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The role Americens traditionally have assigned to education

-

is that of a wvehicle for upwardﬂéocial mobility. In the’ early

L]
' . days of the new country, education was seen as a means of developing

t

.

natural talent essential for the prosperity of the nation. When

Thomas Jefferson talked about the "natural aristocracy" he meant

v . e
f

those who, irrespective of their social status at birth, possessed

outstanding innate talents. Society was obliged to-see to it that

;O - - v- ] g
. members "of this aristocracy were given the opportunity to develop

-

their talents so as to achieve social positions that matched their
natural asbilities. . The classical liberal concept of equality of
opportunity, which is an inextricable part of the American Dream,

) has been’ succinctly expressed in a poem by Thomas Wolfe:

So, then, to every man his chance —-—

'To every man, regardless of his birth, .

e ¢ et v A s 2 s i & e = et

-

His shining golden opportunity.—-— )

“Sp oal 799

To every man the right to live,

{E
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) ) . To work, to become himself, ) .

And to become

Whatever thing his manhood and his vision
Can combine to make him —-

- This seeker,

Is the promise of America.
Coupled with the strong belief in education as a promoter of

individual 1ife-chances has been the confidence in education; as a
. . : °

o )

means of solving social problems or, at least, as an instrument

K

‘for ameliorating them. Horace Mann, who in thehmld—nineteenth
o

REEN century was & prominent figure in bulldlng America's public school

¢

system, conceived schools as tools for allev1at1ng social 1nequallt1es
and the disadvantages of the working classes. He wrote in 18L8:

"If one class possesses all the wealth and education, while

the residue -of society is ignorant and poor, it matters not

by what ‘name the- relatlon between them may be called the

latter, in fact and in truth, w1ll be the servile dependents

band subJects 8f the former. But 1f education be equally diffused,
T - . it will draw property after: 1t by the strongest of all attrac—

tionsy for such a thing never did happen, as that an 1ntelllgent\\\

and practical body of men should be permanently poor.... Educa-

‘. tion, then, beyond all other devices of human origin, is the

‘great equalizer of the conditions of men the balance wheel of

the social machlnery," (Quoted from Hechlnger, 1976).
The confldence in education ‘as a catalyst in changing soc1ety
‘was behind the prpgressive movement in education between the two

swars. The belief in education as a means of eliminating social

"
"‘

* inequalities was the underlying force Behind plans to change American

society in the Great Society legislation. When President Lyndon

i 13
Johnson declared his "War'on,Poverty" he was quoted as saying:

] . ’ "This is going to be an education program. We are going o

eliminate poverty by education; and I- don't want anybody to

A ;j mention income distribution. This is. not golng to be a handout

poing to be something where people are going -
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their way out of poverty." (Ashllne et al., 1976).

The Presldent's Task Force on: Educatlon, chaired by John W.

-

‘Gardner, which in late 1964 submitted its report, seems to have
played an,lmportant rolex1n preparing the leg1slat1ve program for

compensatory education Sof the disadvantaged. Not only did the Task

Force conf1rm an adherence to the tradltlonal tenet by saying,- "It

2 . o

should be our obJectlve as a Nation to provide every child édth as

much education a_,hlgdialent and drive warrant" it also recommended

various steps to be taken to promote access of children of disad-—
taged background to normal educational opportun1t1es.

The Task Force p01nted out that'the American school system SO
far had done fa1rly well with the chlldren in "common categories",
those who belonged'to the .mainstream, whereas those at the ends of
the spectrum, the exceptionally talented at the one end and the poor

n

and physically or mentally handlcapped at the other; had tended to

v

be neglected. The'late 1950s had seen efforts to provide more

¢hallenging opportunltles for the h1ghlJ talented, but the poor and

handicapped were stlll until the early l960s left out ef Yhe picture,
not least with regard to federal support. The Task Force pointed
out that "most poor children are to be found in our rural and urban

©

slums, and these slums breed conditions that do—ip fact diminish the

. teachability of the child"; the family and neigthrhood conditlons

> - - ) :
do not encourage intellectual growth; the schools tend not.to attrdct
q

the best teachers, which adversely affects their quality.

S

-
-
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' The Amerlcan hlgh school underwent a rapid expansion of its

enrollment durrng the Great’ Depresslon and the follow1ng years. The

\
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were considered to be 111 prepared and accusa ions reg%rding~léck

- . a . ..-

" .
3 . .

