talent. This address was entitled ** Reflec-
tions on the Ability Dimension in Human Society’ and it made a case
for mass higher education. Modern society cannot do any longer with only
a *“limited stock of geniuses at the top of the productivity organisation™
(op. cit., p. 836). The security and power of advanced nations * fie not
in buried gold but mainly in the accumulated capital of collective ability ™
(op. cit., p. 837). Faris’ main point was that “a society generates its level
of ability” and * that the upper limit is unknown and distant, and best of
all, that the processes of ability are potentially subject to intentional con-
trol . Institutional schooling is the main instrument for raising the ability
level of the entire population. Faris was convinced that the * educational

- boom ” prevailing at the beginning of the 1960s had * spectacular implica-
tions for the future™ (op. cit., p. 839). :

“The hopes for. what formal education can do are high: ** What is
_happening at the present time is that the nation is quietly lifting itself by
the beot-straps to an important higher level of general ability ™’ (op. cit.,
p. 838). Such a statement was more likely to have been made by a sociol-
ogist in the United States at that time. In Europe a similar view was being
expressed in -connection with research on the reserves of ability (Husén,
1951).” The majority of those involved in the debate on school reforms,
however, were convinced that the pool was fixed, in the last run being

determined by the gene pool. if‘n

. [
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Chapter 5

STRUCTURE AND SELECTIVITY
OF EDUCATIONAL SYSTEMS
AS RESTRAINTS ON EQUALITY

I. THE PROBLEM OF DUALISM IN EUROPEAN SCHOOL SYSTEMS

The formal educational systems in most European countries have for a
long time consisted of two distinct sub-systems: a public primary school
for all (or almost all) the children up to the age of 10 t0 12, and a
secondary school for an intellectual and social élite. This legacy from an
ascriptive society still looms large, and the overriding problem in recent
attempts to bring about reforms has been how to integrate horizontally
and vertically the various types of school that cover the mandatory atten-
dance period into a one type school, be it called a comprehensn'e or not.

‘The dualism that until recently prevailed meant that transfer from the
middle grades of the primary school, say after grade 4 of 5, could only be
to the academic, university-preparing secondary schiol, Everybody was fully
aware that those who transferred to the more preétigious secondary school
were heading for the better paid and more highly esteemed jobs. Those

‘who remained in the terminal grades of the/pﬁmarv 'school were as'a rule

' destmed for manual labour.

5

" A system whereby students were seleeted for academic tracks of study
_as early as 10 or 12, and (even more important) where decisions had to Ue
made for them that had: decisive consequences throughout their- life career,
has been a major issue in European school policy for decades. The prime
motive behind the quest for “democratization ™ of further-going education
has been the opening up of careers to talent from all walks of life. But
the demand for highly trained manpower in a society on the verge of
having more people in service than in manufacturing occupations and the
need to boost economic growth have also been s ‘'mulants to this quest,
particularly in the 1960s.

In this chapter we shall mainly deal with two problem areas that both
pertain to- structural and selective restraints on equality of educational

“opportunity. After some introductory observations on selectivity versus

O

comprehensiveness in educational provisions, we shall first examine educa-
tional attainments and aspirations in selective and comprehensive systems.
Secondly, we shall try to identify the selective barriers that exist and indi-
cate some of their effects in terms of built-in social bias.

A0
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The ntroduction of a mandatory elementary school for the masses in
many industrialized countries in the middle of the 19th century accentuated
the problem of dualism which still characterizes most school systems. The
result was two-systems running partly- parallel to each other: on the one
hand, the/,. compulsory, elementary schools with’ varying lengths of atten-
dance for the masses; on the other, the secondary schools which essentially -
prepare for the univeisity with a programme of a humanistic-classical type
and with an enrolment less than 10 per cent of an age group consisting
mainly of upper and upptr-middle-class children. For a long time in most
countries there was no bridge at all to enable transfer between the common
elementary schoo! and the academic secondary school. The families who
wanted their children to enter the secondary school had to send them to
special, mostly private, preparatory schools. In Sweden, for instance, there
was no linkage between the two school types until 1894, when new regula-
tions provided for transfer from the better public elementary school-to the
first grade of the-state secondary school. B )

‘As already said, a fundamental policy problem in many European
countries during the last few decades has been. how to reorganize the
educational system so as to abolish the dualism between the common
elementary school and the academic secondary school up to the age of, say,
I5 or 16. Th& obstacle at the heart of this has been the ‘long-established

- existence of separate types of schools for children from different social

classes. The urgency of the problem has been enhanced by the following
trends. First of all, economic growth and the complexity of modern tech-
nological society have pressed for prolonged education {mandatory or not)
for all young people — regardless of whether it be provided in an extended
e.smentary school or partly taken care of within the structure of a second-
ary school. Secondly, the rapidly éxpanding demand for skilled ‘manpower.
has put pressure on the -school systems to increase their intake at the

. .secondary jevel. Thirdly, and this is an important concomitant of the
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democratization of secondary and higher education, the “consumption™ of
or “social demand ” for edr :ation has increased tremendously.

Prolonged school attendance, however, gives rise to considerable struc-
tural problems which all have to do with the linkage between primary
and secondary schodl. Until now the “primary school™ in most Western
European countries (irrespective of whether it formally consisted of six,
seven, eight or nine grades) has had to see many of its best students
transferred to the academic secondary school after four to six grades. In
effect, therefore, a primary school in most cases has been an institution
that accommodates the first four to six grades, while *he secondary school
follows by accommodating grades 5-6 to 12. Because of the overlapping

- grades, the two types of school run partly parallel to each other. Since

entry to ‘the academic secondary school in some countries takes place at
the age of 10-12, prolonged mandatory school attendance has resulted in
an increased number of parallel grades in the two types of school. This
means that in several countries an increasing humber of young people
in the age range of 10-15 have come to be taught in schools that have
quite disparate objectives. Efforts to establish greater equality of educa-
tional opportunity, which is itself part of a social welfare policy that
attempts to create greater social equality, has naturally generated demands
for a more unified school organization. In this context it is pertinent to
recall that the Swedish  Minister of Education, in-the terms of reference-
: : Pl 82
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he gave to the 1940 Royal Commission, underlined the dilemma posed
by a continually enlarged system of parallel schools (Husén, 1963). The
same problem has |mpressed itsclf on committees assigned to deal with
organizational matters in, for instance, England, France, ‘and the Federal
Republic of Germany (see, for examplc OECD, 1971b and 1972).

When we examine how various countries have worked out a linkage
between the primary and the secondary school, we can distinguish three
main lines of approach:

1. Until recently the public school system in many European coun-
tries, such as England, France, and Germany, consisted of two almost
completely separate sub-systems: a primary- school for all, or for the
majority, up to the age of 10-12, and a secondary school that socially,
and to a large extent intellectually, also, was fairly selective. (A private
sub-system, such as the independent so-called Public- Schools and the
¢ private’ preparatory schools in England or the Catholic schools in France,
catered for a minority and covered both the elementary and secondary
level). Transfers from primary to secondary school occurred with few
exceptions at the ages of 10-12. Some students never attended public
primary schools but went to private preparatory ones. For the majority of
students in most of these countries, such a system meant that the parents
had to make an irrevocable educational decision which had important
“career implications for their children young as they were at the time. Those
who transferred to the secondary school were bound for_ white-collar occu-
pations at a.professional and semi-professional level. Those who did. not go
beyond primary school were heading for manual occupations.

Structural reforms projected. or implemented in. countnes like England,
France and Germany have considerably modified, or are intended to
modify, the systems to the extent of permitting the age range from 11 to
13-15 to become what in the French reform of 1959 was referred to as an
* observation stage ™, (cycle d’observation) so that a definitive categorization
of students may be postponed. Further, new types of upper-secondary
school have sprung up alongside the.traditional types with their humanistic
curriculum with the result that thé classical pre-university school no longer
holds the monopoly for entry into the professions.

2. For a long time there was no provision for secondary education
apart from the pre-university Gymnasium-type school; but, at the turn of
the century, various types of “middle schools™ were established in several
countries as a preparation for white-collar jobs, for instance for office
clerks. The middle school was then sometimes made into a precursor of the
upper secondary schooi. Thus, for'instance in Sweden, provisions were made
for such a sequence on two occasions — by the -Education Act of 1904

. when the gymnasium was divided into two levels (a realskola with its

"~ own middle-school examination and a four-year gymnasium) and by the
Education Act of 1927 when those who: obtained khe middlé-school certifi-
cate at municipal middle schools were granted entry into the university-
preparing gymnasium. Other examples of middle schools being established
with a profile of their own are provided by Denmark and the Netherlands.
In the Netherlands a “bndgc -year ”, which .coincides -with grade 7 and
age 12-13, was introduced in the late 1960s. .

3. The third approach to the problem is found in countries with

secondary schools that are comprehensive both as regards enrolment, which -
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is mandatory for all up to a certain age, and curricula, which are vocation-
al as well as preparing for university entrance. The organization of second-

_ary education in the United States derives from two historical determinants:

unlike Europe, there was no parallel-school tradition except in the old
colonies (Cremin, 1970). American education had to meet particular de-
mands of society at an earlier stage than was the case in Europe. It was
expected to socialize immigrants and to satisfy the needs of a rapidly.
industrialized job world. Secondary schools had therefore to be created
to cater for all kinds and degrees of ability.

The corollary of lessened social, and to some extent mtellectual, selec-
tivity is that much. of the subject matter that in the first two. types of
system is taught at the upper secondary school level has been moved up
to the post-secondary level. Thus, the. first two years of college in the
United States, or in"some places all four years,’offer programmes of
study that are equivalent to the terminal classes at the French lycée or

. the German Gymnasium.

2. EDUCATIONAL ATTAINMENTS AND ASPIRATIONS
IN SELECTIVE AND COMPREHENSIVE SYSTEMS

A." Quantity Versus Quality

There is a widespread belief that the broadening of opportunities for
upper secondary education that has taken place on both sides of the
Atlantic has resulted in a sizable lowering of standards. More, it is said,
means worse. Now, if we are properly to assess the effects of recent
changes on what the systems “produce™, we must first make certain
basic distinctions.. Evidently, one cannot expect a system that takes care

of 100 per cent of a nation’s young people to bring them up to the same

level of academic performance as a system which is both academically and
socially selective and takes care of, say, 5 to 15 per cent — which, until
recently, was the propo::txon of the relevant age group that went to the
academic secondary schodl. The -same applies to comparisons made at
the post-secondary level. "There are two points here that, in my view;
have been overlooked. Firstly, a comparison between, for instance,
American college freshmen, who comprise about 50 per cent of their age
group, and the small group of European academic upper-sccondary gradu-
ates. who, after selection and screening, in most countries. comprise only
5-15 per cent of theirs, is not very informative. Secondly, the price paid in’
the European system at the secondary stage (in terms of loss of talent by
built-in social bias, grade- repeatmg, drop-out and so on) for the high qual-
ity of those who manage to survive the system and complete the course is .
rather high. It .is by no means self-evident in evaluating an educational
system that one should confine oneself to the end-products and, by the

. same token, disregard the price that has been paid for them. In evalua-

tions that provide a basis for policy decnsnons the evaluative cntena are
too rarely made explicit.
An illustration of the latter point is nrovided by the introduction of the

comprchenswe school ‘in-Sweden on a pilot basis, for which prov:snon was

Pt

112




ERI

PO A1 7cxt Provided by ERIC

‘made by the Swedish Riksdag in the Education Act of 1950. The Bill

presented to Parliament stated that “practical experiments™ pertaining to

. the proper structure of the comprehensive school, such as different teaching

and grouping practices, would have to be carried out during a ten-year
period. The Act itself stated that the comprehensive school should be
considered for universal introduction “according to the extent that the
aimed -experimental programmes prove its suitability ”. The quoted passage
had been inserted to satisfy the conservative members of the ad hoc educa-
tion committee in the Riksdag who wanted the experiments devoted entirely
to a comparison between the existing secondary schools of the selective
type (realskola) and the unified comprehensive school. .
As a result of this, evaluation of the comprehensive school experi-
ments by means of continuous comparisons with the existing, selective,
academic school was thought to be one of the overriding tasks for the

‘National Board of - Education’s Department of Séhool Experimentation

: (Huscn 1962). Yearly surveys were carried out by means of which students

in the upper grades of the comprehensive school were compared with
those at the same grade level in the realskola. Steps were taken to secure
comparability in terms of social background and tested intelligence. The
criterion variables " were ‘mainly standardized achievement tests. But it did

'not occur to those involved that the evaluation had omitted any measure

of the price paid for the end products.. For instance, only about 50 per

-cent” of ihe students selected for the realskola reached the goal, i.e., passed

the final examination, in due time. The drop-out rate amounted to more
than 30 per cent. Both grade-repeating and drop—outs were correlated with
social background, which meant that the price was also “paid in terms of
social bias (Husén and Boalt, 1968). Moreover, no systematic attempt was
made to evaluate the two systems in terms of the objectives stated in
their curricula which were, of course, different. Nobody seemed to question
the logic of trying to evaluate them in terms of a common set of criteria.
Some proponents of school reform contended that secial objectives, such
as'the enhancement of equality of opportunity, were more important than

~purely pedagogical ones, such as the imparting of certain quantities of

knowledge. Most of those who were involved in the debate seenied to
assume that cognitive competence achieved at the end of the junior setcond-
ary stage was the main criterion, maybe the only one, according to which
the “efficiency ” of the two types of schools should be evaluated. -

AN

B. Educational Aspirations in Selective and Comprehensive Systems.

An “enrolment explosion” at one -level of an educational system
seems to elicit a dJelayed explosion at the next level, which in its turn is
conducive to another delayed explosion at the third level. For instance,
the enrolment curve.in Sweden for the junior secondary school from 1950
to 1960 was repeated in the senior secondary school from 1960 to 1970
and again at the post-secondary level from the beginning of the 1960s

.onward. The opening up of opportunities at one level increases the social

demand for education at the next level. Evidence for this comes from a
national survey carried out by Harnqvist (1966). .

The Swedish Bureau of Census, which_is reponsible for the collectlon
of educational statistics, conductecg' :}es/t'xrvey in 1961 ‘compTising a 10 per
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cent stratified random sample of all students ‘born in 1948. This survey
was the first in a serics at five-yearly intervals. Their-majer purpose has
been to obtain follow-up information that can be stored in data banks and
used for evaluations of the /reforms in school structure that took place
in the 1950s and 1960s (Svensson, 1971). ' E g

The great majority of students in the 1961 survey was enrolled in
_grade 6 in the comprchensive school or in the corresponding grade in the
Jolkskola, the elementary school, which still existed in about half the districts
where transfers could be made to the academic secondary school. Informa-
tion was obtained on school marks, scores on standardized achievement
tests (which were given to-all students in grades 2, 4 and 6 at the end of
the school year) and the occupation and education of parents. Additionally,
all students in the sample completed a questionnaire about their interests,
plans for further education, choice of future occupation, and their attitude-
towards school. They also took a group intelligence (est.

Since by the time of data -collection about half the school districts
had introduced the ninc-ycar comprehensive school, this was a unique
opportunity for making comparisons between the two school systems —
. referred to below as “ comprehensive ” and * parallel™.

o The students were divided by parental occupation into the following
’ categories: : o -
(a) Professional (with- university degrees), cxecutives, proprictors of

large enterprises. _ .

(b) White-collar occupations requiring formal education up to matri-
. culation, proprietors of medium and small enterprises.
(¢) White-collar occupations requiring no particular formal education

beyond elementary school. e

¢d) Farmers (owners or tenants of farming enterprises).
(e) Manual workers. &' {
(f) No information.

Students’ plans as to their future education were related to social
background in both kinds of district. The choice for the academic stredm
in a “parallel” district was quite clear-cut: it meant transfer from the
traditional clementary school, before finishing its full course, to ‘the academ-
ic secondary school. In the * comprehensive” districts, however, the
-academic choice was riot so simple. At that time it meant taking two for-
cign languages (Fnglish and German) instead of only one or none, and
normally a transfer to a class within the grade where ‘students with academ-
ic choices were all grouped together. Future educational aspirations were
asscssed by asking the students if they planned to sit for the matriculation
examination that qualified for university entrance. _

The number of students (in per cent) who said they would whose
academic programmes after grade 6. was: : » :

Comprehensive Parallel
BOys i 58 . 42
Girls ......... et 66 51

Academic choices were [5-16 per cent more frequent in the * compre-
hensive ” than in the “ parallel” districts. This raises questions of interpre-
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tation. To what extent was the difference due to differences in schgol struc-
_ture per se? Had the introduction of an elective system stimulated-an
interest in further-going studies to a greater extent than the selective system
that required transfer to another type of school 2-Or was the difference in
aspirations mainly accounted for by differences in the structure of /the enrol-
-ment between the two systems? There might be, for instance, sgcio-econo-
mic differences between the two systems. It could be that th¢ * compre-
hensive ” school districts, being more urbanized and modern, enrolled’
students. with a more favourable attitude towards academic education. In
fact, it was found (and for details in this, as in other respects, the reader
is referred to Hirngvist, 1966) that the * parallel ” districts were less urba-
nized than the “comprehensive” ones and had twice .as many students

. whose parents were farmers. Socio-economic background, as defined by the
lettered categories listed above, had therefore to be kept ynder control.
In doing so, it was found that academic. choices in- all occupational cate-
gories were more frequent among students from * comprehensive ” districts
(see table 5.1). Keeping father’s occupation under control, wé find that the
differences between the catéegories are much smaller than those between
the two types of district, wherein the ‘most striking difference is that be-
tween students whose parents-are farmers. This confirms' the contention
" that the introduction of comprehensive education at secondary level has
considerably broadened the opportunities for students in rural arcas (Husén,

1962).
Table 5.1 NUMBER-OF ACADEMIC CHOICES
AT THE END OF GRADE 6 BY SOCIAL BACKGROUND
AND TYPE OF SCHOOL DISTRICT. -
‘ ! “In percentage
Boys “Girls
Socio-economic Total
group - Compre- Compre-
: hensive Parallel hensive Parallel
Professionals, etc. .. 92 87 94 - 92 91
Higher white-collar, ’
L 85 72 91 83 82
Lower white-collar, - ’ ’ ’

ClC. teirereererenns 68 ’ 54 2 65 . 63
Farmers 43 26 72 - 41 38
Manual workers .... 45 32 53 30 41
No information ..... 59 ) 38 62 45 47

CTotal e .. 58 42 66 - 51 52

Source: Hirnqvist, 1966,

0
;

Still one possible lack of comparability had yet to be tested. Could .

a “two-language programme” during grades 7-9 of the comprehensive
school - be regarded as comparable in academic content with the parallel
. .- realskola studies? Another test of the effect of the comprehensive school on
© " attitudes towards further academic studies was made by asking sixth graders
if they felt they would be capabls:ﬂc:: ualifying for university entrance by
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taking the matriculation examination when they reached grade 12 or 13.
The numbers (in per cent) who answered “yes” were:

Bays Girls
Compre- Compre-
hensive Parallel hensive Parallet
27 15 28 17

Almost twice' as many students in the *comprehensive” as in the
“parallel ™ districts, therefore, - envisaged matriculation. To what extent
could this be due to differences in sccio-economic structure of the two
types of district? Comparisons had, once again, to _be made within each
of the socio-economic categories, with the result set out in Table 5.2.
Here it will be seen that, with social background under control, students
in ** comprehensive” districts much more frequently contemplated matricu-

lation than did those in *“ parallel " districts.