» ¢
United Statgs by 1945 was theh far ahead of the Western European

a

countries in terms of the pefcentage of 1L- to lBjyear—O%ds who were

in school. Secondary, parficularly#upper secohdary, schools in

a

'Europe were still-open only to a small social and intellectual glite,

whi;e a majority was enrolled in the United States: The expanded

high school enrollment had strong repercuésions on enrollment at the

~ ¢ -

colleg% level - not -so much with regard to the average intellectual

. B

.

level of the students as to their genefal orientation. Earlier the

L.

. : ¢
"liberal arts programs had dominated; now the vocationally-oriented

1 . Q
. ' o BN "
students dominated the scene.

The changing enrollment in institutions of kigher learning'léd
o~ 1)
. . -, - (o
to severe criticism of the public schools. The entering students
. 4 o ;
of intellectual rigour and quackery were levelled. Dael Wolfe's

(1954) study of America's resources of specialized talent, which’

- . 1~ ' -
elucidated the lack of opportunity for high ability students to

obtain advanced éducation,_greated concern. The orbiting of Sputnik

- .

. ,i. . “ . ' 2 .
in 1957 further reinforted the criticism of the public school system,

particularly of the high school, which was ‘accused of lacking in-

°

{

tellectual rigour. The public reacticn to what was considered to

be a serious lag in American science and technology‘was something
of & shock and.led to policy actions on the part of the federal

government and Congress that a few years earlier would have been
. ! @ .

hardly imagined. Legislation was passed'in'l958.which provided federal

+

aid to secondary and higher education under the label of the National

-

Defensé-Educatioq Act with the overall aim of promoting educational

o -

opportunities in science and technology. But provisions were also
. .

made for improvement in other® areas where the system had been con-

[ { '”D

. .. o, . : 1
sidered deficient,.such as aid to highly able students, promoting




- taking care of the intellectudglly able ones? In the 19605_and 1970s: 5‘

the teaching of foreign languages, and supperting educational. : y
A~ v _ , |
research relevant to the aims of the legislation. Grants—in-aid

-

were made available for certain university.studies.

~

*

- ’ - 0 _ .
b ] R . - ﬂl 3
The concerns-of today about American education unmistakingly

carry certain features of déjd vue. In the wake of stagflation and

receding,cdmpetitive power on the international market of American

industry, the schools have again come ugpder critical review. Are

- "

they on the whole providing the intellectual fare that students

[3

generally need in our type'of_society and are-they in particular

federal programs in education have largely focused on §tdd¢pts

°

oA e

belonging to the socially and igﬁellectually disadvantaged part of
the spectrum. WNow the gifted have again’ come into focus.* The compe-
'tgnée of public education to provide both equality and excellence

has been brought into question.

B “
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‘Background -and Historical Setting of Comparative
v & .

~

» . International Assessments (IEA).
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The idea of conducting a st&dy of cognitive compétence in
: o

children belonging t6 different national systems of education was
flrst brought up at a meetlng of educathnal researchers from a

‘dozen countries at the UNESCO Instltute for Educatlon in Hamburg

)

in 1958 (Foshay, 1962). The year,before, that idstitute had hosted

o ¥ ° :
an international meeting of educational’ psychologists on problems

.o . 4 . .
of evaluation. This wek & field in Furope to which little thought

-

vhad been devoted at that ftime. In the United States, through Ralph

[N 3

P

Tyler' s'(l950) pioneering research, evaluatlon had been’an area in -

F}

which educators took:great interest. : .

° It was in 1958 realized how little empirical,evidence was
-available to substantiateathe°sweeping judgments that were common-
place about the relative merits -and failings of various national

“

N

systems of education. Concerns about the quality of secondary

1

. §
educatlon in general - science educatlon in partlcular — had begun

to be aired.in the Un1ted States by Admiral Rickover (1959) and the

o
kS

h1story professor Arthur Bestor (1953)2 American schools were under
attack, accused of a lack of 1ntellectual rlgour and standards.

Similar ‘concerns had begun fo crop up in other countries, where

. e . . . » . . + [}
secondary education was in the process of, becoming universal. These

T

concerns‘reached their peak in connection with the launching of Sputnik,

’ .

an ach1evement ascribéd, in the last analysis, to supcrlor educatlon/

-

in the SOV1et Unlon.' At research meetlngs during the late 1950s

the lack of 1nternatlonally valid standards for student competenca

B L of‘
in key subject areas was p01nted out. The level of student competence
. ' A , |
was at the center of concerns about standards. R ’

- - B ' A > .
" ‘ 4 s i N %
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.versity, where processing and most of the statistican apalyses

“the development 6f instrupents was quite an achievement. A proposal
»