Table 5.2 NUMBER OF STUDENTS ANTICIPATING
THAT THEY WILL QUALIFY FOR MATRICULATION

Boys Girls*
Sociv-economic Compre Compre . . Total
r e i pre=
group - hensive Paratlel hensive Pargllcl
Professionals, etc.”>)’ 79 58 73 65 68
Higher white-coltar .. 50 41 51 48 47
Lower white-collar . - 32 20 33 20 25
Farmers ............... 12 5 18- 8 A 8
Manual workers ... 13 . 8 16 9 f 1
No information ..... : 31 1 30 11 A
Total ..cocvvrnennee. 27 15 28 17 20

This is further support for the view that the introduction of'a com-
prehensive system at secondary level broadens the opportunities particularly
for children from rural areas and for those whose parents are manual
workers. :

s

C. A Case Study of the Effects of Various Differentiation Milieux

In 1950 local Boards of Education in Sweden were invited by the Gov-
ernment to participate in a pilot programme for which the Riksdag made
provision in the Education Act of that year (Husén, 1962). The city Coun-
cil of Stockholm joined it in 1955, intfoducing it first in the southern part
of the city. The. dual system was kept for some time in the northern part.
On the South Side, transfer to an academic secondary school could not
take place until after grade 6, whereas on the North Side it was possible
after grade 4. This meant, in effect, that there was a basic six-year school
on the South Side. At the end of the sixth grade, students could either
transfer to the three-year academic'pr’g)gr mme provided-in their own school
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or to a separate threc- -year rea/skola a type of junior secondary school
that had existed for some years.

This set-up provided the opponunlty for a umque "kind of survey
“because compansons could be made between stlldenls who had passed
through various types of school structure.

Three different structures could be compared in grades 5 and 6

1. On the South Side, entirely undifferentiatéd elementary school

classes in grades 5 and 6 where no, transfer or allocauon to pro-

~ gramme took place after grade 4.

2. “ Positively differentiated”, that is selected classes, on. the North

Side, where selection on the basis of school marks equalized on the
basis of standardized achle\emenl tests took place aftel grade 4.
These classes are referred to as plus-selecl

3. “Negatively differentiated ‘ minus- select classes on the North

© " Side. These consisted of reconslructed grade 5 and 6 classes that

had lost their able students by transfer to the academic secondary
schools. .

The structural arrangements in grades 7 and 8 were of even greater
interest Here comparisons could be made between four types of “ plus
select ™’ classes, namely:

I. Students on the North Side who had transferred to the academic

(5-year) school after grade 4.
2. Students on the South Side who had transferred to the academic
(3-year) school after grade 6.

3. Students on the South Side who had transferred to the three-yeal

academic programme within their own school.

"

4. Students on the South Side attending three pilot 9-year schools:

and who had opted for the academic programme.. .
Finally, comparisons could be made between students in the grade 9

‘programme, which prepared for gymnasium entrance, and students in lhree .

different academic realskola programmes.

"~ The entire grade 4 population consisted of about 11,000 students in
some 350 classes. A sample of about 25 per cent was included in a 5-year
follow-up. Achievement tests in reading, writing, mathematics and English
were administered on five occasions. Additionally, a group intelligence test

" .given at the end of grade 4 was used as a control variable in making

the various groups comparable by means of analysis of co-variance.

In the context of the social selectivily of the dual system as compared
to the comprehensive, Table 5.3 is of particular interest because it shows
how the degree of selectmty affects the social class composition of the
enrolment. The thre¢ socio-economic groups: are the ones used in the

" election statistics by the Swedish Bureau of Census and correspond roughly

to upper, middle and lower (working) class. The proportions in the so-

called “base population”. are given at the top of Table 5.3. Fourteen per.

~cent of the parents belonged to the managerial, professional and large

Q

proprietors group, 39 .per cent to what in broad terms could be referred
to as white-collar workers, including semi-professionals, while 47 per cent
were manual workers. The S-year realskola, which drew most of ‘its enrol-
ment from grade 4, was the most selective and had the lowest representa-
tion of students with a working-class background. The 3-year realskola was
less selective and hud a higher representation of’ sludents with lower-class
R o _
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background. The most striking difference is the one found in the compre-

hensive school between enrolment in the academic programme and in the
* practical ” programme. It strongly confirms Breton's (1970b) theory,
substantiated by a large-scale survey in Canada, of the role secondary
school programmes play in moulding student educational aspirations in
relation  to their background. Lastly, the **minus-select” classes became
progressively more negatively differentiated in terms of social class compo-
sition. : :
The majority of the secondary school teachers felt that it was much
casier to teach classes of the realskola type or the two foreign-language
type in grades 7 and 8 than undifferentiated classes at the same/level.
This could be explained to some extent by the heterogeneity of socjal class
in the comprehensive school as compared with the academic secondary
school where the initial homogeneity was augmented by drop-out of stud-
ents from less motivated backgrounds — facts that must have some relevance

- to the great resistance met by the Education Act of 1962 when it prohib-

ited organizational differentiation before grade 9.

- Table 5.3 ENROLMENT BY SOCIAL CLASS :
IN THE VARIOUS TYPES OF SCHOOLS FOLLOWED UP IN STOCKHOLM

1955-1960
In percentage
: : Grade
- Student population S(;cngl -
cas 4 6 17 8 9
R : . Upper ........ 14
“Base ” population_ (entire age cohort) Middle ....... 39 -
Lower ........ 47
Upper .......; 35 36 37 24
5-Year realskola (traditional) ; Middle ....... 46 40 40 31
) . Lower ........ 19 24 23 45
N Upper ........ 11 13 13
3-Year realskola (new set-up) Middle ....... 49 49 29
E Lower ........ 40 38 48
ombined realskola and elementary i Ed?gg{e """" "4(3) é;’ 312
sghool (3-year) Lower ..., 47 48 1
\ . - .
Twaoclanguage upper section of exper- hlf!?gglre ““““ SIIZ ;g .l4§
imental comprehensive school Lower ... 731 1
One or\o-languagc upper seetioi Il\JA%)f:Ilre 3"11 .,g“
of experimental comprehensive school Lolwcr ““““ 5 70
i OWeT ........ »
Undifferentiated middle section LEPEr ceeeeess "
(South side) Lower 59
Upper ,....... 10 7 4
* Minus-select ™ classes (North side) Middle . 38 31 31
: . Lower ......... 52 62 65

i
\

< 1. Transfer to the academic upper-secondary school (gymausium ) took place after grade 3,

‘

'ERIC

Aruitoxt provided by Eic:

Source: Svensson, 1962

The main conclusions of this North Side South Side survey in Stock-
holm as far as cognitive skills are concerned were the following. In grades
A A ,
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~ 5 and 6 organizational differentiation did not significantly affect students

" significant) differences go, the knowledge increments in the

from middle and upper class homes, but had a significant effect on those
with a lower class background. Those who were admitted to the selective
5-year realskola from working class homes developed better cognitive skills
than those of the same background who werc in undifferentiated grades 5
and 6, or who spent these two grades in “minus-select " classes. The un-
differentiated classes tended to develop more favourably than -did the
“minus-select ” ones. By and large, the differences between the various
differentiation milieux tended to decrease and even disappear when allow-
ance was made (as was the - case in all comparisons) for social class and
initial- IQ differences. The investigation suggested that organizational differ- -
entiation does not have the great effect on the cogmlne outcomes of
instruction that some had claimed in the debate.

Dahllof (1970) has subjected the Stockholm survey to-a critical scrutiny
from a methodological point of view. In the first place he showed that
if one takes into consideration the direction in which thg (mostly non-~
“ plus-select ”
classes tend to be larger than in the * minus-select ” ones, something which

‘Svensson (1962) also emphasized. A major criticism that Dahllof levels

[

against the. investigation is that it does not take into account the “ process
variables ", i.e., the variables that characterize the teaching-leatning proeess
in the classroom. Thus, the amount of instructional exposure (i.e., time)
in the subject areas included in the comparisons was not considered in spite
of the fact that it varied between the school types. Finally, he questioned

-the adequacy of the achievement tests employed. These were originally
‘devised for. a representative - population of fourth-graders. Several tests

[

displayed * ceiling effects™, that is, they did not differentiate sufficiently
among the most able students and this, of course, tended to lower the aver-
age score among the students in the *plus-select™ classes. This effect was
seen partlcularly in grade 6.

3. SELECTIVE BARRIERS WITHIN THE EDUCATIONAL SYSTEM

. A. Structural Barriers

There are certain barriers or screening devices built into the ¢ducational
system. By being part of its structurc, these prevent ability from being
adequately fostered. One can distinguish foun major locations - for such
barriers:

I. In the selection of students fox academic secondary ‘education or

- for institutions of hxgher learning.

2. In the screening in terms -of grade- rcpcatmg and dror.-out that

takes place during a given stage.

3. In grouping practices, such as “streaming” or “tracking™, that

tend to bias against students with a partlculal background.

4. In curriculum practices that prevent the promotlon of certain lypes

~+ of talent or students with certain back grounds.

It is convenient to review research perlamlng, to these built-in barru,ls

or screens under three main headmz,s
ke

.&..4_«
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(i) Organizational differentiation. That is, the structure of the educa-
“tion system as it concerns the age level and the extent to which
_the schools are organizationally differentiated. The overriding
problem in Europe during the last few decades has been how fo
accommodate the exploding enrolment at post-primary level within

a system that can provide enough flexibility and diversity. The
dual or parallel system is not able to make adequate provision
- for this: the political issue, therefore, has been if, when, and to
what extent the system should “go comprehensive ”. Concemitant
with this problem is the question of the age or grade level at
which the final selection of *academic” students should take
place and the implications of this being done at an early or a
late stage. ' . ,
Grade-repeating and drop-out as related to social background. The
major problem in establishing equality of opportunity is often seen
to lie in the provision of equal access to a certain type of educa-
tion. The barriers that have to be overcome in achieving this are
often formidable ones indeed. This is reflected in the substantial
correlations between, for instance, admission to academic second-
ary school and social background. Even among -students who
have been admitted there “is often a differential failure rate in
relation to social background. - Several extensive surveys have
followed the flow of students through the various stages of the
formal school- system and have tried to identify factors that
operate as screening devices in terms of grade-repealing and/or
drop-out.

. The fact that a striking imbalance exists between the various socio-
economic groups when ‘it comes to participation in upper-secondary and
higher education, and the differences in educational attainment observable
even in the first years of regular schooling, together raise the question of

how far one is justified in talking about “ barriers” that prevent children

from certain social strata or geographical areas from going to more ad-
vanced education and whether.one should not rather consider the extent
to which the institution, i.e., the school itself, should be changed in order
to reduce this bias against students from the lower classes.
(iii)  Educational programmes, curriculum and grouping practices. These
are interrelated and can act as obstacles to the development of
certain types of ability or exercise bias against students with a
particular social background. The same applics to c¢rtain methods
of instruction.

B. Organizational Differentiation
A catchword in the vigorous ‘debate that arose from the preparations

for changing the structure of the Swedish school system in the. years 1948~
1962 was “differentiation ”. What the word, in fact, signified was whether

‘a person was for or against different tracks or programmes accordiny to'

level of dcademic performance at the upper stage (grades 7 and 8 particular)
in the comprehensive nine-year school (Husén, 1962). The basic issue in

this differentiation debate was the extent to which the traditional, prestige-
’ A n )
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loaded, selective academic secondary school should be preserved within the
organization for scliools. As is often the case with words that are used to
denote emotionally loaded issues, the meaning became rather blurred.

~Some clarification may, therefore, be usefu!l here.

“It is pertinent to distinguish betwecn organizational, or external, differ-
entiation -on the one hand and pedagogical, or inteinal, differentiation on
the other. Organizational differentiation is reflected in the structure of the
school system as determined by legistative action in parliament or a central
school board. The structure, as it concerns types of school, tracks or
programmes, is to a large extent determined by historical conditions and
by the social stratification of the society in-which the educational system
operates. - . :

The main types of organizational differentiation are:
i. Differentiation according to type -of school. There is considerable
“variation in the reputation or status of different types of schools.
Those of high repute attract applicants and this enables them to be
more or less restrictive in their admission policy and to educate a
small elite heading for the more advanced and more highly esteemed
occupations. This has, for instance, been exemplified by the so-
called eleven-plus examination in England (which, after the 1944
Education Act, was the screening device for selection to grammar
school) and by the various selection procedures for the Gymnasium
in the Federal Republic of Germany (Yates and Pidgeon, 1957
Vernon, 1957: Roth, {968). :
Differentiation according to line of study or tracks. Students may be
assigned to one of several different tracks of study in,a single
school. These tracks are kept more or less separate in respect of
curricula and instruction. Examples of this kind of differentiation
are the comprehensive secondary schools in England (where the
tripartite system, previously accommodated in different types of
school, is now provided in one) and the Swedish gymnasium (where
all the programmes — academic, semi-vocational and vocational —
~are provided by the same school and by the same teaching staff).
3. * Homogeneous grouping ™ (Yates, 1966) or* streaming”. This means
that students at the same grade level are grouped according to some
criterion of academic performance, such as IQ or grade point
average, in parallel classes. Usually there is only limited transfer
between various streams and this takes place mostly from the more -
able to the less able streams. The students are taught all school
subjects, or at least the academic ones, within their own streams.
One cxample of this kind of differentiation is. *“streaming ™ in the
British schools where it secems to have been general practice, at
least until the middle of the” 1960s (Jackson, 1965). ,
4. Ability grouping or “setting’ whereby students in the same grade
are grouped according to their performances in certain subjects
only and are regrouped for other subjects. This has been common
practice for a long time in the American high schools (Conant,
1959). During the pilot period of the Swedish comprehensive
schools, students in the upper section (grades 7 and 8 mostly)
were ability-grouped in, for instance, English (as a’ foreign lan-
guage) and in mathematics “a(igording to their performance in these

A
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subjects, but they were taught other subjects together with their. -

ordinary classmates. This kind of arrangement is sometimes referred i
to as “sectioning ”. Grouping problems as they present themselves .

at the international level have been extensively considered in a
UNESCO publication edited by Yates (1966); who also rl\views the -

- relevant research literature up to 1965. Othér reviews are-those by
Ekstrom (1959), Borg (1965), Dahllsf (1971), and Findley (1973)."

The practices referred to as “ pedagogical differentiation” all \occur
within the framework of a given class and need not have anything to do
with the structure or organization of a particular school or school system.
They could therefore be referred to as “ individualization ” and be defined
bys the methods of instruction employed. It is up to the school, and in
practice therefore the teacher, to organize the work in terms of sub-groups,

. independent assignments, and individual tutorials within the confines of

his or her own class.
v \.
C. Social and Intellectual Selectivity Within the Systems
All types of educational system are, in fact, more or less selective, be

it in terms of entrance requirements or screening practices at the various’
stages, such -as non-promotion, grade-repeating, or drop-out. But systems

vary widely in"how they. employ these practices which, in most cases, only

apply seriously at secondary level. In some systems there are practically
no enrolment restrictions during mandatory school age. This is the case in
countries where there is a common basic school which covers the entire
period of mandatory attendance. When -it comes to the choice of optional
programmes or subjects, it is up to the student and his parents and not
to the schoo! +~ make the choice. .

Petrat (1969) conducted a survey in three Kreise (counties) in the Land
of Schleswig-Holstein in the Federal Republic of Germany. He obtained
lists of two age corhorts of children who, in 1955 and 1958 respectively,
had qualified for entrance to secondary academic school (Realschule or
Gymnasium). He then followed them up through grades 10 and 13 respec-
tively and used the combination of a longitudinal and a cross-sectional
approach. _

In grade 7 the students were distributed in three different types of
school: (1) Terminal grades of the elementary school (Hauptschule), (2)
Middle school (Realschule) which brought them to a middle school leaving
certificate, and (3) Gymnasium, which was a nine-year school leading to
the matriculation examination (Abitur) which qualifies for university en-

~ trance. Table 5.4 gives the proportion of students to be found in grade 7

in each of the three types of schools by parental occupation. The range
for the three Kreise is also indicated. .

The overwhelming majority of the children whose parents were civil .
servants, professionals and executives were in the Gymnasium, whereas an
equally impressive majority of children, whose fathers were workers, were
in the Hauptschule. Petrat’s interpretation of these differences in participa-
tion was somewhat speculative. He thought that the *ahistoric lifestyle ”
of the social strata that were underrepresented was a reflection of the
modern “consumer society”. An unwillingness to delay gratification was
seen as a major cause of the eci_t:ca_tional abstinence ” among workers.

tw
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- Table 5.4 DleRlBUTlON OF STU DENTS IN GRADE 7
AMONG THE THREE MAIN TYPES OF SCHOOLS IN THREE COUNTIES
"IN THE STATE OF SCHLESWIG-HOLSTEIN

(by parental occupation)
In percentage

Hauptschule (a contin-

Category of parental uation of Volksschule , .
goccyupal‘i)on until end of . Realschule  Gymnasium
: mandatory schooling)
Farm workers ......cooccveevenneens 89-97 3-11 0
Blue-gollar workers in industry
and craftsmen .........cooeennen. 62-79 19-31 2-7

White collar workers ............... 30-41 39-48 17:26"
Civil servants, executives,

professionals .....ccccceiineeeene oo 04 ' 0-2¢ 79-96

Source: Petrat. 1959, p. &

Petrat (1969) also analysed grade-repeating or drop-cut in relation to
social background. This relationship was particularly strong in the Gym-
nasium. The attrition rate during the first four years of CGymnasium was
on average 22 per cent. The proportion varied from about 12-24 per cent
in the top social stratum to 33 to 40 per cent in the bottom stratum.

-A comprehensive study of students who dropped out from .the Gymna-
sium in the Land of Baden-Wirttemberg was made by H. Peisert and
R. Dahrendorf (1967). They used available statistics for this particular type
of school to elucidate the proportion of drop-outs over the ten-year period
1953-1963 and made special investigations in some schools by means of
student interviews. It was quite clearly brought out that carly leaving
before the ~Abitur was related to both social background and institutional
factors. The drop-out patterns varied from school to school. About 40 per
cent of the intake to the Gymnasium at the age of 10 (including the

~ grade-repeaters) completed the course. of study and passed the Abitur. This
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figure varied from 84 per cent of those whose fathers were civil servants

“to 24 per cent of those with a working class background. Since, in terms

of intellectual qualifications at the age of entry, these groups did not
differ very much, one might conclude that there was a considerable reserve
of talent among those who dropped out. , -

~ Systems aJso differ enormously in non-promotion and grade-repeating
practices that are employed as carly as at clementary or basic school level.
In France, for example, roughly one-third of the children repeat the first
grade of the école primaire (OECD, 1971b). In the United States and the
Scandinavian countries, grade-repeating during the first 6-9 years of school-
ing is almost non-existent. . ,

In his monograph on students of working class background in German
universities (to which we have already referred in the context of *reserve of -
ability ") Dahrendorf (1965) tentatively advances a theory about the opera-
tion of the “social filter” which brings about a glaring disparity in parti-
cipation all the way from entry to the Gymnasium to university graduation.
In addition to the syndrome of “deferred gratification™ (the tendency to
shy away from long-range investments such as in education) he advances

the explanatory concept of “social distance™ — the psychological remote-
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ness of universities from the mentality of ordinary workers — to which
we have alrcady drawn’ attention. The school also, particularly the
secondary school, serves as a selecting and promoting instrument dominated
by middle class values which arc, alien to the working class students. The

- very model of the time-honoured humanistisches Gymnasium with its

emphasis on classical languages and abstract verbal achievement denies the
values they hold, while the teachers, who are the guardians of these tra- .
ditions, inadvertently serve as ‘gate-keepers tending to admit those students
whose background is more compatible with the milieu they themselves
represent. -

As already observed, until the 1960s transfer from primary to secondary
school in most Western European countrics took place - at the age of
10-12. Selectivity on grounds both of ability and of social background (two
sets of criteria that are correlated) was relatively severe. The introduction
of the cycle d’orientation and, later, the collége d’enseignement secondaire
in France were attempts to establish more flexibility and less social bias at °
this stage. The Strukturplan submitted by the Deutscher Bildungsrat (1970)
must also be regarded as an important step towards the introduction of
the kind of flexibility provided by a comprchensive school (Gesamtschule).
The Committee explicitly talks aboyt an Orienticrungsphase (op. cit., p. 73).

For a long time educators were hardly awarc of the fact that all
kinds of ‘educational selection, which allcgedly are carried out on the
basis of intellectual proficiency only, are correlated with social background
(Husén, 1971). This meant that the more selective . an educational system
was in terms of conventional academic criteria (school marks, examinations,
and test scores), the great-: was the imbalance between students from
different social strata, for v criteria of school performance are correlated
with most of the criteria of social status (see, e.g.,. Fraser, 1959). Thus, if
one, sets out to * do justice”™ to all children by secing to it that they are
promoted strictly according to academic criteria or 1Q and regardless of
their social origin, the inevitable result is that their social background coines
nevertheless into the reckoning. -

It has been emphasized repeatedly that policy decisions about the reor-
ganization of schnol structure, for instariee decisions to *go comprehen-
sive ™, should be based on adequate and conclusive e idence provided by
research. Adherents to the bipartite or parallel system and those in favour
of an unselective, comprehensive system both unanimously endorse the
idea that, before policy-makers decide to make a change, evidence showing
whether -or not this change would bring an improvement in * standard *
must be presented. But, as pointed out above, the crucial question which .
unfortunately is seldom, if ever, made explicit is: What eriteria should be
chosen as indicators of the » cfficiency ™ or » adequacy ™ of the different
systems? Those in favour of a parallel, selective system tend to choose the
attainments of the group that represents the end-product of the academic
programme and to disregard the rest: those in favour of ‘a unificd compre-
hensive system prefér as their eriterion the attainments of all who enter the
system and would also include outcommes other than the purely academic or
cognitive ones — for instance, attitudes, interests, motivation to pursue
further studics, and so on. In this way, the choice of criteria of evaluation
reflects differences of opinion between * élitists” and cgalitarians ™. But
even if agrecment could be reached on a uniform set of criteria to evaluate
the two systems, there would still beqadifficplty in reaching a consensus. about
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the specific, concrete erviteria that should be employed to assess student
attainments. How much emphasis should be placed on the learning of
“hard facts™ as compared with the mastery of such skills as the ability to
study indepently? How should received knowledge be weighed in com-
parison with the ability to learn new things? What importance should be
giver to non-cognifnve attainments sueh as ability to cooperate or to take
responsibility?  Adherents to the bipartite system tend to appreciate skills
and non-cognitive outcomes less than do-those in the comprehensive camp.

The comprehensive-versus-selective-school issue provides another illus-
tration of the problem first pointed out by Gunnar Myrdal in the 1930s
and recently taken up by him again (Myrdal, 1969), namely -the place of
implicit values in social science. researeh. It would take us too far afield
to cnlarge upon this matter here, so let us leave it with the observation
that the social scientist- is guided by his own value priorities — not only

- when choosing problems to investigate, but in selecting his criterion vari-

ables also. This, however, should certainly not imply that those engaged in
such research are so wedded to their value premises that they are content
to work in solipsistic isolation from each other. We shall come back to
this problem in our.final chapter when we diseuss the conclusions of re-
seareh into what causes individual differences. 4

The intensive debate foeused on surveys and experiments earricd out
in conr~ction with the struetural change of the Swedish school system did
mueh to air thi> matter of values in social science research. When the
1946 Royal Commission submitted its main report to the government in
1948 and recommended a nine-year comprehensive school that would replace
all other school types covering the mandatory school age, its recommen-
dations were partly based on extensive studies of the development of
scholastic abilitirs from 7-16 years of age (Elmgren, 1952). Everybody who -
participated in the ensuing debate, pro or ¢on, was convineed that scholas-
tic aptitude was to a large extent inherited and that it could be assessed
in a valid way at the age of 11 or 12-— that is, when transfer to the aca-
demic secondary school used to take place. Nevertheless, the Commission
opposed the idea of selecting students for the academic type of school or
programme at that ecarly age chiefly because this would “deprive ™ the
other programmes of their “proper share™ of talent and eventually deny
the manual oceupations the spo&csmen they needed (SOU, 1948:27: cf.
Hyscn, 1962), .

Unfortunately, both those who favoured and those who were against
later differentiation confused diagnosis with prognosis. It is one thing to
measure actual ability, for instance to assess the child’s: verbal IQ at 11;
it is quite another to use the seore for predictive purposes, e.g., as an
aptitude index. A composite of measures of home environment predicts

~altainments in the academic sccondary school better than [Q and similar

indices do (see, for example, Fraser, 1959). But so far nobody has sug-
gested that some kind of social background index should be employed in
selecting children for academic secondary education!

D.  Selection for and Screening during Secondary Education

Selectivity has been, and still is, a predominant feature of all education-
al systems, particularly those:that operate “dually . Students are selected
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for academic secondary education on the basis of some criterion of scholas-
tic ability, such as marks, examinations, and test scores, and there is
screening of those admitted during the course. Grade-repeating and drop-
" out, especially the former, has been very prevalent, and still is, in some
countries. A Royal Ccmmissian in England (HMSO, 1954) showed that,
in the middle 1950s, more than one-third of the students who, after careful .
scrutiny, had been admitted to the grammar school either did not obtain a - .
~ final certifitate or failed to get enough passes. About half of the students
in the first five grades of the primary school in France repeat at least one
grade (OECD, [971b). In France too, in spite of the selection and grade-
repeating that -occurs in the /ycée, about one-third fails in the last grade
of the academic secondary school (ibid.). S

It is not possible here to present a complete conspectus of the vast
amount of research that has been directed at the effects of selectivity
on educational -opportunity: purpose will be served well, however, if we
look briefly at some of the more typical studies that focus mainly on
educational attainment “and social class. The follow-up of a representative
intake to the grammar school in the United Kingdom (HMSO, 1954)
has alrcady been mentioned; to this should be added the regional surveys
by Floud, et al., (1956) in England and the Fraser study (1959) in Scotland
of the relationship between school performances and conditions in the home.
Girard (1963) and his associates have conducted surveys or grade-repeating,
drop-out, and social background in—France. The social factors affecting
school ‘attainments have been considered by the German Bildungskommis-
sion in the report on abilityand learning edited by Roth (1968). The equa!
ity of opportunity aspect of the Swedish school reform stimulated a series’
of surveys beginning with Boalt (1947) and Husén (1948), and research in
Sweden up to 1966 .has been reviewed by Husén and Boalt (1968). A
background paper on group disparities in educational participation was
prépared by the OECD (1971) for its nolicy conference in 1970. Additional-
ly, extensive statistics on disparities due to socio-cconomic background
have been collected, most of them referring to higher educatfon. In what
follows, some of the findings of this..research will be presented’in two
sections, one concerning -itself with the relationship between social class
and selection for academic education, and the other with the relationship
between social class and screening during a given course of study, with
particular reference to grade-repeating. -

A complete survey. of all the 11,000 fourth-grade students in the city
of Stockholm provided the basis for the follow-up study.to which we
have already given some attention (Svensson, 1962). Another special study
was carried out on the 6,000 students from the North Side who had the
choice either of competing for entry into the academic secondary school
or of proceeding to the terminal classes of the compulsory elementary
school. Scores on achicvement and intelligence tests, school marks and
social background information were available. The categorization in three
socio-economic groups, as developed by the_ Swedish Bureau of Census,

A was employed. The distribution of social classes represented by the students
. who were admitted to the five-year realskola was compared with the same
: phenomenon for those who continued in the terminal classes of .the ele-
mentary school (Table 5.5). The- difference between the distribution for
the upper (professional, managerial, etc.) and the lower group (manual
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workers) is highly significant. It should be pointed out that a transfer to
the academic secondary school had no financial implications for the individ-
ual student or his parents. No tuition fees had to be paid, and the social
benefits were the same as for the elementary school. The differences’ be-
tween those who transferred and those who continued could be accounted
for by a combination of home background (and the motivational. factors
that go with it) and academic aptitude as measured by school marks
» equalized by standardized achievement tests.

Table 5.5 SOLIAL CLASS DISTRIBUTION
OF STUDENTS WHO WERE ADMITTED . -
TO THE ACADEMIC SECONDARY SCHOOL
AFTER, GRADE 4 AND OF THOSE WHO CONTINUED:
IN THE TERMINAL CLASSES
OF THE ELEMENTARY SCHOOIL.

(The entire fourth-grade po;vulation on the North Side .
of the city of Stockholm, spring semester, 1955. -n = 5366)

In percentage

Number Number
of students of students
Social class continuing in . admiltted to
. elementary - secondary

school school’

0.4 . 34.3
37.6 . 46.2
52.00 19.5

100.0 100.0

Source: Svensson, 1962,

Table 5.5 poses two questions, nameély: What are the more specific
factors that underlie the under-representation of social class 3 students
" in the secondary academic school? and: What kind of social -bias' may
have gone into the selection procedure? It was clearly worth looking
into this more closely, for as many as 43 per cent of the applicants from -
social - class 3 were not accepted into. the secondary school, while only -
32 per cent of class | failed in this respect.

“Table 5.6 APPLICANTS FOR ADMISSION

. TO ACADEMIC SECONDARY SCHOOL,
‘BY SOCIAL CLASS AND ABILITY LEVii.
ACCORDING TO INTELLIGENCE TEST

-In percentage

Ability level on stanine (9-point standard) scale (intelligence test)

Social class - )
9 8 7 6 5 4 3 2 1
87 89 Y82 82 70 58 47 21 14
8 77 74 59 47 36 20 13 7
66 2. 45 40 24 18 8 7 5

Sources: Huseén. 1967 and Svensson, 1962.
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Three measures of intellectual capacity were available: intelligence test
scores, .achievement test scores in the three R’s, and school marks. Each
of these was converted into a nine-point scale with the top 4 per cent of
the total population in group 9, the next 7 per cent in group 8, and so
on. Details of the analysis have been presented elsewhe:e (OECD, 1967),
and we shall confine ourselves here to relatmg the m(elhgence test score
to incidence of application -and rejection in the various social classes.
The outcome is much the same when the achievement test scores or school
marks are employed as a criterion of scholastic ability (Table 5.6).

Table 5.7 NUMBER OF REJECTED APPLICANTS TO SECONDARY SCHOOL
BY SOCTAL CLASS AND ABILITY LEVEL
ACCORDING TC INTELLIGENCE TEST

In percentage

Ability level (intelligence test)

Social class
9 & 7T . 6 5 4 3 2 |
T e 6 20 18 36 52 69 59  (80) (100)
2 e e 6 23 33 50 60 68 79 (100)  (75)
3 e 13 30 k| 43 37 61 82 (54) (100)
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Cearvesr Husen, 1967 and Svensson, 1962,

In the first place, we note' on every ablhty le\el a consisténtly lowel
number of applicants from socio-economic class 3 than from classes 1
and 2., The difference ‘is not very great among the 1l per cent most
able (levels 9 and 8), but it is striking among students of average or
-close to average abllnty Thus, about two three times as many from class |
as from class 3 applied at levels 6 and 5. Considering the low appll-
cation rate in class 3, one could expect the rejecuon rate to be tuwer
there than in classes 1 and 2. As can be seen in Table 5.6, this is not’
the case. The difference in rejection rate tends ta be higher among the
more able than among the Jess able. Thus social handicap. operates not
only in- bunldmg up the level of educational aspiration but also in trans-
lating the aspiration into action, i.e., by applying for entry to academic
education.

Similar findings were reported by Harnqvist and Grahm (1963) who
conducted a comprehensive national survey of three groups of students in
three different choice situations in secondary school: (1) the choice between
proceeding to the senior secondary school (gymnasium’) or going out to
work after completion. of the junior secondary school: . (2) the choice be-

i tween different programmes at the beginning of ‘the senior secondary school:

and (3) the choice between different tracks or programmes during the two
last years in the scnior secondary school. The choices were 1elated to
student attitudes, school marks, and social background.

In this conncction we shall limit ourselves to the* findings pertaining
to transfer/non-transfer to the scnior secondary school. Table 5.8 shows
that this differcd between various types of urbanized areas where the
Jjunior secondary schools were located. It should be noted, however, that

the percentages do not reflect differences be(ween students from rural and
B I e Yo .
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from highly urbanized areas since the major part of differentiation due to .
urbanization had taken place at entry to the junior secondary school.

Table 5.8 TRANSFER FROM JUNIOR SECONDARY
TO SENIOR SECONDARY SCHOOL BY TYPE OF URBANIZATION

In percentage

Girls

Large cities and university cities’ - _ 68
Large industrial cities ... . 2 46

-Old.gymnasium towns . 50

Towns in.norther Sweden (Nofriand) ! N 48

Sourc;.' Haragvist and Grahm. 1963.

As can be seen from Table -5.9, transfer is closely related to socio-
.economic status and parental educatlon The previous tendency among
middle-and upper class students was to transfer from the penultimate grade
in the junior school to the first gradc in the four-year gymnasium, whereas
the practicc of taking the leaving examination from the .junior secondary
school before transferring to the senior secondary was an outcome of
broadened possibilities for pre-university education for those who attended
municipal middle schools.

Table 5.9 DISTRIBUTION BY SOCIAL CLASS AND FATHER'S EDUCATION
OF BOYS INTENDING AND NOT INTENDING .

/ TO ENTER SENIOR SECONDARY SCHOOL (gymnasium )
/ . in percentage
\\ Tn termipal grade In pcnulumate grade
of junior se¢¢ondary school of junior sccondary school
\~
AR Intend c{ Do not intend Intend to Do not intend
N ent to enter ° enter .'to enter
\ : immedfately:  immediately . immediately. ,immediately °
Social class AN . - ‘ o
D e eiereeeainee st \ 28 1 53, I3
2 e ». 48 50 3t - 47
3 e 40 32 ) 10- - 38
No information ... 4 7 ;6 3
Tote! oeeeceeeeerenee 100 100 - Jfo0 100

Father's education

University .......... 10 2 26 2
Senior secondary .. i 4. 16 7
Junior secondary .. 12 . 10 16 131
Elementary ......... 61 - 76 35 34
No information ... 6 8 8 : 6
“Total .....ccveeeennns / 100 . 100 100 100

Source. Hirngvist and (ir./hm. 1963,

In view of the fact that transfer from the second highest grade in the

junior secondary to the senior qsgg&l;dary\, schoo! was the traditional pat-
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tern in the social strata from which most senior secondary school students
had been drawn, the two columns on the right of Table 5.9 are the most
interesting ones. About half the boys who intended to transfer. immediately
were from social class |1 as compared with oniy 10 per cent from class 3.
The father’s education’ is also highly correlated with immediate transfer to
the senior secondary school. - - -

Harngvist (Harnqvist -and Grahm, 1963, p. 46) sums up the effect of
geographical and social factors affecting the choice of further education
thus: “The direct effects_consist of economic obstacles in the way of con-
tinued school attendance, and obstacles in the form of great distances to
educational institutions. The indirect effects could be associated with differ-
ences in the value attached to further education among parents of dif-
*ferent social status. Since social classes are geographicaiiy unevenly distrib-
uted, geographically determined differences’ may be operating. Still more
subtle is the way that conciousness of social status may influence the stu-.
dent’s self-appraisal and level of aspiration, thus leading to'a choice of
more modest types of education, even when intellectual capacity is excel-
lent, and the economic and social barriéfs are surmountable ”.

E. Grade-repeating and Drop-out

As already suggested, one could hypothesize from the concept of aca-
deémic ability that grade-repeating would, as would all other selective
measures, be correlated with social background. Herice the individual
costs of grade-repeating are particularly heavy for students of lower class
origin. Boalt (1947), in his survey of an age cohort of Stockholm students

- who were followed up for ten, years, was able to show that screening in

terms of grade-repeating and drop-out was indeed so correlated.

The considerable social cost of scrzening is the principal reason for
concern in countries where grade-repeating has been frequent. Frommberger
(1954) conducted a survey of grade-repeaters in West Germany, and Un-
deutsch (1955, 1960) made das Sitzenbleiberelend (* grade-repeating misery )
an object of studies and conferences. In France, grade-repeating as early as
in the first five years of elementary schooling on average delayed the
students by 1.5 school years (OECD, [971b). :

‘Until recently, grade-repeating was standard practice in elementary
school, in all European countries and up to 1914 it was apparently quite
common in the United States. E.L. Thorndike (11i3) questioned its value
as an instrument of *individualizing * instruction so as to get the majority
of the students up to an acceptable standard. It is.reasonable to assume
that this practice is closely associated with heterogeneity of student enrol-
ment, particularly social heterogeneity. Since the main approach in instruc-
tion is the “frontal™ one (i.c., the teacher addresses the entire class), the
cnsuing differences in students’ performances can be remedied either by
having those who lag behind repeat the class or by setting up some kind of

-streaming or ‘tracking system (Jackson, 1965). :

The French educational system shows how a screening with a built-in
social bias can operate as early as at elementary level. In the GCLCCD’s
report. Educational’ Policy and Planning: France (OECD, 1972a), statistical
survey data have been brought together to clucidate enrolment ratios,
grade-repeating, drop-outs, : and examination ratios as related to social
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background This reveals a remarkable degree of grade-repeating — even
in the first grade of the école primaire where it hits 35 per cent of the boys
" and 30 per cent of the girls. The frequencies for the next four grades. vary
. between 18 and 24 per cent. This accounts for the fact that it takes on the

‘average. six and a half years to complete the 5-year course. Only 24 per
cent of the bOys and 27 per cent of the girls complete it in the scheduled
time. Thus as many as 21 per.cent of the boys are 3-5 years over age when -
they transfer to the secondary school.