‘One also wanted to find out whether data could be made_access1ble B

in order to makel%ge processing of data and statistical analyses -

Given the lack of hard evidence, the ‘question arose: Why not : -
;;(:- - . P

study the experlences gained in some countries from large sca}e
testing programs - phrtlcularly the Anglo—Saxon countries — and ¢

the survey techniques that had begun to be employed in the Splrlt"
of American positivisﬁ? These techniques had already made their
way into authoritative handbooks of social science resgarch, ~Given—

the state of the art of cross—national social science researdh, ; o

-

was put fofﬁard for a cross—-national study of how schools contribute
) 3

'
to shaping the cognitive development of children in different countries.
A feasibility study was launched with the purpose of finding out

whether methodologlcally and admlnlstratlvely, instruments could
’ -7
be developed that were Cross-— natlonally valld and could be administered

1formly over a range of countries with dlfferent school systems.

e
I

possible at one central place.” P ‘ .
: \ &
Data were collected 1n ‘a doaen countrles, and the outcomes of
L] : B ‘ "
the analyses were reported at-a meetlng .in Hamburg’ in 1961 (Foshay,

1962). .There being no time for a laborious, time—éonsuming exercise

p -

of test development, ‘those in the group who were experts in test . -

¢

development drew upon ltems already available, most of tbem from

England the United States. A l20—1tem omnlbus test measuring compe-
\ - ’ : .
tence in reading comprehension, arithmetic, science, and geography - .
. , ‘ . [y . .
was put together. Bome nonverbal, "culture-free" items measuring

'

abstract reasonlng of & type that the Brltlsh were using were 1nCluded

4 @

in order to assess nonverbal intelligence. The,part1c1pat1ng natlonal

a

centers made the data_available to Teachers College, Columbia Uni-
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& took place. _ .. . oot
A v ) ) : o < _

- . The results of the feasibiLity study were assessed positively;®

. - 5, .

& ’ : : and the dec151on was made to, proceed with a 42~ countly study in
E _ - . . :

9 / ’ mathematlcs. Mathematlca-possesses a unlversal language and a high
/ . . e .

/ . degree of cross natlonal overlap in school currlcula and was &a |, ‘ g

A %

. ”p'.'h subgeét for whlch the,deVelopment,ofegtandardlzedﬂtestaeappeared to— ]
e
/ '\ ’ N

, be rather ﬁtralghtforward and without problems encountered 1n .
1 . . . . - ) . R -
. déveloping tests for disciplines, such as civic education. ' .

] - .
A o %,

i . " The organizational "m§cﬁinery" had to be set "up for -a research
\

- - ’

(’ effort, whilh would span the next decade and cost at least 1 million

preinflation U.S. dolldieé The resulting organization was called .
o the Thternational Association for the Evaluation of Educational
Achievement which became known under tﬂe acronym IEA. The decision—

maklng body on matters of overall pollcy and operatlonal 1mp11catlons °

3
. . -
¢

‘ - . was the IEA Council, on Which™ each institution had one represenfatlve -
The council had at least one'stabutory meeting per year. Between;

N . o

counc1l meetings, decisions could be made either by a standlng

v »

R commlttee that met more* frequently or by the chalrman of the. organlza—-

o

r g

a

Y

g&ion. The»chairman had at his disposal a fuLé}time'coordlnator.
R [ ' -
° . . . 1y
1. ) The IEA was, until 1967, a loose association; .at that time it in-—
. " [N ' . - L4 ) . .

corporated itself. Before that, it.could not sign contracts’ on
-research grants. A’ generous grant was made avallable in* 1962 from
the United States Office of Educatlon cooperative reoearch program

An 1nternatlonal consortlum of researchers and/for research institu-

fions conducting research, such as the IEA one, must bevlncorporated .

" _ in order to act wﬁth a degree of autonomy. Stme of the participating

- - - - N
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L
’ - -

nationall research centers were .either completeLy private,and,

' -
. -
* Nt

autonomous, such as: the National Federation for Educational

-

4 . . A
5ﬂesearch in Eugland and Wales (NFER) gr the Graduate School of 5

Education at the Univers1ty of Chicago, which 'represented"

. S

- En@land and the Unw’ respectively, on the IEA. Councils,

>

Other national research centers were institutions w1th1q stat97

- s ’ P

-Af—#contrelled universities that by* tradition were autenomous in their

IS TR

U

-0

research progects once they were funded But g%gernment support

had to he solicited in terms of’ funds and endorsement gained. fvom

-

schools and the teachers" unions. This could be quite-tr}ckyAfor

’
studies With 1mportant implications ‘for national policy in e cation.

In some countries, such as Hungary and Japar, the national research

center responsible for the@study was either part of, or reported
o’ directly to, the Ministryaof Education. This, had two implications.
In’the first;place, once the government had decided to“participate,

"the necessary funds were made available. Second, the schools were

obliged by ministerial order to,cooperate;‘even if clashes with a
£ o ' @
teachers' union could result.

‘ LY

< < .
Because the IEA research ventures vere, launched ‘during the post~-

<

Sputnik period, our cross—natlonally comparative study was inevitably

- 1S

.and’ technology. As early as_the 1950s many Americans believed that

- the fight for world supremacy had to he_fought‘in classrooms by

>
a b <

increasing the number of students who took science and by raising

educational standards. The, National Defense Education Act was- passed
' - : v
in the fall of. 1958 for the purpose of strengthening the infrastructure

s . . .
i A o V T
"
1 .
R .

affected by the climate created by the race'for’superioriﬁy'in science
» N

A
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¥ . : - ,of American “technology. Massive resources were made available ,
q T . . . ‘ . A
: -, - in the United States 'fot programs to upgrade.mathematics- and _science
"% © . L . : RN ‘!.

- S . curricula and inst'ruction. ‘Whe: the IEA.study,was'launqhea, what

. © . in the minds of gome academics was perceived gs a mgjor exercise .

. . © ok N : e . K s
-1n basic research was perceived by others as an international con-
. & - . T, -

° .

) ‘ " © & . -~ ° - . .
se test in mathematics. Now, it would at last.be,possible to find out -

which country scored highest. - ) " . . : ’
“ * 3 caT ' . - ’ ut : -
In early 1947, whem the two volumes (Husén, 1967) that reported

b a
14

: ~“ - ] ‘ . . ‘ ’ - -
o the outcomes. of the 12-country mathemqtics study were released, there
~ were. press briefirngs in Londdn, in canectioh with an IEA Council .
3 . : °. . N e ' . - . N .
: ' meeting, and in Chicago. At the first, great egforts were ‘made toc

» -y Y
-

R . . play down the "horse race" ;spec%s by<referriné to the fact tﬁﬁfﬁ

‘ countries had différe;t.curricula.' Wg/ppinted out bﬁét differences

.in av;rage penfogwance between countf%es coutd n;t'withOQt"gfeat,' '

q. - / . . .
3 reservations be interpreted as reflgctipg differences in-the efficacy

3 T x . . . / .

’ of mathematics education becauég/gfvthe impact of social’anahecgnbmic

- -
. . s/

: ‘factors on student competence./'Furthermore, the structure and

7

sélectivity“of the systems played an important\?ole.V‘Although
lB—&ear—oiﬁg’fnﬁEngland and Germany, who h;d transferred to academic,
séiecfiQe secondary sch;dls, had already been couf;onheg with )

s algesra a;d gebme%ry, ﬁhis was géperally not the case in Sweden

<L and the United States, the two countries 'with the lowest average

Al

N & ‘performance at that age level, Despite éffoyts to‘point out ‘such

“®

‘ causes for differences’'in national scores, the outcry was tremendous

in both these countries. CT : : : 3
i : - v
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. Theoretical. Framework and Research Strategy. ° ST
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< ) ° TEA wanted,'firét, to develdp internationally valid measures

. . . )
L] . e t
- of student cémpetencé'in_fhg key subject areas. Second, it wanted

- ~ r .

il il
>
N

- . . . A St <& Y
to measure the "input".of mone teacher competence, teachin "
O N . k] A " . N

materials, teaching tipé,'aﬂq'method.of-iﬁst;uction in the educa-
o - ’ -’7 ’ o . S ’
tional process, [I'inally, these inputs had to be related to "outputs"
, _ } .

. . - .
, . imr each country in terms of student achievements and attitudes.

s . ~Then one would be in a position to determine the relative importance
AL‘ "l '_. . * f - . : L - -

U - of various, "input" factors.

A
. . e’ . . V- =
In.hindsight this appears to be a rather simplistic conceptuglizaf

(A ' *

st ’ tion., We should ke;p<in mind that the IEA survey was concei&ed IR

. ) ~ before such massive attémpts as the Coleman réport; the Plowden
. . =; . . . - - ) ) . ) ‘G
) Commission, and the Jentcks study had been made to disentangle the
. L . . N Ad P i . .
i + . -} .
5relativq importance of home background and schooling.” The more -

~*sdphistiéated methods of multivariate analysis employed in these

} | . I
. and other studies had not yet provided a more realistic picture of
Ce : . ' e . *~

. : - . e .- L -
- - what was possible within“"the framework of a cross-sectional survey
y ).‘ . v K [.». _‘" . .