. One could expect grade-repeating-and the ensuing over-age to influence

the likelihood of- gcttmg into the more attractive streams of secondary
education, partlcularly in the chee Even there, in spite of the selection
that takcs place on entry, grade-repeating goes on affecting 15 per cent -
of the 6éme and close to a third of those in the terminal class (the
baccalauréat year). In 1962, Girard and Bastide (OECD, 1971) conducted
a survey of the students leaving CM2 (the fifth grade of primaire) who
should have reached secoiid degré of the secondary school by 1966. Fifty-
five per cent of the primary school-feavers entered either a -CEG (a second-
ary school with a general syllabus) or a [ycée (with: a more academic one).
Only 18 per cant were found in the seconde five years later.

One of the outcomes of grade-repeating at secondary level as well as
during the primary school is a high frequency of over-age in the terminal
class, for instance in the IyCee Those who have got there without grade-
_ repeating should be 17, but in fact only a third of the terminal students
are of this age or younger, whereas another third are | year older than
they should be and the final third 2 years over age. The attrition taking
place in both the primary and the secondary schoois is socrally selective
and is another illustration of -the role that the school plays in allocatmg
people to various social strata. The social stratification procedure is already
effective at the primary stage. According to a survey by Girard and asso-
ciates (1963), children with the following backgrounds were of normal age,
i.e., 11 or under, when they had reached grade

. Per cent -
Agricultural workers ................ 27
Farmers ....oocveeveveineeneienenennnnn. 41
‘Manual workers .............oeeeninn 36
Clerical staff .........ccoovvvennnnnn... 48
Junior executives ......oo.oiieeieel. 71
Professionals and ‘

industrial entrepreneurs ........ 69
Senior eXecutives .......oeeeenrnenene. 76

" The students included in the survey were rated by their teachers as to
scholastic -ability. Thirty- -five per cent of those whosc parents were classi-
fied ds manual workers were rated as “ excellent” “good” as compared
with 64 per cent of those with.junior -executive bar‘kg"ound According to
another survey conducted by Girard (1953) in the Seine Department, 54 per
cent of the children who. completed the école primaire had workrng class
backgrounds. The corresponding figure for the 6éme (the first grade) in the

chee was only 10 per cent. The number of children with professional,
Pl ]
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civil service or managerial background in the 5éme was 3 pér cent, whereas
in the 6éme they amounted to 57 per cent. ' '

By and large, in most West European industrial countries before the
enrolment explosion and the restructuring of secondary education, the
representation of social class. 3 (mainly manual workers) -in the junior
academic secondary school was around 10 per cent, whereas it accounted
for about half the students in the first grades of the primary school. But,
even after secondary education became general and the various _programmes
began to be integrated within a more unified system, the “tracking” of
the students implied ‘an allocation according to social origin. In the survey
conducted by Girard et al. (1963), students with a working class back-
ground accounted for 40 per cent of thc entire 6éme population as com-
pared'with 12 per cent with'a managerial or professional background. But
in the selective /ycée the former group accounted for 24 per cent and the
latter- for 30 per cent at the 6éme level. In the primary terminal classes
(comipleting compulsory education), 49 per cent were of working class
origin as compared with -2 per cént from a managerial or professional
background. ’ '

A British Royal Commission in the 1950s conducted a study on failures,
particularly “early leavers”, in the grammar schools. The students ad-
‘mitted to these schools had been carefully selected on the basis of the so-
called 11+ examinaticns which allegedly provide a fair diagnosis of scho-

- lastic ability in 90 per cent of the cases (see, e.g., Vernon, 1957). .At the
end of the follow-up period, 37 per cent of the total enrolment were
regarded as failures by the Committee on one or miore of three counts:
they had not completed the five-year course, they had not gained any
certificates or they had gained a certificate with less than three passes.
Attainment in grammar school was related to performance in the entrance
examinations and social background. The results are shown in Table 5.10.

N

Table 5.10 FAILURE RATE AMONG BRITISH GRAMMAR SCHOOL-STUDENTS
. BY ENTRANCE QUALIFICATICNS

AND SOCIAL BACKGROUND

In percentage

/ Entrance standing
Patarnal social status

Best third Middle third Lowest third
Professiona! and wianagerial .. .... 10 25 34
Clerical .....cccovivieereeeennnnn.... 19 - 32 42
Semi-skilled workers . 38 58 62
Linskilled workers ....... 54 62 76

Source: Early Leaving. London: HMSO. 1954,

The most striking finding in this table is that among the students
who, according to entrance eXaminations, belong to the top third, four or
five times as many working class children failed as those from a profes-

" sional or managerial background. This is another indication of the school’s
role as a social stratifier. Even if a student of lower class background has
qualified for entry to a school or a programme that is considered to be
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geared to the needs of children with a privileged background or has tra-
ditionally enrolled students from such a background, he apparently -has
difficulty in remaining in that school or programme. In his classical book
on Equality, written around 1930, Tawney (1951) attacked the liberal con-
- cept of formal equality of access to education, referring to it as “the
impertinent courtesy of an invitation offered to unwelcome guests ”.

A Swedish survey conducted in the 1950s (Orring, 1959). illustrates
the relationship between gocial class and screening by grade repeating.
One fifth of the total national enrolment into the five-year junior secondary
schodl was followed up, .and- the proportion of the original intake that
was still enrolled at a certain grade level — and which reflected both grade-
repeating and drop-out — was caiculated. Sixty per cent of the students .
from socio-economic ciass 1 (highest)' reached the final grade without .
delay, as compared with 48 per cent in class 3 (lowest). The difference
between its classes was greater for drop-outs (which during the first three
years meant .going back to elemeintary school) than for grade-repeaters.

/

F. * Educational Abstinence”

In conducting a- study of “educational abstinence” among workers
in Germany, Suzanne Grim (1966) set out to test the following four hypo-
theses, the first of which relates to the material conditions of the workers
while the other three relate to psychologlcal barriers:

i. Workers avoid sending their children to furtner-gomg (academic)

“schools because of lack of financial means.
2. Workers let their children remain in the Volksschule (primary
school) because they are uninformed about further-going education
~and the occupations to which it leads (“information distance ™).
. 3. Workers .shun upward social mobility via the school system be-
cause of social inhibitions (“affective distance ™) towards advanced
education as well as towards the social strata to which such educa-
tion gives access.
4. Workers let their children remain in the Volksschule because they
live in conditions that are not conducive to planning ahead.

On the basis of responses to six interview questions about their con-
cern for the education of their child, whether they would contact the
teacher to discuss educational plars and the like for him, the parents .
concerned were divided into three groups corresponding to levels of aspi-
ration. They were asked what they knew about the middle school, thke
gymnasium, and the university. On the whole they were better informed -
about the first of these than the other two. But the most interesting find-
ing, which confirmed the hypothesis about *information distance”, was
that parents in the best informed group had only half the “information
distance 7, that is, they knew twice as wuch as those in the two other
groups.

The workers who tended to send iheir children to academlc secondary
schools, - and who thereby “deviate ™ from the norm of sticking to the
Volksschule and entermg a Beruf (occupation), were characterized by a
small or moderate “affective distance”. The result is a reduced “informa-
tion distance” and forward Qla(ql}i'ng for the child’s education, together
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with a willingness to take the financial risks. All of this together constitutes
what Grimm calls “ deviant educational behaviour *.

On the results of her interviews, Grimm tried to identify what social
factors were ‘prevalent among those who exhibited such deviant educational
behaviour. Her findings were: (/) They tended to identify themselves with
groups or individuals on a higher level in the status hierarchy, such as
teachers. About one third of the *deviants” had fathers who had moved
downward from the middle class. €2) The *deviants” were successful in
their occupations. The . majority were highly skilled workers, masters or

supervisors. (3) Their own ambitions had in one way or another been-

thwarted, and they had transferred their former hopes for themselves to
their children. '
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Chapter 6

IMPACT OF BACKGROUND FACTORS
- ON EDUCATIONAL ATTAINMENT

_In this .chapter we shall look at some of the major studies that have
shed light -on background factors related to educational attainment and
performance. On the whole we shall move from nationwide surveys, where
participation in further-going education has been related to crude back-
ground factors such as rural-urban residence and social class, to studies’
aimed at identifying more specific and circumscrited background factors that
account for differences in amount of formal schooling attained -and cognitive
skills achieved.! There are several surveys that pertain to career decisions
..and the role played by tiic school vis-q-vis teenage children. In the 1960s
several studies of career plans among young people wn the East European
couritries, particularly in the Soviet Union, were published (see e.g.
Yanowitch and Dodge, 1968). These reports provnde us with an opportunity
to examine the relationship between educational and occupational aspira-
tions ‘and attainments, on the one hand, and home background on the
- other in a social order d’fferent from that in the West European countries
and the United States where previously the bulk of the empirical studies
on 'h|s subject had been carried out.

. SOCIO-ECOLOGICAL FACTORS

. We referred earlier to surveys conducted in the Federal Republic of

Germany by Edding and van Carnap (1962) and by Peisert.(1967), which
were focused on regional disparities in participation in upper Secondary
and higher education. In the United States, Nam (1968) and his associates
used national data from the Current Population Survey in 1965 to analyse
drop-out from high school -with regard to the joint and separate effects of
race, socio-economic status, religion, sex and place of residence. Later
Nam (1971) analysed data.for OECD. :

A. National Surveys

National surveys cousistently show that in most countries there are
disparities between rural and urban arcas in the matter of educational
’ A
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participation. The OECD (l97la) collated a comprehenswe set of statistics’

Jrelating to this situation in its. Member countries for the 1970 Conference

on Policies for Educational Growth, Data by region were available for 15
countries at two points in time. In at least 12, regional disparities seemed
to be of the same order on both occasions or showed a tendency to widen
at the secondary level. The laiter case applied, for instance, in Canada,
France and Sweden. Coefficients of variation were used as relative measures
of variability between regions or provinces. However, it was overlooked
in this report that the tendency towards an increased participation gap
between regions could very well be an artifact of migration from rural to
urban areas. Those. who migrate have had more education than those who
remain and tend, of coursc,  to pass on this privilcge to their children
(Neymark, 1961). -
“ In several countries, though, the plcture is not as clear-cut as it used
to be. Previously, there was a progressively diminishing participation rate
from big cities, through middle-sized cities, small cities and villages down to
sparsely populated rural areas (Husén, 1948). But now in the United States, -
for instance, one finds the hlghest participation rates in the urban fringes.
In Denmark they are. higher |n the provincial cities than in the larger
capital, Copenhagen.

Douglas (1964) found great differences in the avallablllty of grammar
school places as between regions in the United Kingdom. Wales had places
for 33.5 per cent of an age group of primary school-leavers as compared .

with 18.9 per cent in the south of England, which had a higher percentage - '

of salaried workers and a higher mean 'score on the scholastic ability test.
Where grammar schesl places were in short supply, middle class children
appeared to be awarded the same number as they obtained in areas where
the availability was good. It was the working class children whe suffered

" most from the increased competition.

Q

ERIC

Aruitoxt provided by Eic:

S

B. The 1970 OQECD Participation Survey

As a preparation for the 1970 Conference on Policies for Educational
Growth, the OECD Secretariat compiled a background study of d|spar|t|es
in educatlonal participation due, among other things, to the socio-economic
background of students (OECD, 1971a).

Data on socio-economic disparities were available for seven OECD -
countries — Denmark, France, Germany, the Netherlands, Norway, England
and the Unit¢d States. The following statistics illustrate the’ occurrence of
such disparities as.they concern secondary education. In France participa-
tion at secondary level approached 100 per cent, but great socio-economic
disparities existed as between the various tracks and programmes. Children
from homes of professionals and executives had participation rates of only
20 to 30 per cent in the colléges d’enseignement général (CEG), as com- '

“pared with 60 to 80 per cent in the classical streams of the more highly

regarded lycées. According to a German study reported in ‘“ Die hohere
Schule’, students whose parents were themselves university graduates in-
creased their representation in the 9-year Gymnasiuni from less than 10 per
cent at the beginning of the nine-year course to 35 per cent in the grad-
uating ciass, while representation by the children of workers (not foremen
and skilled workers) decreased fromNBLto 2 per cent. In the Netherlands,
e
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the ratio of admissions among 12-year-olds to the academic secondary

. schools increased over a five-year period from 45 to 67 per cent in the

upper. stratum, but only from 4 to 7 per cent in the lower stratum. A
study in England by Westergaard and Little (OECD, 1967) showed that

“among 11 to 13-year-old boys born in the late 1930s, 62 per cent with

professional and managerial background had been to grammar school as
compared with only 7 per cent of those whose parents were unskilled
workers, By the age of 17, 43 per cent of the former group and only 1.5
per cent of the latter were still at grammar school. '

The 1971 OECD participation survey has a section which, country by
country, compares the socio-economic¢ distribution of university students
with that of maies in the labour force (OECD, 1971a). By the arrangement
of these statistics in a diagram showing the percentages of participation by
student background and the composition of the labour force at two points
in time, one is given a picture of the extent to which changes in partici-
pation in higher -education have taken place. The report expresses the
caveat that this type of representation does not take ‘into account shifts in
social class distribution over time. Since in the more industrialized countries
there is < tendency towards an increase in the managerial and professional
groups and a .decrease in the number of manual workers, the change ‘might
seem to widen the participation gap because of a considerable increase in

the upper stratum and a slighi decrease in the lower one. All of these .

OECD statistics, like most produoeef'by other surveys, are limited to parti-
cipation by the crude index of socio-economic status. In offéring an expla-

- nation for the differences in participation, the 1971 report points out:
“The relationship between socio-economic factors and school participation
may be not so much an economic relationship as one which accounts for

differences in life styles and mobility aspirations”. (op. cit., p. 80).

2. HOME BACKGROUND AND SCHOOL PERFORMANCE

A. Various Types of Home Variables

An extensive research has identified a number of social variables asso-
ciated with educational cdreer. Most of these, however, are distal and not

- proximal measures of ho®. social background actually works. Social class,

for instance, is a very crude overall background index. It is a composite
of economic, status, and qualification measurements. It does not tell us
in a concrete way how a particular child from a particular social stratum is
treated by his parents or what kinds of psychological proccsses are
promoting or acting as obstacles to success in education. Hence, our con-
sideration of most of the research reported in this chapter must be regarded
as, no more than an attempt to obtain an over-all descriptive picture and to
identify only the major relevant independent variables.

We are, therefore, far from the stage when we can begin to analyse
causally how the variables act and interact. The vigorous debate, for exam-
ple, that followed the publication of the Coleman report (Coleman, et. al.,
1966, OE, 1970: Mosteller and ngg\ihan, 1971) and, a few years later,

. . ~
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the report by Jencks (1972) and his associates, shows what difficulties

are encountered in disentangling the “effects” of ‘home background and -
school resources in accounting for individual differences in student achieve-

ment. New analytical tools, such as path analysis, have not substantially

lessened the dilemma the researcher faces in trying to establish causal rela-

tionships between background factors, schooling, and occupational career.

In his’comments on a series of papers given at a United States Office of .
Education -conference ,on the effect of the teacher (OE, 1970), Coleman

suggests that longitudinal data should be ‘employed to come to grips with

the enormous problem of separating effects due to student and to school
differences (op. cit., p. 175). . -

In an article on dimensions of inequality, Tretheway (Fensham, 1970)
distinguishes between the following types of social variables that survey
research conducted so far has shown to be more or less correlated with
educational opportunity : .

1. Family-related variables, such as_socio-cconomic status, income,
parental education and parental attitudes towards education.
2. Neighbourhood variables, such as geographical location and. the
sub-cuiture of the neighbourhood community,
3. Ethnic variables, such as levels of education open to or aspired to
by different ethnic groups. '
4. Religious variables, such as. education open to or aspired to by
different religious groups. ‘ ,
5. School-related variables, such as school facilities, teacher compe-
tence, programmes available.
6. Peer group variables, such as attitudes of age-mates o schooling,
' teachers, and authority. . :
He could have added sex as one further dimension of inequality, since in
most countries there are considerable sex differences in educational partici-

" pation to the disadvantage of girls.

In her study of **educational abstincnce among manual workers, to
which we have already referred, Susanne Grimm (1966) " discerns three
groups of factors that may cause it :

1. socio-cconomic factors, such as parental occupation, size of family,
“access to private tutoring; .

2. socio-cultural factors, such as parental formal education, rearing
practices, the possibility to acquire language skills, achievement
motivation; and :

3. sccio-ccological factors which relate to the area of residence. snch ag
urban versus rural, slum versus suburban upper-middle class, or the
distance away of the relevant educational institution,

This study was focused mainly on psychological barriers and was largely
based on' personai inierviews with the parents.

In trying to determine the implications of the influence of the school
for future research and policy, Gagné* (OE, 1970) outlines a model of the
educational process which, apart from genetic factors, distinguishés between
two types of *‘input” variables — proximal and distal. The former are
defined as *‘those human actions which transform distal input variables
imo proximal inputs”. The latter comprise home environpnient, community,
peer culture, and school resources. Gagné points out that the major

1
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difficulty in interpreting the results of the many surveys that have been

" published is that *‘they deal with distal and correlated measures, and-fail

)

Q

to use proximal measures” (op. cit., p. 170). This applies to opportunities
provided by both the home and the school. Socio-economic status as a
measure of home opportunities is such a crude distal measure because it
does not provide any close or accurate description of what actually happens
with the child in the home, what positive actions are taken by the parents

in bringing the child up and preparing or not preparing him for school .

entry. Similarly, measures of school resources such as laboratory facilities
or teacher competence do not tell us very much of *“those human actions
which transform the raw materials of input into opportunities for learning...
Seldom do we find ... measures of process which are direct, in the sense
that they indicate the nature of teacher activities™ (ibid.).

In commenting on the United States Office of Education conference at

which several of the studies to which Gagné referred were presented,
Coleman (OE, 1970) takes the same position. The present data sources do
not provide very much information about what kinds of specific factors
are conducive to changes in student achievement. Coleman also points out
that research programmes, if they are to be useful as part of the knowl-

edge basis for policy decisions, should be designed with respect to the actual
problems on which these decisions have to be taken. He points out that.

problems pertaining, for instance, to teacher selection may not be answered
within the same research programme as problems related to teacher be-
haviour in the classroom. The same, it seems to me, applies tc problems
of establishing. greater equality of educational opportunity. For a long time
the policy implications of consistent research findings of ‘social class dif-
ference in participation in secondary and tertiary education were construed
as lying mainly in the economic field. Since, the most tangible difference
between social classes was economic means, thé solutions to inequalities in
educational participation were therefore sought in providing grants or other
instruments of financial support for students who came from backgrounds
with low participation rates. Tt has since been found that financial steps to
equalize opportunities for formal accessibility do not have the desired effect,
so attention is now being drawn to the proximal or process variables —
that is, how, exactly, children in the different social strata are brought up
and what kinds and amounts of * preparation” for entry into the regular
schools are being provided in the various types of home.