" approach.

- .

< . ~ . ' N & . T

S

e . ‘ : The theoretical ,framework employed in the 12*coﬁhtry feasibility
e ' .stﬁdy and the early mathematics sﬁrvey was a rather primitive ohe.

v xla. " . . e ) . . :
- At that stage one simply wanted to employ quantitativé methods in

-

co;parétive educatio? reSEarch; which had:breGibusly»been bistoricailyw
o ) _ . - T -
. ‘ . o‘@nd qualitatively orienﬁed._ Dufing tpe Sﬁﬁtnigfpericd; jﬁagments
i - e ébout %he;rela{ivé merits jand shortcomi;gs‘ofqnatidhal systems of
.. ;. JQQu6;£ion héd'?een.plentiﬁﬂl bup Qithout sysp%ﬁ;tic émpifical.backing.
.Shéqe aere no_internationai s%andards that could EeAexpressed
M . 2 . -
j ' ’ : ‘:opérationally in test or examinétion scores. TPére were no instruments
~iL T : ‘bf means of which.one could qsee55ecross—natip?éii; théclevel of

. - °

Q “ a . . 3

¢
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.é A : student competence in various systems. The group of researchers
. § that coalesced ifi.the early history of IEA, who possessed a solid
~ > R
background in psychometric methods and an interest in evaluation,
’i? . set sbout to develop the instruments required.

The following categories of variables were included in the

S

o Six‘Subject'Survey. On the output side we had (1) measures of cognitiyve
outcomes of 1nst1uctlon as assessed by standardlzed achlevement
tests and' (2) measures of affectlve outcomes, such as student attitudes

<

toward“schooling in general and the part1cui§k\d1sc1pllnes.

.Greatfcaution had to be exercised in interﬁreting student
{ . L g
i ‘ - oy
cogpitive competence as an-outcome of schoolteaching only. Family

T . . . :
‘f[~ background was of great-importance by the time of_school entry.

& ‘ Parental help -and concern contlnued to 1nfluence student progress

&

A

throughout the school career. Given the same quality of teachlng,,

chlldren from illiterate homes could not be expected to reach the
> - »9 !
— same level ‘of competence -as those with educated parents. The inter-

- . K

pretation of-affectiVe'measures was more trlcky because one could
‘not wlth a cross—sectlonal des1gn, determine the extent to whlch
a certain attLtude or level of motlvatlon was an input to or an
' output the school experieuces of a child. Measures, such as
. - s ’
) Like School and School Motivation, that could not unequivoca;iy be
= -assigned to either-thekhinput" or theﬂ"outputf side; were labeled

s

Ca e
"kindred" variables.
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+ "Comparing the Incol
. - <«

Tt has been pointed out that comparing the outcomes of
L L ] a . R >

learning in different countries in several respects is an exercise

in "comparing the incomparable". One is dealing with school ‘systems

3

with different objectives and curricula which in their turn refllect

H

 different national goals.

-

. ) In comparing the outcomes of learning in the United States

with those of "comparable", i.e., highly industrialized, countries s
3 ‘ s

] . : in Western Europe, which, for example, was done in ‘the first IEA

. ( 3 . I . )

| R

) ’ -
‘x mathematics survey of 12 countries (Husén, 1967}, one tends to

overlook certain basic differences between the school systems.. This
was the case in interpreting éhe mean:scoreé.for the l3—yea;—o£gs
which were lowest in the United ététes and Sweden, respectively.

- The difficulties in conducting meaninéful comp;fisons between

- countries in terms of what students achieve when testéd, for instance,

by standardized achievement tests, could be summed up as follows: |

(1) The United States differs from Europe in terms of the

’
3

‘stnucturé of the formal system of education. In Europe, there has

)

historically up to the present time been a cleavage, both intellectually

~

and sociallyﬁ}between primary and secondary education. Secondary
| T . schools existed for a small 8lite which did not go to public primary

. but to private, preparatory schools. A classical curriculum prépared

for the university. Secondary schools were usually under the.contrql

of central government, whereas primary schools legislated in the

mid—léth"bentury were established with strong local influence,
.although often with considerable centrel ‘financing.
Until the 1960s, children who went to secondary schools with

& 2

an academic prbgram transferred from gfhde 4 or 5 of the primary

Q° - ; school and completed an additioral 6 to 9 yedrs in secondafy school.

ERIC - S . .
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In the United States, secondary schools are under lécal_school

‘

boards and have for a long time been far less selective than the
corresponding European schools.