B. . The Fraser Siutit' (Scotland)

Having emphasized the need for * proximal’ studies, that is the need
tc identify specific variables that describe the psychological atmosphere
at homeé conducive to schoo! success, we must here singie out the investi-
gation conducted by Elisabeth Fraser, Home Environment and the School
(1959), for it was the first major study that attempted to relate the total
effect of the home -environment, not just some kind of Socio-economic
index, to scholastic performance. Nearly all the other investigators, both
prior to her study and after, have limited themselves to some kind of easily
available index of parental occupational status or parental education or to
some kind of socio-economic classification (mostly in terms of the upper,
middle and lower classes). No previous study, therefore, had provided such
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an extensive ** coverage” of the home milieu as hers, together with a series
of psychological variables. * _

Elizabeth Fraser’s investigation comprised 408 Aberdeen children who
had been transferred from primary schools to 10 different secondary schools
and were followed from -the age of 12 [/2to 13 1/2. Two intelligence tests
and one achievement test in English were administercd. Home environment
was assessed by personal interviews with the parents. Four aspects of the
environment were considered in these interviews: (1) cultural (parental
education and parental reading habits); (2) material (income, parental occu-
pation, family size, living space); (3) attitudinal (parental attitude, including
€ncouragement, towards the child’s educational and vocational career); and
.(4) the degree of abnormality in home background (for example, the general -
quality of the home, whether or not it was ** broken ”, if the mother went
out to work, and so on). , : :

Scaled school marks over IQ were used as the main criterion of scho-
lastic achievement, and each -environmental indicator was_correlated with
this and with 1Q. Finally, a multiple correlation between all the indicators,
IQ and school marks was computed. The findings are shown in Table 6.1.

Table 6.1 CORRELATIONS BETWEEN ENVIRONM ENTAL‘ INDICATORS
ON THE ONE HAND AND IQ AND SCHOOL MARKS )
ON THE OTHER AMONG SECONDARY SCHOOL STUDENTS IN ABERDEEN

>

) Criterion
Envifonmental indicator i 1Q (scaled school

: ' marks)
Parental educdtion ...............cco.. - 0.42 0.49
Parental book reading 0.28 0.33
Parental magazine and 0.38 - $.40
Income. .......... e Prie st oo, 0.35 0.44
Family size ..,%: ~0:40 ~0.46
Living space .... erterereeeetaneeeaenen erereerinnens 0.36 0.45
Parental attitude.Towards education 0.30 0.39
Parental encouragement ........................ .0.60 0.66
General impression of home ...........cc.coveeninnnnnn. 0.39 0.46
All environmental indicators (multiple correla 0.69 *0.75

Sowrce: Fraser, 1959,

It should be noted fhat parental encouragement ( a typical ** p,ocess
variable” for which the quest has been strong in recent years among edu-
cational researchers) correlates much higher with both 1Q and scholastic
achievement than do any of the other environmental variables. Later, Dave
(1963) and Wolf (1964) werc able to show that psychological variables
characterizing supportive action by parents correlate very highly with test
scores (intelligence and achievement). It should also be noted that all
environmenial indicators tend to correlate higher with scholastic performance:
than with IQ, which reflects among other things that they are all loaded
with non-cognitive factors. Finally, one should observe that indicators of
material conditions do not correlate lower than those that measure psycho-
logical processes. ’ ‘

Fraser draws the following conclusion : “There is Iittle‘doubt that if
some account. were taken of a child’s home background when trying to
forecast his future scholastic succéss, this would add to the predictive
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efficiency of intelligence and other standardized tests™ (op. cit., p. 73).
However, she stops short of recommending thatsocial indicators should be
used as predictors to improve the accuracy of secondary schiool selection
procedures. It is interesting to observe how . psychologists who regard it as
part of their professional function to recommend improved technigues for
prediction come to realize at a certain point that such improvements can
make explicit underlying values that they have not been aware of. They
then hesitate to advocate them. In this particular case, the task was to

‘ discover how social factors might operate to handicap children in their

’ educational career. Social handicap, then, was seen as a correlation between
performance and social background when inborn intelligence was kept
under control. The fact that a crude measure of supportive action on the
part of the parents correlated as high as 0.60 with 1Q casts some doubt
on the conception of the. educability handicap as somethmg mainly
attributable to inherited intelligence (cf Jensen, 1972).

C. Australian Stddies

In the previously cited collection of Australian studies on inequalities
¥ in education edited by Fensham (1970), one of the contributors, F.J. Hunt,
points out: ‘ Unequal participation in education is probably thé most
comprehensively surveyed social aspect of education and inequalities have
been revealed in every society that has been studied, and in relation to a
wide-range of oiher variables " (op. cit., p. 42).

In Australia several surveys- have been conducted with the primary aim
of elucidating the social determinants of educational inequalities. Others
have revealed such inequalitic as a by-product of studies with different
primary aims. Hunt mentiors some examples in his chapter, and five
relevant empirical studies -are presented in other contributions to Fensham’s
(1970) compilation. From these sources we learn, for instance, that metro-

" politan and rural areas differ substantially in participation. A survey in
Victoria showed that around 1960, 22 per cent of the metropolitan children
remained in the secondary school in the" ‘matriculation year as compared

N with 11 per cent of the rural children. E{hmcnly wa$¢ another factor of
importance. Only 1 per cent of the Australlamborn youth had less than
6 years of education as compared with 24 per cent of those who had
immigrated. Among the immigrants themselves wide differences were found .
a5 to the completion of secondary schooling. Whereas 20 per cent of British
immigrants had completed secondary school, only 6 per cent of those with
a Greek and 3 per cent of those with an Italian background had reached
thus far (Fensham, 1970). Radford (1962) carried out a survey that eluci-
dated the relationship between schooling and the occupational status of
parents in Australia. Unskilled and semi-skilled workers, who accountcd
for 33 per cent of the population, contributed only 8 ‘per cent of university
entrants. The figures were exactly the reverse for the plofessmnal and
higher administrative occupations.

Another survey was carried out in five secondary schools in the
Melbourne area selected in a way “that would bring out certain contrasting
features with regard to enrolment and resources. Two were independent
schools — one highly respected with an established tradition of educating

dlstmgunshed people for public life, another similar but with more modest
Ay
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resources. The other threc were governmental high schools drawing their
students fromy very diverse areas. One of them had dilapidated premises but
a ‘“strong corporate spirit " and recruited its students from a * good ™ area.
All five schools were compared in terms of finance, teacher quality, class
size and so on, and, on the basis of a combination of quality measure-
ments, the author arrived at the following conclusion;- “... a child will
have the best chance of academic success if he is sent to a major inde-
‘pendent school, almost as'good a chance if he goes to a well-established
government high school in a good area, and the worst chance at a northern
or inner suburban high school”. These outcomes reflect to a very high
degree_the socio-economic differences between the areas of location, so it is
not - possible to establish to what extent the schools themselves had con-
tributed to differences .in quality of their end-products. The survey suggests
that the “ metropolitan schools are merely perpetuating existing inequalities
(Fensham, 1970, p. 82). , :

3. SOME NATIONAL AND INTERNATIONAL SURVEYS

A. . A British Longitudina@S’%vey

If one wangs. (o’establisi'causarrela(ionships between background
factors (in the home and/or in society at large) and educational opportunity
and attainment, follow-up studies over a long period, beginning with the
pre-school years, are of immense value. J.W.B. Douglas and his associates
(1964 and'. 1968) have conducted investigations with this advantage. Their
studies are without doubt the most important of those that, with a longi-
tudinal perspective, have focused on the relation between social background
and educational opportunities. We shall briefly summarize how this work
was done and present-some of the outcomes of the analyses of the relation-
ship between achievement at the primary and secondary stages and social
background. ' _ v _

It was the Population Investigation Committee in England that initiated
this study which focused initially on the: maternal care provided to infants.
Data collection began in 1946 and in order to secure a ‘representative
sample of newborn children it was decided to include all those born during
the first week of March that year.’ To obtain sub-groups of adequate size, -
all the “children of non-manual workers and farm labourers and only a
quarter of the children whose parents were manual workers or self-employed
were included. After the initial data had been collected, among gther means
by home interviews.with the mothers, a follow-up study was undertaken
of the igflyence o\t“?spr}eh ol conditions on subsequent school achievemeni.

Muosi the ﬁnforma?ﬁn\needed for the first follow-up investigation
(Douglas,” )_was collected with.the help of teachers in the primary and
preparatory schols. They provided information relating to: '

a) absences from school and reasons for them; '

b) children’s behaviour in school and attitudes to work:

‘c) intelligence and achievement test scores at the age of § and 1

. (82 per cent of the sample had complete records of these); the

performances on the tests were expressed as T-scores with 50 as the
mean and 10 as the standard deviation; :
L |
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and

d) parental interest in the child’s progress in school work.

Health information was provided by the school doctors and the visitors
who paid yearly visits to the homes of the children concerned. The latter
also collected information on family and home circumstances and on
parental educational aspirations. The Local Educational Aulhormes provided
data about the 11 plus examinations.

Independent schools were left out of the enquiry into selection for
secondary education simply because their students did not compete for
places in the state secondary schools.

Perhaps the most outstanding feature of this projecl was the oppor-

tunity it gave to investigate the influence of parental attitudes and encour-

agement durmg very early childhood on su s¢quent. school careers and,
indeed, a series of psychological variables measuring this were included in
the survey. - Douglas (op. cit., p.-39), with ample justification; concludes
that there is “much evidence to show that the care of-intelligent and
undcrstandmg parents in. the early- years gives background and meaning
to what is learned ”’ later at school.
As we have said, the mothers’ asplratlons were assessed by health
- visitors. The -children with mothers who wanted them to go to grammar
school got 11 per eent more places than would be'predicted from test
scores alone. On the other hand, children whose mothers wanted them to
go to 'a secondary modern school had no less than 60 per cent fewer
-places in grammar school than could be predicted from test scores. Another
indicator of parental interest in the child’s education was whether.gr not
the father visited the school to discuss his progress with his teacher — as,
in fact, 32 per cent of the middle class and 12 per cent of the working
" class fathers did. 40 per cent of the working class children whose fathers
evinced such interest went ‘on to grammar school, as compared with only
10 per cent of those whose fathers did not discuss their progress with their
" teachers. B
-In the Douglas report, classificaticn by social status was based on -
parental occupation and education. The dividing line lay between non-
manual (mlddle class) workers and manual workers. This line proved to be
‘ permeable ” to a small ‘extent only: 5 per cent moved up 2ad 3 per cent

‘,'moved down during the long period covered by the follow-up. * Upper

middle class”. children were those whose parents had a middle class back-
ground and had gone to a secondary school. A *“lower middle class”
background meant that the parents had either a middle class background
or a secondary education. ‘ Upper manual working class’’ was defined as
a milieu where at least one of the parents had a middle class backgiound
or went to secondary school. ‘““Lower manual working ciass” comprised
those cases where both parents had a working class background and had not
gone to ‘a secondary school. As can.bc seen from Table 6.2, sociai class
turned out to be closely related to psychological variables conducive to -
grammar schoo! entrance.

. Leaving aside the children who went on to independent schools, 54 per

cent of the children ‘from the upper middle class and 1! per cent from the
lower working class were admitted to grammar schools. Had the inde-
pendent schools been mclud;d this inequaiity would have been even more
marked. As has been shown “m othel surveys (see, e.g., Husén and Boalt,
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Table 6.2 TRANSFER TO GRAMMAR SCHOOL BY SOCIAL CLASS,
PARENTAL INTEREST AND ASPIRATIONS

in pcrccn'tagc

Middle class Manual worker

Upper Lower Upper Lower

Interest in child’s progress ......... s 42 25 11 5
Desires grammar school place ........... 73 < 58 -~ 49
Late school leaving wished .............. 78 41 22 13

Source: J.W.B. Douglas, i964. -

1968), social background is of little importance among children who score
intellectually at the very top; but in the IQ range 110-120 social class .
strongly affects the  chances of transferring to or being selected for an
academic type of secondary -education. The more selective the system, the
slimmer the chances for lower class students. Douglas. showed that when
grammar school' places were in short supply, the chances of middle class
children being selected were not greatly affected. Such competition, however,
weighed strongly against working: class children. Those whe lived in areas
with a poor supply of grammar school places got 48 per cent fewer than
an equivalent group (in ability) of upper middle class children.

Whereas most previous studies ot social bias in the school system had
focused on selection for, and-achievement in, secondary ‘education, Douglas
was able to show how such bias already operates in primary education.
When the children he was studying were 10 years old, their teachers were
asked to rate them on a five-point scale from “very hard-working” to
“lazy . The top rating was given to 26 per cent of the children of the
upper middle class, 17 per cent of the lower middle, 11 per cent of the .
upper working class, and 7 per cent of the lower working class. The inter-
esting thing here is not whether, or the extent to which, these ratings were
“objective ”’, but- the -very fact that the teachers perceived the children of
various social statues differently. Since teachers’ judgments are the basis
for promotion, grouping practices such as ‘“‘streaming’’, and transfer to

" further education, they become of great importance in the child’s educa-
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Middle class children tended to go to primary schools that had a good
record yis-G-vis grammar school admission. Thus, 44 per cent of upper
middle class 'childrca went to primary schools from which 31 per cent or
more traditianally went on to grammar schools. The corresponding figure
for the Iowqfr:“class ‘was only 16 per cent. Interestingly enough, the test
scores from ‘ages 8 to 1l improved for children who went to primary
schools having a good record for grammar school admission; but they -

deteriorated for those who went to primary schools with a poor record in

this respect. What is even more noteworthy is that those attending primary
schools with a good record (31 per cent or more admitted to grammar
school) obtained 20 per cent more places- in grammar schools than could
be predicted from their test scores. The reverse happened for those who
went to poor record schools (10 per cent or less admitted): they got 37
per cent fewer places than predicted from their test scores. .
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The quality of materﬁal care was also related to streaming, and the
report shows that conditions of upbringing during pre-school age are highly
correlated with the early school career (Table 6.3).

Table 6.3 NUMBER OF CHILDREN
WITH POOR MATERNAL CARE BY STREAM
AND TEST SCORE

In percentage

. Intelligence at 8 * Upper Lower

1 (T-score) -+ -stream stream
=45 L - 42
$6=48 i 12 - 20
49=51 i 15 36
52 10 13

Source: Douglas. 1964,

The secondary school traditionally tends to serve as a social class
stratifier by the way it allocates students to different p-ogrammes or tracks.
The same effect is brought about by place allocations for students who
compete for entry to grammar and technical schools. From the upper

middle class, 14 times as many went to grammar schools as to technical

schools, ‘whereas the ratio for the lower manual working class was 2.1.

Douglas sums up his findings or selection for secondary education in
the following statement thus: * Comparing children of . equal measured
ability at eleven, those from uppe; middle classes get three times as many
selective school places as those from the lower manual, more than twice
as'many as those from upper manual, and one and a half times as many,
as those from lower middle class ” (op. cit., p. 122).

Information on secondary school careers up to the begmmng of the
sixth form was available for 98 per cent of the original 1946 sample.

{Douglas, et al., 1968). The following sets of data were collected from

school principals, teachers, school doctors and nurses, health visitors to the
homes, parents, and the young people themselves. At the age of 15, verbal
and non verbal intelligence tests as well as achievement tests in reading and
mathematics were admihistered. (As pointed out above, the pupils had been
tested twice earlier, at!the ages of 8 and 11). The teachers rated the pupils
twice, at 13 and 15; and they were asked, among other things, to indicate
those who they expected would profit from higher education. The pupils
themselves filled in seif-rating inventories at 15 and completed a questionnaire
about 'their aspirations for further education and future jobs. The health
visitors obtained information from the parents, including their aspirations
for their children. Complete test information was available for 77 per cent
of the sample. “This sub- -group, referred to as the * educational sample ”

was not significantly biased interms of tested intelligence by missing cases

As - Douglas and his -associates pointed out, the 1964 report, which
covered school* careers - through entry to secondary education, raised
“serious qQuestions about how far children from economically and culturally

’ A - o
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deprived homes were being given the educaticial support they needed;
they seemed to be saddled with a cumulative series of handicaps. Not ‘only
did they come from homes where education itself is little valued, but they
were also at a disadvantage at school.” (Douglas ef al., 1968, p. 3). The
follow-up through secondary school can therefore be regarded as an exam--
ination of the extent to which the “gloomy prediction” baséd on the
experiences from primary school is justified. Have the environmental in-
fluences on scholastic performance been reinforced or attenuated ? The study

- of the age span 11 through 16 can also be regarded in a way as an evalua-
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tion of the 1944 Education Act. When this Act, which provided . free
secondary educationy for everybody, was passed, those who promoted it
found it ““reasonable to anticipate that the children of manual working
class parents would benefit most from the increased opportunities, since
previously there had been relatively few free or scholarship grammar school
places available. The intention of the Act was to give each child, irrespec-
tive of his family circumstances and social origins, the type of secondary
education that was best suited to his abilities. .Entry to any type of
secondary school was not meant to be competitive — each pupil was to be
allocated to ‘the school that provided the course most appropriate to his
ability ” (Douglas et al., 1968, p. XI). The overall outcome of the follow-up
of the pupils in the secondary school was that “the middle class pupils
have retained, almost intact, their historic advantage over the manual werk-
ing class (ibid., p. xii). The proportions between the two strata in terms of
their representation in the grammar school were by and large the same as
before the 1944 reform.

A comparison between social classes in tested intelligence and achieve-. .
ment at the ages of 8, 11 and 15, was somewhat complicated by the regres-
sion effect, but the results seem to indicate a fairly stable pattern. Middle
class pupils ‘tended to do better in achievement tests than in non-verbal
intelligence which was not. the case among those with manual working class
background. This would indicate that the middle class pupils not only
“over-achicved ™ but in doing so also widened the achievement gap between
themselves and the working class students.

About half the pupils left school as soon as they had reached the
statutory leaving age at 15, which meant they left before the end of the
school year. An additional 10 per cent stayed on until the end of that-
year. The proportion leaving school at the carliest opportunity was much
higher among the lower class pupils; after the age of 15 the upper middle
class proportion .of the total enrolment increased from 5 to 15 per cent.

Pupils of high ability (according to the test) had equal chances of
entering secondary grammar school whatever  their background. But the

‘high percentage of pupils from lower class families leaving school at the

end, of the statutory period meant, as Douglas puts it, a *“heavy loss”
in talent. About 50 per cent of pupils from manual working class homes
who scored more than one standard deviation above the mean on the
tests left school as soon as they could, as compared with only 22 per cent
from the lower middle class and 10 per cent from the upper middle class.
The same tendency could be observed when it came to taking a school-
leaving certificate examination. Those who ‘obtained a good certificate and
scored better than one standard deviation above the mean were, by social
class: ' . _: an
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upper middle 77 per cent

. lower middle 60 per cent
upper working class 53 per cent
. lower working class 37 per cent

Teachers.in the secondary school were asked to indicate those among
their students who were considered to be able to “profit from higher
education ”. Of those who had scored in the high-ability group, i.e. more
than. one standard deviation above the mean, 91 per cent of the upper
middle class pupils were rated as suitable as compared to 69 per cent of
those from lower manual working class homes. ,

About one fourth of the primary school leavers entered sclective
secondary schools, i.e., schools that selected their pupils on the basis of
some ability criterion. The remainder (with few exceptions, such as those
in comprehensive schools) entered secondary modern schools. It was found
that those who went to selective schools improved their relative standard
as measured by the tests, whereas those who went to secondary modern
schools tended to fall sbmewhat behind. Another way of stating this phe-
nomenon is to say that during the age span 11 to 15 the social classes
““grow further apart > in terms of educational achievement. '

So -far there have been very few studies of how parental aspirations
pertaining to their children’s education are related to their own . education
and social background. Douglas and his associates present quite a lot of
_evidence as to the strength of the “social heritage” in this respect. Forty
per cent of the middle class parents wanted their childiren to have higher -
education as compared to 21 per cent of the manual workers. But within
the social classes the amount of education the parents had obtained either
before entering the labour market or afterwards (through evening classes:
‘and suchlike) made a lot of difference,as can be seen from Table 6.4.

Table 6.4 PARENTAL INTEREST IN HAVING CHILDREN
OF HIGH SCHOLASTIC ABILITY GO ON TO HIGHER EDUCATION:
‘ . BY PARENTAL EDUCATION : .

v

In percentage

< Parental education

s

Both parents  Both elemen- one Both secondary
clementary  tary but some or both education plus
,education fuither educa- . secondary some further

only tion (aduit) education education

Percentage with highly interested parents

Middle class .oveen.. a1 - 60 72 84

Manual workers ..... 2t . 40 37 69

: Percentage with mother favourable to higher education
Middle class .......... 69 ]! 87 . . 93
Manual workers ..... 53 : 71 78 100

Source: Dauglas et al.. 1968,

Thus 71 per cent of parents who were manual workers with only
elementary school but also with some adult education wanted their children

A M
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with high ability to go on to higher education, as compared with only
53 per cent of those who had had ro adult education: Douglas pointed
out that men who marry women with superior education or who come from
the middle class get in the bargain an insurance against downward social
mobility, and their children’s chances of getting further education are
considerably enhanced. His conclusion on the secondary school follow-up is:

The social class inequalities in opportunity " observed in the primary
schools have increased in the secondary and extend, in a way that was
not evident at the time of secondary selection, even to the highest
ability. It seems that the able boys and girls from manual working
class families, although encountering no obstacles at entry to the
selective secondary schools, have been heavily handicapped in their
later secondary school careers through relatively early leaving and poor
examinations results (op. cit., pp. 27-8)., K

B.  The Plowden VNan'onal Survey (England)

The Plowden Commission in England -in a separate volume Children
and their Primary Schools (HMSO, 1967) reported an impressive body of
research and surveys. Of particular interest here is a national survey which
comprised a random sample of children at the top infant level, and the
first and the fourth years of the junior school. The total number of children
sampled at these three levels were 3,300 from 173 schools. Information on
home conditions and parental attitudes toward school work done at home,
the education of children there and other interest taken in them was col-
lected by means of interviews, as a rule with the mothers. :

The rcsults were presented in two parts. The first is simply a descrip-
tion of how various home circumstances, parental attitudes and aspirations
were distributed by social class. The second consists of an attempt by
means of stepwise multiple regression analysis to link the evidence collected
from the parents(about home circumstances and attitudes) to the evidence

" collected from the schools the pupils- were attending. Performance on a

reading comprehension test was used as a criterion of pupil achievement.
On the basis of father’s occupation, a grouping into social classes was made
according to the classification used by the Registrar General in England:
(1) Professionals (4 per cent), (2) Managerial (14 per cent), (3a) Clerical
(11 per cent) (3b).Skilled manual (48 per cent), (4) Semi-skilled manual
(16 per .cent), (5) Unskilled labourers (6 per cent) and (6).. Unclassified ‘
(1 per cent). _ '

Since the mothers were interviewed on‘average for more than an hour,
quite a lot of information could be collected about the attitudes, interests
and aspirations the parents had with regard to their chjldren’s schooling.
The upper stratum pargnts were less alienated’from the school than were
those from the lower stratum. Very few parents in classes | to 3a indicated
willingness for their children to leave school as soon as they reached statu-
tory leaving age, whereas 8 per cent in class 3b and’ 15 per cent in class 5
were agreeable to.their children leaving as soon as ‘they were allowed.

The level of aspiration and the extent to which this was realized both

'showed large social class differences. As can be seen from Table 6.5,
" parents from the upper strata were able to achieve their ambitions to a
~much larger extent than those in the lower strata. More than. two thirds of \
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professional parents hoped that. their children would get into grammar
school as compared with between half and one third of those from manual
occupations. But more than half of the professional category were able to
get their children into grammar school, as compared with about one out of
six among skilled and semi-skilled workers and only one out of 15 arong

. unskilled workers. Moreover, it should be noted that very few parents in

\the two top strata wanted their children to enter secondary modern schools
‘and most. of those in the top stratum succeeded in avoiding it. The ex-
pressed preference for a secondary modern school education goes up as we
move down the social ladder but it never applies to more than half the
parents. Nevertneless, the great majority. of the. children with manual
working class background are allocated to secondary modern schools.

Table 6.5 PARENTAL HOPE FOR AND ACTUAL ALLOCATION
TO SECONDARY SCHOOL: BY SOCIAL CLASS .

(In per cent of parents within each socia! class)

Social class

3a 3b

N
Grammar school :

Hope ..ol e 69 66 68 48 42 30 43
Actual allocation ................ 52 33 39 18 18 7 22
Secondary modern . 4
Hope il 14 ) 10 25 30 45 7
Actual allocation ................ 21 50 42 66 68 81 64

Source: Children and Their Primary Schools. Vol. 2; Research and Surveys. London: HMSQ. 1967

: The reasons given for preferring grammar school education were most
frequently that this type of school “will lead to a better job™ or provide

““good. future prospects”. Aversion to the secondary modern school was
voiced mostly in the two top strata where this type of school was con-
sidered to have too many *‘bad-mannered’ pupils, *bad discipline’’ and
a “low standard * of teaching. '

The parents were asked about the methods of allocating pupils to the
junior classes in the schools their children were going to (e.g., whether by
age or ability) and which they would prefer. As can be seen in Table 6.6,
there are very small differences between social strata with regard to such
a choice. The majonty in all strata’ wanted the * quicker” and “‘slower”
children to be taught in separate classes. ‘

Parental attitudes and interest, home circumstances, and learning con-
ditions at school were weighed against what was regarded as a key outcome
of learning, namely reading skills as measured by a test of reading compre-
hension. This was one of the first two large-scale attempts (the other being
the Coleman (1966) survey in the United States) to employ multivariate
analysis in order to find out what factors account for the major variance in
differences between schools and between students within schools. In this
second part of the report, 104 independent variables were *‘candidates”
for the between-schools analyses and 73 for the analyses between students
within schools. About a dozen variables in each type of analysis emerged

. .. llw
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Table 6.6 ACTUAL GROUPING FRACT!CES
IN. THE JUNIOR SCHOOLS PUPILS WERE ATTENDING
AND THE GROUPING PRACTICE PARENTS SAID THEY WOULD pPREFER

(In per cent within social class)

Social class

! 2 la b 4 5°
" Actual pﬂ;arclice‘: ' :
Grouping in classes by age. ............. 56 57 53 52 54 41
Grouping in classes by ability .......... kK] 35 36 a5 32 40
Preference :
» Grouping in classes by age ............. 30 27 28 28 27 30
R Grouping in classes by ability .......... 64 67 67 65 60 63

Source: Douglas er al., 1968,

as making significant contributions to the criterion variation. The complex
technicalities involved, to say nothing of the conceptual problems connected
with multivariate analyses of cross-sectional survey data, by now make up
an impressive body of literature and will have to be left aside here;, apart
from the observation that about one third of the variation between schools
and about one half of the variation between pupils within schools was left
unaccounted for. The unexplained variance is due to some extent, of
course, to errors of measurement but in all likelihood it should primarily
be attributéd to individual differences that are not related either to parental -
attitudes or to material circumstances in the home. Since the pupils in the
between-schools analyses are aggregated, this latter: type of difference tends
to.be averaged out, and this explains why a higher portion of the vari-
ance in the criterion is accounted for in the between-schools analyses
(cf., the critique of the IEA strategy by Harnquist (1974) cited below).

Table'é. 7 PERCENTAGES OF THE CRITERION VARIATION
ACCOUNTED FOR BY THE THREE MAIN CLASSES
.OF INDEPENDENT VARIABLES IN THE PLOWDEN SURVEY

All students

in Top grade First grade

junior schools students students

Betvceen-school analyses .

Parental attitudes ................ U 28 19 20

Home circumstances .\.................... 20 17 i 25

School variables .........ccoeviiiennnl, 17 12 22

TOLAl cieviviennintcnenrierin v e 65 . 68 67
Between-pupils-within-schools analyses

Parental attitudes ..................ooevie 20 29 15

Home circumstances ..........ooeoeanens 9 7 9

School variables ........................... 17 ; 22 15

Total Lo - 46 58 -39

et
«

Source: Children and Their Primary School. Vol. 2, App. 4 London: HMSO, 1967
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The findings, in terms of the percentages of variation in-the criterion ex-

~plained, are summed up in Table 6.7. We note that the specific contribu-

tions by variations in parental attitudes, interests and aspirations are greater

- than the material circumstances at home, which in>their turn account for

more than the school and instructional variables. Furthermore, the relative
|mportance of parental attitudes increases as the children approach the end
of pnmary school.

Gilbert F. Peaker, who was responsible for the multivariate analyses
and the reporting of the outcomes, poirits out that in a way this survey
is an extension of earlier surveys that focused mainly on rough indices

" of social background: Early Leaving (HMSO, 1954), Fifteen to Eighteen

(HMSO, 1959) and Half Our Future (HMSO, 1963). As could already be

- seen from the descriptive part of the report, parents in the upper strata

have higher aspirations and hopes, and take more elaborate steps to
promote théir children’s educational career,:than do those in the lower
social strata. Attitudes are malleable, and the report points out that orily
a minor portnon of the varijations in attitudes are accounted for by material

_ circumstances in. the home This leaves quite a lot of scope for * communi-

cation and persuasion” (op. cit., p. 189).

&
<

C. The IEA Surveys

The International Association for the Evaluation of Educational

Achievements (IEA) has conducted two majo1 surveys. The-first, coruprising .

mathematics only (Husén, 1967), was conducted in 12 countries, all of them
highly industrialized. The second, the so-called, Six-Subject Survey, (Comber
and Keeves,” 1973: Purves, 1973; Thorndike, 1973) was administered in 22

- countries, four of them less developed, in two stages — that is, field testing

took place in two consecutive years, with' Science, Literature and Reading
Comprehension in the first and English and French as foreign languages
and. pwcs in the second. Student achievement in these subject areas was
refated to certain background factors, such as area of residence (rural-
urban), father’s and mother’s education (number of school years), father’s
occupation, availability of ‘newspaper, radio, television, and encyclopedia
at home, number of books at home, and size of family.

The correlations between achievement scores and background variables
were scrutinized over countries and in separate populations within countries
(10-year-olds, l4-year olds, pre-university students). "On the basis of the
partial regression on the achievement variables the following background
variables were selected to form a’composite called * school handicap score ™

(SHS): father’s occupation father’s education, mother’s education, number

of books at home and size of family.

Two major types of analysis were used to explain the varna“on in the
criterion variables (Sci. .ce, Readmg and Literature): between-school and
between-student multiple regression analyses The explanatonv variables were
structured into four major ** blocks ”’:

(l) Student background — consisting of SHS, age and sex.of student —
which by implication, mcluded one unmeasured background variable, namely
student intelligence or “ native wit”

() Type of school and type of programme within school.

. u :
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(3) Learning conditions in the school. °

(4) “Kindred variables™, such as attitudes toward school learning
or motivation for school work, which can be.conceived of both as out-
comes of school teaching and as inputs that explain differences in achieve-
ments. :

It would take us too far afield in thi§ context to go into the detailed

- rationale for the analytic strategy employed, but, in short, the * blocks "’

Q
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were ordered according to what seemed to be a reasonable temporal
sequence with background variables first, type of school next, and learning
conditions that affect the student, once he has entered a particular- school
or programme, third. Apart from misgivings that could be expressed about
the temporal ordering of the variables, there are other methodological snags -
and these rave by and large beert the same as were the subject of much

~of the deba.e that followed on both the Coleman 1966 survey and the re-

analyses conducted by Jencks (1972) and his associates as well as on the
IEA sufveys (Hirnqvist, 1974). The rationale for the analygical strategy

~has briefly been spelled out in the subject matter volumes (see, Comber

and Keeves, 1973 Purves, 1573; Thorndike, 1973), and a detailed technical
account has been given by Peaker (in press). It should be mentioned that
the IEA ‘strategy has been critically reviewed by Coleman (1974) and
Hirnqvist (1974). The latter, for instance, points out that the level of

-aggregation of data determines to a large extent the amount of variance

accounted for in the dependent variables. This explains why much more
of the between-school than the between-student variance is attributable to
the independent variables. He further points out the difficulty of inter-
preting simultaneously introduced variables because they are given weights
in relation to their strength. Common variance between several variables
is attributed to the one which is strongest.

Both Coleman (1974) and Hirnqvist (1974) have collated the outcomcs
of the multivariate analyses conducted by IEA. In his paper to the Harvard
conference on the IEA project in 1973, Coleman criticized the use of incre-
ments in squared- multiple correlations as measures of the effects of the
respective blocks and variablés within blocks. He suggested instead the use
of standardized partial regression coefficients. Hirnqvist, however, has
averaged the contributions of the various blocks over countries and age
levels. He finds a fairly consistent pattern from one subject area to another,
as well as from one age level to another. In the between-school analyses

. 67-70 per cent of the variance is explained by the independent variables at

hand. Of the total explained variance, between 41 and 42 per cent is
accounted for by background, while about 20 per cent is accounted

~ for by school type, school programme and instructional variables together.

Between 5 and 10 per cent is explained by the kindred variables. Harngvist
(1974) finds that there is a clear-cut tendency for the background block
to become more important as one moves up to higher levels of the
system. . .

In the between-student analysis only about one third of the variance
is explained. This could be expected, because the between-school variance
is only about 25 per cent of the between-student variance and the corre-
lations between the variables at the level of the school are much higher
than at the level of the individual student. The following averages emerged

from the between-student analysis: _a'»-
. b o
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Science Reading Literature

I. Background .......c.ccooeniieninnniens : 4. 13 12
2. School type and programme ...... 5 .6 5
3. Learning conditions ..........oceeees ‘ It 6 5
4. Kindred variables ........0c.oceeueene 5 7 6
Total explained ........covvviviiinnnnnne. .35 32 28

With a different method Coleman attempted to separate total home
background effects from the total direct school effects, and after having
looked at six countries (Chile, England, Finland, Italy, Sweden and the
United States) he arrived at the following proportions which, leaving out
the indirect effects, add up to 100 per cent: '

‘Age level
10 years 14 years

Total home background effects

Science 0.34 0.42

Reading . 0.35 0.44

Literature ........ greernnenns eereeses n.a. 0.42
Total direct school effects

Science .....eoceen eieesasenereneanes 0.24 0.29

Reading ......... P 0.20 0.22

Literature ....... PR n.a.’ 0.26

¥

The relative explanatory power of the schdbol factors tends to be larger
in the IEA survey than in, for instance, the Coleman 1966 survey; never-
theless it turns out that here, as in previous investigations, back ground
factors tend to account for considerably more of the variation in per-
Formance than do the factors constituting the learning conditions in the
school itself. But in as much as certain conditions vary between countries,
one readily realizes that the less the spread in a variable, the less is ac-
counted for by that particular variable.

D. A Canadian Survey

An extensive national survey to elucidate the school’s role in career
decisions was conducted by Breton (1970 a-b) under the auspices of the
Canadian Department of Labor and the Provincial Departments of Educa-
tion. The general theory behind the study was briefly this (Breton, 1970b):
carcer decisions taken by students are determined by internalised - oppor-
tunities, socio-economic circumstances and, not least, by subjective cir-" -
cumstances related to their own values, attitudes and identity feeling.
Among the latter factors the most important are those related to the
student’s having decided whether the course of events is under his own
control or under that of someone else, or is determirned by quite impersonal
influences. The “conceptual self-system ” is the tool the youngster applies

in his career decisions which can be regarded as testings of self-hypotheses:
. .
[ S W,
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Attitudes towards the self and the future which contribute to moulding
career goals are: (1) attitudes towards one’s own identity; (2) sense of
personal control over future events : (3) anxiety about finding a job; (4) in-
dependence in decision-making: (5) vocational competence or preparation

for vocational decision-making; and (6) attitudes towards work and

achievement.

The general approach in the Breton survey, therefore, was to relate
career decision-making both to objective background factors and to sub-
jective ones. The background factors were: parental occupational status,
parental education, size of community of residence, region of the country,
linguistic affiliation, size of family, birth order and problems of authority
in family. Ethnic and religious affiliations were exclude 1. :

As has already been said, the survey focused mdinly on the school’s
role in career decision-making. The school as a social system was regarded
as probably the *single most important influencé on the career develop-
ments of adolescents ™ (op. cit., P. 7) — indeed, as Breton points out, one
of its primary functions is ““to serve as an agency of allocation with respect
to the socio-economic structure > (op. cit., p. 5). The survey takes into
particular account the effects on students’ career decisions caused by school
organisation (the structure of the curriculum, the number and nature of
programmes), the evaluation of students and diversity of opportunity.

A random national sample of 145,817 high-school students was drawn
from all four grades. The full sample was used for measures of school
characteristics based on aggregate student responses. A weighted sub-sample
was used for most of the. analyses. All the relationships established between
independent and dependent variables were controlled for ability, socio-
econumic background and language. In studying the effect of background
factors and subjective factors on career decisions;, Breton used Coleman’s
Multivariate Index (Coleman, 1966). ’

The school affects the career decisions through programmes such as
“practical ” versus ‘“*academic”, or by designing some programmes as

- ** preparation for post-secondary education ™ whereas others are * terminal ™.
Since the .structure of programmes in. the school serves as a means of -

stratification that, by and large, corresponds to the prestige stratification in
society at large, the mobility between programmes, the number of pro-
‘grammes, and thereby the flexibility of offerings, are of great importance.