(2) Covernance and financing. Most European systems are

“

rather centralized,with both érimary and sécondary education under .

a

the supervision of state inspectors whd report to a central agency,

as a rule a ministry of education. Germany, France and England are,

v

in spite of many differences, rather similar with respect to centraliza—

tion. Secondary schools are almost entirely and primary schools o

'7“partially financed by appropriations of the national purliament and

under the authority’ of the national ministry of education.

2 . -
-«

In the United States, much local financing and to a considerable ~

extent local initiative mean a strong influence of local school boards.

[ . ¢ 4

. 1 . . .
(3) The college is a specific American phenomenon with practically
no European counterpart. Its program corresponds partially to the
upper part of academic' secondary schools in Europe; such as Sixth

form in England.or classes préparatoires in France. It.is,for reasons

3

-

further elaborated below,not very meanlngful to compare the entire
L

" population of high- school senlors w1{% their age mates in highly

o

selective academic programs 1n, for instance, Germany or France.
(4) As said above, -European secondary schools have historically
prepared a small, ascriptive €lite for the university. As late as

in the mid—l960s, only 9 per cent of the relevant age group in Germany

‘graduated from upper secondary school as compared»to some T5 per cent

in the United States (Husén, 1967). The former group was almost

-

entirely univer?ity~bound, whereas the latter was 'comprehensive"
in two major r¢spects, nemely with egard to (1) size of enrollment

in per cent of* the relevant age group, and (2) range of programskgfom
. . ' &

n

1o




highly academic to highly "practical or vecational ones. There

>

is evidently no point in comparinglthe quality of learning in a

v

system with high participapion rate with that of countries with

" very low rate. The former will obviously show a lower averaée
\

3 : performanceﬂthan the latter. In the IEA mathematics study a comparison
was made of the average performance of the top 9 per cent in the .

12 participating countries. Similar cémperisons were made in_ the

o science survey in 19 countries (Qbﬁber &“KeeYes, 1973):

TOne could say that "comprehensiv%?ation"~means that equality
is achievea at the eost of quality in ﬁerms of averapge performance.
But both the mathemaeics and the science inﬁernational_surveys
demonstrated that the top 5-10 per cent at £hé end of secondary
.eggcetion,'i.e., the 8lite, tended to perform almost at the same
level both in geﬁprehensive and selecﬁi#e systeme of secondary -
educations Thus, the &lite among U.S. high,school seniors did not
cgnsiderebly differ in their performance from their age metes in
France, England or Germany; In the comprehensive systems, where
the net is cast;more widely, the result is a bigger "talent catch'.
In addition, those whgiare less able get an opportunity of developing

o

their potential, which 1s not the case in selective systems of the
traditional European type. -

s

{5) The spread between national systems.in terms of aferage

performance in key subjects, such as mother tongue, mathematics

and science, between hlghly industrialized countries turns out to

A “"
be rather narrow in comparlson with the enormous quality gap between,
) - \
on the one hand, industrialiied and, on the other, non-industrialized

countries, that is to say, developing countries. Students from the
latter category tend, in reading and arithmetic, to achieve the U.S..
- “ ‘ . “ °

~
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third grade level after some T years of schooling q; the eighth

to ninth grade level-at ﬁhe end of upper secondary school. Phis
performance gap i1s only pértly accounted for by”the school resources.
On the whole, school resources expreésed ih unit, expenditures in
affluent countries tend to be rather unrelated to the quality achieved.”
Thus, the unit cost in the Swedish comprehensive school has almost

. Iy
doubled in canstant dollars from 1962 (when the reform was legislated)

-

__to 1977, but learning in terms of student average performance has not

changed cansiderably (a small increase has been found in average

mathematics performance). :

(6) Opportunity to learn tendéd in the IEA Six Subject Survey
to be the single factor with the highest explanatory power. In
school subjects;_ﬁhere learning starts from scratch, this is_very 
stri#ing; Carroll (1975), who was‘inkcharge of the IEA study on

French as a foreign language, compared eight countries in terms of

o M 5

time factors, such as how many years French was taken, when it was

<

intraoduced in school and how many periods of instruction per week
were given. The United States, with only two years of high school

French, showed a dismal outcome, whereas Roumania, wilth some six years,
. [’d

[

was at the top. 4

4
- .

.
\ .

In Furope, there are as a rule no national or regional examina—
tions at the end of primary scheol which until recent}j in many cases
has marked the end of mandatory school as well, In¢some'countries

it is felt inappropriate to conduct examinations that aim at assessing

the individual level of performance in a system where school attendance

17
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is mandatory. Failures depend not only upon limitations in
individual ability and motivation but on the competence of the

r

system as such to cater to all students and to bring everybody to

the optimum of his capacity.

llowever, nationally set-standardized. surveys of”student achieve-
ment in key suhjects, mainly mother tongue and nathematics, have
been conducted in some countries. Thus, since the 19L40s all Swedish -
students indgrades 2, 4, 6 and 8 were given standardized tests.

“

These tests were, however, as shall be explained later, not used as

1nstruments to assess the 1nd1V1dual student but to calibrate the
settlng of marks in order to achieve national cowparablllty. .

. The upper secondary school examination was in many European
countries - and in some of them still is - a uniform entrance ticket
to the university. Such exazznations have predominaatlf been set

and organlzed by central agencies, as a rule by the m1n1str1es of

education. This means that such examlnatlons as the baccalaureat

-

»

in France or the Abitur in Germany have begn malnly external to the

school whlch the student attends. Usually such examinations cons1st

of a written part w1th papers set by the central agency and an oral

part, where the examlnatlon‘ls conducted either by outside examiners

o

or by the teachers from the school of the student.

-
Pl

By and large, universities in most European countries until

i3

recently had a strong influence 1in de}ermining.what emphasis should

be placed on the various SubJect areas and what topics within these
should be particularly stressed. The background of this was that
most -students who graduated from upper secondary school went to the
uniVerSity% Typlcally, the upper secondary 'school examlnat;on in

some countries was called the matriculation examlnatlon." » .

[

The development in Sweden is in some respects typical of changes

a

18
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.only of some 10 per cent of the age group. But when the secondary

/) v

asgy

that have occurred in Europe. Until 1868 the universities them-

~
'

selves conducted a comprehensive matriculation examination, which:
2 ” i . .

quaiified for university‘enfrance.' For a period of 100 years, until_n
l96§, thgﬂgqﬁyipﬁlqpﬁpp7§g§mip§§iqp§‘were conducted at the upper
secondary schoolé, the gzméasia, but ‘still with a éonsidqrable
control exercised by the universities which were the recipients of \\\\
the majority of graduates. The writter papers were set by the National
Board of Education which also assigned a large n&mber of university

professors as '"censors" in the oral exam: The content of the papers

a

was determined after consultation with the,universities.

@

Such a'system could work as long as those, who took the upper
secondary school lreaving examination, consisted of a smallaélite,

which in Western and Northern Eurqpe as‘lgﬁe as by 1950 consisted

w 3 .

o«

school enrollment soared with explosive force from thé mid-1950s

until the early 1970s and exceeded 20 per cent of the age group,
3 . .

4 . 7

and when the upper secondary programs became more ~diversified and =

1
not necessarily university-preparatory, & uniform school leaving

o . v . ) _
examination did not work any longer. When a high percentege of

LN

students took vocationally-oriented programs, the main purpose of <,

guaranteeing that ‘the graduates had become equipped with an appropriate?
e (] . K] o

level of academic competence was: not Justified any more. In Sweden,
the system with centrally set, written egaminations'and oral examina-—

tions under- the supervision of university professors was repiéced
by a system of full-time gymnasium inspectors, similar to the French

- WA

sysfeﬁ of inspecteurs. ﬁpérq*fgqm advising the teachers in the
secondary schools, the inspectors should see to it thatycomparable

standards were maintained in the various schools.. The reason for

securing comparability in marking the students was that graduates




»

0

. . (,} . i .' V
t. . . /7' ‘ « \

from different schools were competing with each other for entry
to selective studies at the universities. In -addition, the central
educational agency, the National Board of Education, prepared

standardized achievement tests that were used by the teachers in

assessing tﬁ% relative level of performance achieved in their

M

respective classes. Such tgsts served the double purpose of helpipg

o

the teachers to calibrate theéir marks and to.provide the Board with
¢ _ - ‘

informatfbﬁ gbout the level achieved over time in the country as a;

whole.

. <% .
Thus, European secondary education has in certain respects

- with a considerable time-lag, however - experienced some of the

same\
- .With
tion
“have
tién

» . ¢

problems as those earlier encountered in the United States.

tended to lose both interest and influence‘qn secéﬁaéry\educa—

the students they receive.

9

the massification-and diversification of upper secondary educa-
. Sl .

—

and with the decreasing acadeﬁIE\émphaai§\the universgties.

— .