* As could be expected, socio-economic origin was closely related to the
aspiration for education. Thus, plans to stay on at high school until grad-
uation were more frequent among students from higher than from lower
socio-economic strata. As concerns the desire to g0 on to post-secondary
education, social class tends to have a stronger effect on the more able
students and on those less gifted. Educational plans are strongly associated
with parental education. This is more marked insstudents’ plan< to enter

" post-secondary education than jn intcntions simply to complete high school.

Even when parental occupation status and ability were controlled for, this
association remained relatively strong.

" A very important factor in student career planning is that some pro-
grammes are terminal whereas others are structured to prepare for éducation
beyond secondary school. Breton shows that programmes of study are
ranked by the students in terms of their attractiveness — for example, the

prestige attached to them or the ability ‘they are said to require. The .

Mot ]
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student self-concept, which is determined partly by his social background,
is therefore acting as an intermediate variable in making the curriculum
or individual programmes part of the stratification system of the school.
Another contribution to this stratification is teacher expectation as to the
kind of student best suited to these more highly-regarded programmes.
Finally, multiprogramme schools tended to attract more students from the
lower socio-economic class' than those offering only a single academic

‘programme.

¢ 4. EDUCATIONAL ASPIRATIONS AND ATTAINMENTS
AS RELATED TO PARENTAL BACKGROUND
IN SOME SOCIALIST COUNTRIES

" Increased oppoituiity for the previously underprivileged groups has
been a major target for policy in the Socialist countries. In the Soviet
Union, for example, the introduction of universal primary schooling had in
its wake highly increased participation in secondary schooling and higher
education. The broadening of opportunities which in principle were equal
for all strongly affected the aspirations of young pegple. One of the notable
features of Soviet higher education has been its highly selectivc character.
Whereas secondary schooling has been opened up 1o more and more stu-
dents, the expansion of university education has been kept rather restrained,
increase in enrolment being no more than modest during a period when it
was almost explosive in some Western countries. Only 25% of those who
graduate from the general secondary school are admitted to.a university.

At the beginning of the 1960s surveys began to be published as to the
career plans of secondary sciwol students and . the social background of

.students at the senior stage of the secondary school and at the university.

In introducing the new education act to the Supréeme Soviet in 1958, Pre-
mier Khrushchev made reference to the fact that the overwhelming majority
of students at. Moscow University came from families of the intelligentisia
and the functionaries. It was later made known that about 75 per cent
belonged to those categories as compared with only 20 per cent with work-
ing class and 5 per cent with peasant background (Sauvy, 1973, p. 28).

" The aspirations of Soviet pupils at the end of grade 8. i.e., after com-
pletion of the basic school period. have-been the subject of several surveys
reviewed by Yanowitch and Dodge (1968) and Lagneau-Markiewicz (in
Sauvy, 1973): The three routes which offer themselves after completion of
grade 8 are: the general secondary school (two or three grades) Treparing
for university. a semi-vceational or entirely vocational secondary school,
or work. In Sverdlovsk, for example, 39 per cent of those from homes of
manual workers plarined to proceed with general education as compared
to 63 per cent of those whose parents were ** specialists ”, i.e., professionals
and managers with advanced education. The Soviet sociologists who have
studied the phenomenon indicate the impact of the **cultural level” and the
“family tradition” in moulding the aspirations. Thus, only 25 per cent of
the pupils whose parents had had no more than four years of elementary
schooling planned to take upper secondary education, as compared with 72

per cent among those whose parents had themselves had higher education. .
: SR aad
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“The children_ of the intelligentsia typically plan to follow an educational
path which will permit them to duplicate (in broad terms) the occupational
status of their parents. " (Yanowitch and Dodge, 1968, p. 253).

It is not surprising therefore, to find that the distribution of parental
background of the pupils in grade 11 differs from that in grade 8 or from .
the one in the vocational schools that follow after grade 8 (Yanowitch and
Dodge, 1968, p. 254). The following figures refer to the city of Sverdlovsk:

In percentage

Grade § Grade I
Manual workers ......................... 62 39
Employees (white collar workers) ... 11 19
Specialists ....ooooovvuiiiiiiieiiininn, Rl 33
Others ....ccoiivvuninnnn. eeitererenaa, 5 9
Total e : 100 100

There was some disparity (as might be expected) between planned entry
into the university-preparing general secondary school and actual entry when
it came to university entrance, but the gap between aspiration and achieve-
ment had grown considerably. Selection for entry is severe and only a small
proportion of those who want to enter are admitted. Surveys cited by
Yanowitch and Dodge (1968) record that in Moscow in the mid-1960s
as many as 90 per cent of secondary school graduates planned to go on to
a university, but only 36 per cent actually got there. Similar discrepancies
between plans and actual status have been reported from other cities. The
desire to go to a university is not apparently closely related to home back-
ground, which indicates that entering- upper secondary education is con-
nected with the expectation of joining the intelligentsia; but background
plays a role in one’s actually being granted entry to a university. Students
from the homes of specialists get in more frequently than those from other
categories. A study. of how university entry was related to background arose
from the finding that the chance of being accepted by a university among
those who had completed secondary school was 82 per cent for those whose
parents had had higher education, whereas it was only 31 per cent for those
whose parents’ education had been less than 7 years (Yanowitch and Dodge,
1968). . : '

Trends similar to those that are reported from the ‘Soviet Union are

“found also in other European Socialist countries (see, e.g., Szczepanski,

1963). . .
Particular attention should be given in this context to university en-
trance. Because of planning quotas and resource restraints, the number of
openings at the university, and thereby access to the intelligentsia, is rather
limited. Thus 'in the first place there is a conflict between student aspira-
tions and the set quota of intakes. Fufthermore, there is also a conflict
between attempts on the part of the universities to maintain high standards

“and the policy of broadening the opportunities for students from all walks
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of life. *“True socialism” means that the doors to institutions that are
instrumental in social promotion should be open for. young people whose
parents are workers and peasants. On the other hand, the demand for high
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standards at the university and for good ** products” to man the managerial
and technical jobs needs to be emphasized. Furthermore; the new intelligent-
sia has a vested interest in seeing to it that formal justice in the selection
is maintained, so that social origin does not formally enter into the selec-
tion procedure. In Poland, extra credits are given for social origin — i.e.,
to children of parents of particular ‘“merit in reinforcing the power of the
people ” (Sauvy er al., op. cit., p. 42). But since the number of applicants
having a manual work or peasant background is relatively small, such
‘regressive-credit giving does not seem to have any decisive effect towards
altering -the differential social class representation in higher education.
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Chapter 7

- POLICY IMPLICATIONS OF RESEARCH
~ ON SOCIAL BACKGROUND
AND EDUCATIONAL ATTAINMENT

I. AN INTRODUCTORY CAVEAT

Policy can be defined as an institutionalized manifestation in planning
and decision-making of ideologically imbedded, vested interests. Policy
makers, therefore, cannot be expected to behave like Plato’s philosopher-
kings, and this should be kept in mind when attempting to divine the
“policy implications ™ of research that has borne upon equality of educa-
tional opportunity. Ther¢ are no clear-cut relationships between *
findings” and policy-making that would make it just a matter of
*“applying” the results of “pure™ research in order to arrive at the ‘“right”
decisions. In another connection (Husén, 1968c) I have already spelled out
what T consider to be a proper and realistic role for the rescarcher: vis-g-vis
the policy-maker. It is perhaps enough here to repeat that he can provide
some assistance in posing problems that are conceptually and methodo-
logically accessible to research, and he can also assist in providing more
enlightened interpretation of findings, not least by bringing out the value-
determined implications of alternative interpretations. In general terms, then,
the rescarcher can contribute to a broadening of the facts, perspectives and
viewpoints on which the policy-maker has to base his decisions.

We must in this context leave aside how ideologically anchored values

enter into the process of research by means of the ways in which research
problems are posed and tackled (Myrdal, 1969). The fierce criticism of both
the data base and the procedural details of studies from which estimates” of
so-called heritability have been calcuiated can be cited as an exaniple of
value-loaded involvement in what on the surface would seem to be a purely
academic problem that should be dealt with in the serene and aloof at-
mosphere of.an ivory tower. The impact of strongly held implicit values
becomes particularly obvious when it comes to the interpretation of findings.
Henry Levin (1972), in reviewing Jencks’s Inequality, refers to this pheno-
menon as the ‘‘social science objectivity gap’’. Even more striking are
examples from recent policy-oriented research (like that reported in.
Inequality) in which investigators who have drawn upon the same sets of
data have arrived at highly divergent conclusions.

T
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The same caveat should be kept in mind- in interpreting the research
that has been reviewed in this book and in interpreting the author’s review
of it. I am myself not exempted, of course, from the bias I have just
described, which means that the sclection of studies that have been re-
viewed, -the evaluative judgments that have been passed, and the interpre-
tation of the findings from these studies are all affected by my own value -
frame of reférence. .

The ** objectivity gap™ is obvious to anybody who has ever tried to
cover the relevant literature on the heredity-environment issue. The sig-
nificance of given statistical results — ‘be they regression coefficients. corre-

-lation coefficients or just simple means — are often looked upon quite

differently as either supporting or refuting a hereditarian or an environ-
mentalist interpretation of individual and, particularly, of group differences.

We can, somewhat scheinatically, distinguish two opposing interpre-
tative ideologies. On the one hand there is the conservative (and as a rule
meritocratic) conception, according to which human abilities are mainly
inherited and differences in educational and particularly in occupational
careers are largely accounted for by differences in ability. The educational
system that does not take such inherited differences ‘into account is con-
sidered to fight against nature. Selective provisions have to be made for the
elite. A broadening of educational opportunities. could easily lead to an
exhaustion of the resources of talent.

On the other hand we have the more radical conception, according to
which education and interventions into environmental conditions by means
of social and economic policy have a strong impact and play an important
role in improving *human ability. Policy measures in these domains can, in
Faris’s words (1961), ““lift a nation by its bootstraps . I myself, lcaning
towards such an ideology, have taken the position that one should not
begin by investigating the genetic limitations of ability (if any), but by
attempting to assess the extent of the limits within which socio-economic
and educational influences can operate. This view is wedded to the belief
that the pool of talent can be expanded by means of an adequate social
policy, and that a broadening of opportunities for advanced education will
not easily exhaust the “* reserve ”, because it is expandable.

DILEMMAS OF A POLICY OF EQUALITY

The caveats implied in these observations will hopefully prove useful
to the reader, not least when he is.confronted with the incompatibilities or,
ratier, dilemmas that are inherent in attempts to achieve not only greatér
equality of opportunity but equality of results also.

Perhaps the most pervasive dilemma, which faces all highly industrialized
societies of today and with which no doubt they will have to come to grips’
in the post-industrial stage, is the one of self-realization versus social
and economic efficiency. If we want to label it differently, we could call
it the equality-meritocracy dilemma which, as we have seen earlier, cuts
across widely different social orders, be they formally capitalist or socialist.

At the root of this dilemma lies the problem of economic growth and
its compatibility with a social and educational system of equality of results.

ey
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If criteria of efficiency are those of growth within a national economy and
the extent to which the growth is accruing to the material standard of
living of the ordinary man, then the massive redistribution of +resources

required to achieve what even remotely could be considered equality of

results might be so costly that it could well affect the average standard of
living adversely. It seems extremely difficult to envision even a *‘zero-

. growth ” society, with the complexity of the present highly industrialized

service society, in which the great demand for highly trained scientists,

: cngineers and administrators would not reinforce the meritocratic element

that is already beginning to become prevalent in both East and West.

In the pre-industrial, and particularly in the industrial, socmly those
who have masteréed the operation of verbal and numerical symbols have

tended to come to the forefront and have moved into higher status, in-

fluence and power. This has been the passport to the (relatively fcw) white-
collar jobs on both professional and sub-professional level, &" certain amount

_of formal schooling over and above the compulsory, clementary school

being the qualification required. Those from the blue-collar group who
have become equipped with such proper certification can now, therefore,
advance to higher social status.

But in a society approaching the post-industrial stage the expansion of

institutionalized education beyond-the point of compulsory attendance means ~

a demociatization of the verbal and similar okills which are no longer

_required by a few individuals but by everybody. In so far as this has

already occuired, it has tended to make the * white-collar line ™ disappear.

Furthermore, modern technology, not least the computer, has taken over

the execution of routine skills which previously required some additional
formal schooling and special qualifying skills for white-collar jobs. We need
only think about what has happened to office. work, such as bnokkeeping,

" during the last 20 years. What is now important in terms of creating dis-

'lo separale

tinctions are skills at a more abstract level, which draw upon higher mental

abilities than the ones involved in previous, more routinely performed
work such as finding new solutions to new problems and devising appro-
priate programmes. This means that the * meritocracy line ™" has been moved
up to the level where advanced university training is given.

3. STRATEGIES ENSUING FROM ALTERNATIVE RESOLUTIONS *

OF THE HEREDITY-ENVIRONMENT iS5UE

Cognitive differences at any given time between individuals belonging

to a particular sub-group in.a particular society arc-attributable to three’
‘types of factor: differences in genetic disposition, differences in the environ-

ment, and differences. due to the interaction between genctic disposition
and environmenta! factors. In the debate so far on the heredity-environment
issue there has been a tendency to disregard the third type in the attempt
influences” which can be regarded as * purely’ genetic and

‘purely* environmental. But since policy interventions can affect all three
sources of differentiation as well as the rclauvc weights they carry, one has
to take all of them into account. P 3
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Some 25 or more years ago many leading researchers with a hered-
itarian view on what caused differences in ability were more or less ex-
plicitly advocating cugenic measures in order to reduce dysgenic influences
that seemed to te conducive to a deterioration of the gene pool. This was
the case in England in the Darwinian-Galtonian tradition under the auspices
of the Eugenics Society, which sponsored several surveys aimed a¢ assessing
the .relationship between fertility and ‘1Q. In the United States during the
1920s eugenic views were influential in determining immigration policy
(Cronbach, 1973). Recently a heated debate on the justification for eugenic
intervention has emerged in the wake of the studies of educability and
group differences published by Jensen (see, e.g., Jensen, 1973). Jensen him-
sclf has been rather cautious about bringing out the eugenic implications of
his conclusions, whereas Shockley has been much more outspoken.

Policy intervention aimed at enhancing equality in terms of environ-
mental condiiions has been advocatcd much more frequently. Social reforms
which constitute a welfare society as well as attempts to broaden access to
e’ tion and to equalize the resources between areas, school districts, etc. ,
are n dves in this direction. The core idea in the philosophy behind attempts
to bring about “equality of educational opportunity ” has been, as repeat-
edly noted here, to help the individual make the best possible use of his
*“native wit” — to reatize his potential. As pointed out by Kencks and his
associates (1972, p. 73), the genes an individual has been born with are in
some way regarded as his “ property ", which he is expected to make the
best possible and profitable use of, whereas the milieu in which he is born
is regarded as accidental. Therefore environmental differences have to be
corrected. This is the philosophy behind what Frankel (1973) calls
‘*corrective egalitarianism . o :

But inequality determined by biologic¢al accident ‘might in principle be
regarded as not much different from inequality determined by social accident
and could therefore be the object of justified intervention. Eckland (1967)
points out that the distinction made between ascriptive and achieved status
is basically not tenable. According to this distinction, ascription is status
allocation based on properties assigned by birth, such as social class, race
and " ethnicity, whereas achievement refers to. factors over which the
individual is supposed to have control and hence the achievement is merited.
These factors, such as inherited intellectual capacity, are regarded as the
individual’s “*private property”. “But do not the individual's capacities
decpend to more than a trivial degree upon the genetic material with which
he enters the social contest. and over which he ha< no more control than
his racc or his sex?™ Thus status allocation according to ability could be
just as much **ascribed ™ as the allocation that traditionally was made on
the basis of social origin. Jencks and his associates have depicted the
consequences of a philosophy according to which it is no more a moral
assct to be born with good genes than in a good parental milieu: “for a
thorough-going egalitarian, ‘inequality that derives from biology ought to be
as repulsive as inequality that derives from early socialization ™ (op. cit.,
p- 73). This is the moral justification for John Rawls’ suggestion that the
“natural lottery™ or the . “arbitrariness found in nature” should be
corrected. In his book A Theory of Justice he builds up a case for a
“redemptive ™ cgalitarianism by asserting that the voluntarism of the tra-
ditional liberal egalitarianism has no more moral justification than thc old
ascriptive allocation according to some divine force. One does not *‘deserve”
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..no one deserves his place in the distribution of native endowments,
any more than one deserves one's initial starting place in society.” We .
shall not in this context discuss the deeper social-philosophical implications
of Rawls® redemptive egalitarianism. Suffice it to note that he regards the
ind'vidual as a passive recipient of whatever benefits life more or less
-randomly bestows -upon him, whereas Frankel as a spokesman-of the
liberal and voluntaristic philosophy of equal opportunity sees the individual
as an active player who takes xespons:blhty for what he is doing with hxs
assets.

It is hardly deniable that systematic attempts to equalize the environ-
mental conditions are conducive to an increased correlation between the
genotype and the phenotype. The greater the equality of éducational oppor-
tunity, the larger the proportion of the individual differences in attainment
that, over the generatnons, would be accounted for by inherited ability.
Thus, equalization in opportunltles would contribute to allocating each
individual to the position in society where he “belongs™ according to his
inherited endowment. Herrnstein (1973) and Eysenck (1973) have taken this
argument to its extreme and tried to make. a consistent case for a liberal
meritocracy. If society tries to minimizé the role of social inheritance — and
that is the explicit' aim of social policy in many countries — it will at the
same time maximize the role of genetic inheritance. Thereby one can avoid
a caste society in which there will-be a class of dull and unemployable
persons on the one extreme and a class of intelligent and wealthy persons’

- on the other, each passing on its disadvantages and privileges to the next
generation. A system of mobility based on optimizing the opportunity for
talent to find its proper place is, therefore, a socially just one.

Another way of manipulating the relationship between the phenotype v
and the genotype would be to introduce a principle of reversed equality

) of opportunity whereby those who are most needy are awarded the greatest
+  benefits (at least during the time they are growing up). This Is the strategy

' of compensatory education. Thus, in several countries more resources in

terms of money per pupil are allocated to handicappéd children than to

those who are able to follow normal school instruction. )

On the basis of their review of the existing rescarch literature and re-
analyses of existing sets of data, Jencks and his associates conclude that
environmental intervention can substantially reduce cognitive differences in |
spite of the estimation that in present-day socnety genetlc differences account |
for between one third and one half of the varlance m 1Q.

) . . $ N ) v . . ' . .
the genetically inherited assets any more than. the socially inherited ones:

4. PRINCIPLES FOR FORMULATING STRATEGIES

Before attempting to formulate specific strategies we should briefly -
review two principles that have been of pervasive importance in our analysns
of the concepts of “talent’ and * equality of educational opportunity” and
are fundamental to the policy recommendations to be spelled out below.

1. In dealing with the concept of “talent” in Chapter 3 and the
utilization of talent in Chapter 4, it was impossible to neglect the heredity-
environment controversy. A dogmatic hereditarian view runs counter to the
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optimistic philosophy- that ought to guide every educational endeavour,
namely that planned and/or systematic actions under the label of up-
bringing and/or of teaching can produce significant worthwhile changes in
children. Accordingly, the researcher who.wants“to find out the extent to
which scholastic attainments can be modified by planned action must begin
by investigating how modifications can be brought about by environmental
influences in general and scholastic ones in particular,

- There is yet another special reason why the educational researcher
should adopt his strategy. Attempts in both surveys and €xperimental re- -
search to study relevant environmental influences, such as home' background,
on cognitive development during pre-school and school age have for a long
time concentrated mainly on what are now called *frame variables (the
over-all, static socio-economic structure), whereas process variables ”, such
as the mother-child relationship and language training at home, have been
neglected or completely avoided because of a lack of appropriate means to
measure them. The yardsticks that have been employed to assess environ-
mental conditions have, i .deed, been very crude ones; in most cases they
have been socio-economic indices, such as parental education or occupa-
tional status. By measuring parent-child inferaction, language training, etc.,
a better coverage has been achieved.

The more successfully one can measure relevant environmental variables
that account for individual differences in school achievement, the greater
the proportion of observed scholastic differences that can be attributed to
environmental variations. This means that what is left unaccounted -for

‘after we have covered as much as possible of what is tangible can be said,

at least for the time being, to be possibly due to “heredity ”’. An educa-
tional researcher who sets out to make a case.for heredity begins at the
wrong end of the problem.

2. Recent large-scale survey research has accumulated an overwhelming
body of evidence showing that both between-student and between-school -
differences in achigvements have to be accounted for by factors that are
endemic in the over-all socyo-economic"structure of the society. Thus, in
trying to evaluate what is ac eved by individual students, schools or school
systems, nne consistently finds that a large proportion of the differences
among them is attributable to out-of-school factors. For a long time it
has been almost a professional disease among educators to regard school
education as though it operated in a social vacuum and to disregard incom-
patibilities between school and society. This attitude provides a very efficient
defence mechanism against demands for educational change that would
bring the educational system into line with changes in society at large.

Now, however, there is a growing realization that educational reforms
must be co-ordinated with social and economic reforms. Indeed, it is im-
possible to establish better equality of opportunity in the educational system
without its being established previously or simultaneously in the over-all
prevailing social system. To give only one, albeit a pretty substantial,
quotation in support of this assertion, let me recall a statement made in
the working document for the 33rd session of the International Conference
on Education in 1971, where the main topic was “ Thé Social Background

~ of Students and Their Chance of Success at School . In spelling out the

Q
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general principles for educational policy, the document said (p- 35): With
the best will in the world, the education authorities cannot tackle the
R
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problems at the root. Unemployment, inadequate pay, housing conditions,
malnutrition and lamentable standards of health call for economic and social
measures.

5. SPECIFIC STRATEGIES

,

‘Strategies for bringing about greater equality of educational opportunity
can be brought to bear at three distinct levels: (a) at pre-school age;
(b) inthe school as an institution; and (c) during the post-school. penod
for example through recurrent educatlon Strategies for all levels were dis-
cussed-at length by the CERI/OECD Strategy Group in its 1970 and 1971
meetings.* We shall here examine some of their more specific policy im-
phcauons '

A.  Pre-school Education

It follows from our reasoning at the begmnmg of this chapter that pre-
school education needs to be moved up on the list of priorities. Steps
taken to establish formal equality of opportunity within the schooi system
are futile if, as an outcome of substantial differences in home background,
students enter a standard school with widely different canacities to - profit
from the teaching which, by and large, takes place in a collective setting

- that permits only a modest amount of individualization. Studies of early
childhood experiences and the socialization of cognitive modes'in children,
as well as longitudinal studies of intellectual development, have consistently
confirmed the importance of home background in the child’s ability to
succeed in a normal school. Previously, the emphasis was on how cultural
deprivation suffered by children from minority or lower-class homes was
related to their chances of getting into the formal educational system ‘and
succeeding there. More recently the focus of attention has shifted to the
processes that mediate between the individual and his environment, parti-
culariy during pre-school age. Relevant illustrations of this are given, for
exarnple, by Bernstein’s research on language development, by Hess and his
associates’ work on cultural deprivation, and Bloom and his associates’
studies of the stability of individual differences over various time-spans up
to the age of 18.

Realization of the importance of language development and the com-
munication style at home (i.e. whether it is verbally **restricted” or
‘““elaborated ™) and its impact on the development of adequate cognitive
styles of pioblem-solving, as well as the coping behaviour that is fostered
there, has inspired a demand for nationwide, institutionalized pre-school
education in several OECD countries, notably in the Federal Republic of
Germany and in Sweden. Limitations of cost and time, however, would
restrict the availability of such institutions to two years at most prior to

”»
* The CERI'OECD Slralcgy Group consisted of policy-makers and experts from
the OECD Member countries. Its discussions were focused on educational policies and
structures that promolc equality of educational opportunity.
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the children’s entering” 2 normal school; hence, .in the majority of cases,
the first three or four ygars would still have to be spent at home or partly
in day nurseries. By jthe age of 4, however, a considerable proportion
(perhaps 50 per cent) :of the differences in language skills among school
children hayc already dcwlopcd ‘

Closely related to!systemati provmon for pre-school instruction, with
or without built-in special activitiés that aim particularly at stimulating
culturally deprived children, are attémpts by various institutions to broaden
out-of-school experiences that the child has no other opportunuy to acqulre,
It has repeatedly been found that children who grow up in big cities, and
particularly in slum areas, are confined to a surprising extent to the block

~or the neighbourhood where their families live. This limits the range of

cultural experience and depresses the level of ambition. A child who has

~never seen the physical plant of an institution of higher learning, who has

never visited a library and has not even a vague idea of what a theatre or
a concert hall might look like, cannot later be expected to want to partici-
patc in whatever is going on in such institutions,

There is, however, a dilemma which should not be overlooked in this
context. As has been pointed out by Eckland (1967) and Lipset (1972),
a consistent  policy of equality of results implies severing the tics between
the child and his family alinost completely. If we want totally to remove
the socio-economic background effects on a child’s opportunity to benefit
from regular school teaching, some kind of boarding school system for
children born into less favourable circumstances, with a minimum of contact
with the parents, will have to be established. Lipsel points out that if one
is to bring about a socicty where success is entirely unrelated to social class
background, the price would appear to *‘include the practical abolition of
the' family, the suppression of varying cultural and ethnic influences, and a
vigorously imposed uniformity in the educafion of the young”. The intro-
duction of a Tiew ‘economic order does not in itself help (p. 108).

B. Strdtegies Pertaining to the School as an Institution

Coleman, in a working paper for the CERI OECD Strategy Group,*
has made a usefu! analysis of the strategies for achieving improved quality
of opportunity that relate to the formal school system as such. This chal-
lenz,cs certain institutionalized features of the school. He consndcred three
main strategics, outlined as tollows: i ‘ .

1) Lessening or removal of selective admtsston procedures Increased
access can be achieved by opening up the courses of study to an
increased student pupuiatnon without competitive and or selcctive
procedures of admission. By iucreasing the number of places and
by removing hurdles such as entrance examinations or admission
requirements in terms of marks obtained. social bias at the time
of admission can be considerably reduced.

if) Organisational measures aimed at alleviating and eventually removing
rigidities in the structure of the school system: Steps taken to

abolish and or postpone an organisational differentiation in the
Pt

—

*  Document CERI SG 71.01.
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System contribute to improved equality. Practices such as streaming

and tracking during early stages tend to be biased against lower-

class children — in the first place because the educational aspiration -

"in their homes rarely aims as high as the academic track, and

secondly because teachers tend to expeet less from these children.
There is ample evidénce to show that the carlier organisational
differentiation takes place the stronger is the soeial bias that goes
into the procedure far allocating ' students to the various tracks.
More specifically, the following strategles pertain to the structure
of the educational system : .-
a) The more flexible the systent, i.c. the longer the options are
kept open, the higher the degree of equity of access to more
advanced ;stages in the system. By avoiding decisive seleetion
or a forced chojce at an early stage in the school carder (for
instance, by abolishing the selection to the lower academic
sccondary school after a few years in the elementary >Lhool)
a higher degree of parficipation from less privilegéd children is
secured. The ideal would be to grant entry to a more de-
manding or ‘‘academic” programme at almost any stage. Blind
alleys, which are results of early, definitive sclection or forced
choice -in the educational carcer coyld thereby be avoided.
b) No sharp distinction at the secondary stage should be made
between a general academic and a vocational programme. Such
a distinction is no longer justified by pcddgoglcal and or
" economic reasons. In a rapidly changing society, the trend is
to merge the two types of programme. In sueh a society it has
become increasingly important to widen the range of cognitive
social skills, interests and attitudes that constitute general edu-
cation. The continlious demand for new learning and relearning
of specific vocational competeneies would have to draw upon
the resources thdat a good general edueation has laid down. In
a paradoxical way, general edueation in our times is, due to
the skills it can provide for a broad repertoire of unforeseen
vocational competencies, .the best voeational edueation an indi-
vidual can obtain.
¢) The programme at the upper secondary, and particularly at the
post-secondary {evel, should allow for inereased flexibility by
being divided- into “*modules™ or **packages’ that could readily
be combines into different “earcer-preparing programmes. The
modules or packages could thereby be assigned different points
in a vocational carcer and thus become an integral part of
recurrent edueation.

The introduetion of rigid, full-seale programmes offered in different
tracks early in the school vareer is beset with one important draw-
back. Selection and or allocation to such programmes or tracks
always tends to anticipate future careers, which is to the disad-
vantage of students whose parents have Tow edueational aspirations.
Teaching-learning strategies ‘o improve instruction for the disad-
vantaged: Sinee equality is not, now seen as being confined to
access to education and its resources but means also greater oppor-
tunity to achieve, the teacher’s problem is to designate eertain
R B e
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groups who need special, and-often compensatory, treatmerit. The
common denominator for such treatment is individualized teaching
within such socio-economic-groups as have low participation rates
and educational attainments in common. We often forget, how-
ever, that as educators we are concerned with individual children
and that differences  within socio-economic groups are usually
greater than between the groups themselves. If the goal is increased
cquality in terms of attainments and performance, and not only
in terms of starting opportunities, certain additional measures have
to be taken with those who lag behind. These measures mostly
mean modification of conventional instruction (such as individual
- tutoring, small group instruction, continuity of adult contact,
modified curriculum content) and better teaching aids.

As  Coleman indicates, the sorting and stratification feature of the
school system, at both primary and secondary levels, should be de-empha-
sized. This mecans that teaching and certification-examination functions of
the school should be separated. The school should teach while society
should examine. It is not up to the school to serve as a gate-keeper to
voeational careers. It is not a primary function of the school to find out
whether the student has reached the competence needed for any particular
vocation. The prime requirement for the school then, is evaluation of its

-teaching, not of its students.

The school as an institution is in .Coleman’s words ‘““information-rich
but action-poor™ (cf. Coleman er al., 1974). One pedagogical implication
of this is that docility easily becomes a goal in itself. Another is that
premium is put on the ability passively to absorb abstract, verbalized knowl-
edge, while less importance is attached to the ability to be active and to
apply received knowledge. In former days, young people were integrated
carly into the adult world and had to learn early to assume responsibility.
They had to begin supporting themselves after a few years at school and
they began to work early with adults at home. Now they are kept outside
the adult world in these and other respects, mainly because the adult world
and the young world in-our complex society are kept scparate by generally

aceepted 1nstitutional arrangemsnts. Much of adult life is something that:

contemporary youth experiences only at second remove through the mass
media. These observations apply also to the school. The reality for which
the school allegedly prepares is presented through the printed and spoken
word. In spite of fancy talk about “ self-activity ™ and * independent work ”,
it is difficult to avoid the conclusion that the dominant attribute of the
sehool ts to communicate reality through abstract-verbal tools. The mastering
of these instruments readily becomes an end unto itself. The pupil who
masters the forms is rewarded, while the one who can-master the practical
real-life problems but not the verbal images through which they are seen at
school Is not.

The werbalistic feature of the_school constitutes a handicap for pupils
from homes where the mode of communication is “restricted” instead of

=y,

“e¢laborated ™. The more a \erbally-me‘diated docility is required, the greater’

the handicap. Conversely, the more '*action-rich ™ a, school is, the greater
its Lhdnu.b of bnnzm;, its culturally impoverished. puplls mro the “ main-
stream *
\\hat can be *done to make what goes on in ihe school more
“ functional *? The following two measures are proposed, but they would
AN

D168

1




mean a reshaping of the school as an institution (the reasoning has been
spelled out more fully out in Husén, 1974a). :

i) The school must give, particularly to teenagers, an opportunity to
partake in meaningful’ tasks where they have the chance to teel
genuinely productive.- This can be achieved by giving them respon-
sibility for  work that affects the “welfare of their fellow human
beings. It is only by making contributions to the adult community
and by being treated as aduits that they will learn adult roles.

~ One could let all young people after the age of 14-15° experience
what it means to accept the discipline inherent in sharing with
others the responsibility for-carrying out major tasks. One should
consider letting young people of school age get work practice in
labour-intensive service sectors, such as child welfare or care of the
sick and the oid. )

ii) The school should try to exploit the weaith of competence that
exists in other public agencies and institutions and in certain
private enterprises by bringing it to bear on its instruction. Politi-
cians, writers, administrators in local government, and outstanding

- ., pprofessionals all comprise an untapped reservoir of experience and
L lent that could be put to use intermittently in school. Further-

more, teachers could alternate between classrooms and other plaees”

of work and thereby become better educators. Theirs is an occu-
pation that is much more conducive than others to isolation and
inbreeding.- ‘ -

C. Recurrent Education

A system for multiple re-entry into formal education for those who
have left it early, as well as for those with a broad basic education, is
already being considered, at least in principle, by several European countries.
“Recurrent education” offers greater possibilities -for attaining a high level
of competence for the majority of students than does the dual or parallel
system with- its fateful finality of early choice or selection. The launching
of the idea of “recurrent education’ is therefore a major response to the
quest for more equality as well as for increased flexibility of structures

and programmes.

D. Reform of Teacher Education

Several of the policy recommendations put forward in this chapter
imply a reshaping of the conventional role of the teacher and hence of
teacher training. One of the most drastic of the changes that have been
brought about by the * learning society ™ is in the social role of the teacher
— vparticularly of the secondary school teacher who has to deal with teen-
agers. The role of the teacher should no longer be confined to imparting
a certain amount of pre-packed knowledge that the pupil is supposed to
receive and retain. It should now embrace many educative tasks, effective
as well as intellectual, wherein the teacher’s main job is to guide each
individual pupil towards a differentiated set of goals, not to *“drop” those

who cannot meet uniform demands. Individualization requires not only
A N
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other icaching sirategies but also another basic attitude towards tcaching.
It entails the teacher serving not only as an instructor but as .2 guide and
counsellor as well. Thus, the teacher in a highly mobile society has a great
responsibility in helping the pupil to approach his or her first choice of
occupation through a series of choices as to courses of study. .
There are three aspects of reform of teacher education that are con-
ducive to greater equality of educational opportunity: :
i) It has repeatedly been empl asized, not least by educational sociol-
ogists, that school education is characterized by a middle class’
- orientation prevalent among teachers. This is attributable largely
to the fact that in many industrialized countries teachers, particu-
larly elementary school teachers, come from Jower middle class
and upper working class homes characterized by upward social
mobility. The choice of the teaching profession is a sympton of
such mobility. But this middle class orientation also reflects the
traditional character of the school as an institution where pupils
are sorted, examined, certified and helped along to various careers,
for this *“ helping along ™ tends to be iufluenced by tke expectation
of the teacher as to what pupils with different social back grounds
can attain. : o .
Teacher training should give more emphasis to the sociological
and less to the didactic aspects of school education. As far as the
didactic aspects are cancerned, greater importance should be
attached to individualized methods of instruction that make allow-'
ance. for individual differences in social background. Part of an
individualized attitude towards the teaching task is a ‘‘ diagnostic **
orientation. Instead of spending~a considerable time on checking
the progress of individual pupils in relation to the rest of the class,
the teacher should use this time for following the individual pupils’
progress in relation to some absolute standard. Evaluation should
therefore focus on the efficiency of the teaching and not so much
on the relative competence attained by the pupils. Whereas a
system that adopts a “ frontal approach ™ (all pupils being required
“to move at the same pace. towards a uniform standard of attain-
ment) tends to be biased against those who have a less privileged
background, and individualized approach should lead to more
equality in results. Educators are beginning to realize that it
is not the task of the school to contribute to increased individual
differences in attainment by using various selective measures, but
to bring out the potential of cach individual pupil. The very fact
that the school is there to impart certain competences unavoidably -
entails a differentiating function which can be either more or [ess
emphasized.’ : : -
The teaching cadre should be diversitied in the sense that people
other than certified teachers should be enlisted for classroom work.
It 'would be advantageous if students while still in their teacher
training colleges could learn to collaborate with parents (e.g.
housewives), asking them to come in and do part-time work —-
not only clerical-and administrative chores but also actual teaching
in small groups or by tutoring individual students. In addition to
calling in such assistance, people of some -achievement’ in the

surrounding community should also be recruited to come to the
Sy
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teacher training colleges from time to time and give expression-

to their experiences in their various chosen fields. This would
counteract the dsolation and the one-sided otientation towards

didactic problems that has characterized teacher training for so

long. /

6. THE NEED FOR A “SYSTEMS APPROACH™

The objective of increased equality of opportunity, and of performance,
cannot be achieved by educational policy alone. It requires concerted cfforts
on the part of those formulating social and economic policies for the
society in its entirety. '

Quite a lot of the technology stemming from recent advances in the

‘natural sciences has been applied to social and environmental problems in a

_ “fragmented ' form without consideration of the total situation. This is why

many ‘short-range productive gains and improvements of standards of living
have beén bought at the price of seriously upsetting the equilibrium of the
ecological system. The same problem is now being encountered with ** social
technology ” based upon the progressively specialized social sciences. The
majority - of major public issues cut across disciplinary and administrative
borderlines. However, because of the general inability, or even refusal, to
realize that big -social issues - are, therefore, “systems problems” whose
solutions require the co-ordinated efforts of many experts and several
administrative agencies, essentials of ‘*‘major reforms” sometimes never get
further than the paper they are written on. .

Thus, compensatory education alone does not work. Resources spent on
programmes that give children from underprivileged homes stimulating and

" individualized experiences before entering regular school is one example

O
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of a non-systems approach. A _few hours per day of stimulating adult
contact has ‘little or no effect for slum children unless large-scale and
vigorous action is simultaneously taken to deal with other causes of cultural
poverty, such as unemployment and substanding housing. )

What is nceded at the policy-making level is a group of broadly-
oriented social scientists who are willing and able to take a cross-disci-
plinary look at issues. Such a group should take the systems approach that
must precede any measures to produce suitable strategies for the treatment
of the identified problems. So far, only the military has run central co-
ordinating bodies of this type.
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