T

B . w

- apart from complalnlng about the poor groundlng in many of

This, as far as Europe 1s concerned, is

o

3

s natural effect of the guadrupling-of university enrollment from -
e - ' .

the garly 1960s to the early 1970s.

hd

“

-~

Examinations at the undergraduaté»level gt most Européan uni-

Li..

;; ‘?rsiﬁies for a long time consisted*of written\(essay)‘and oral . .
E S . " ) - M . ’ .
] . examinations in combination. The oral examinations played a prominent !
Y '
. role. The professor examined the-individual student on a certain, &
) _ :

oftten large, amount of agsigned reading. Rather frequently such an

»tl{
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exdminafion was comprehensive in nature, whereby the student was

L

examined on the entire course of study for one year or more. ' This

©

system worked as -long das- the number of students per course was rela- *

‘tively low but was doomed to fail when the enrollment in the late

p . 1950s and the 1960s grew manifold. Written objective examinations

Ll

" with multiple choice responses and machine scoring began to enter
the scene. .The limitations of such™tests are well knbwk not least

by the American debate on their use. In Europe they happened to be

»
2

introduced at a time when the student radicalism began to sweep the

- "

universities and when examinations, irrespective of %their mode, .

L
| A
N .

were regafﬂ‘d“as a "fépressxve 1nstrument employedaby;ihﬁ_stgte in

the service of” the leadlng class Examlnatlons began to be'reJected

in principle. They were considered to foster a competitive spirit

instead of cooperativeness. Many students demanded "group examina- 2

-

tions'" in which either one spokesman reported on behalf of the entire

>

o~
)

group or the group collectively %tffed out answers to examination

questions.

“ ‘ B .

—.———.————.-—.—.—————.————

A pervasive feature of most European; nationally-set examinations

\\\\\\for a long t1me ‘was that student perfdrmance was assessed agalnst an .,

@

}ksolute standard. The key element was the minimum requlrement for
obtaining the pass mark which,in its turn was conceived as the minimum

requirement\for profiting from university”teaching. In case the aim

of the examinatilen was to assess the student's academic ability,

¢

the important thing Wwas-to judge the competence for university_studies.

”
.

-t . o




In some,ubut for a long time rather few instances, marks above
the pass/fail one were dmportant foraadmissibn to selective programs.,

But since most secondary final examinations were conducted with”

’

- the* purpose ofasifting out those who did not meet general qualifica-
tions for university entrance, the important thing for the jndividual

students was to obtain a pass. : °

a

The nature and the consequences of the final secondary examina-

tions in Europe have changed durfhg the last 20 years, when enrollment

5
©

in upper secondary education soared from some 5-10 per cent t0.20

? w

or more of the relevant age group At the same time, education has

begun to be’ seen as & dec1s1Ve factor in employment opportunities

and in social mobility. Until the late 1950s a very low percentage
\ .

of young people from worKing class homes (1 to 3 per.cent) went to

a

v

upper secondary school and from there to the university. Tne enroll— '\\\
. A%

S

"ment explos1on 1n°secondary schools was accompanied by a "revolution

? .

.of ris1ng expectations (Husen, l97§j Yniversity ‘enrollment began

to soar as well and within a perioﬂ of 10-15 years there was a

Lo

quadrupling of enrollment. Students were flocking to an 1ncrea§ingly

divers1f1ed offering of programs, many of which with a vocational

<
.

orientation.

L

Bl

- The paradox occurred that in spite of the enormous increase

2 . L -

of places at institutions of higher learning competition became

considerably tougher. Universities that previously had been mainly
socially selective tended to become intellectually selective as well.

"The- employment system has increasingly begun to use -the amount of

‘formal education as the first criterion of selection among Job—seekers.

e ¢
>

Selection for furtherg01ng education 1ncreas1ngly began to be based

on examination marks. This has 1n Europe over & shoTt period brought




' : L . .
+

about a change in the c0ncept of assessing the quallty of learnlng.

: Students sefected for upper secondary. school and then for the uni-

>

versity tend no longer to be assessed against an absolute standard,
. - . . L4

- 5® i.e., whether they had reached the’pass'mark, but are ranked
. 3 - T . o

i . ”v\\\\. according to instruments that scale their performance both upwards

® > . Y
- \\\and downwards. The main feature of the examination system has tended.

]

. 3 to he the relatEve, not the ahsoiute, standard The former can he

° a

assessed by means of standardlzed achievement tests that-can also .

3

serve the purpose of relat1v1z1ng4narks glven hy the teachers.

«

- . ' . . : '

. . L /\ .
. % . . o 3 o . - . . .

Given the fact that national,examinations in Europe are set

on the ha31s of centrally 1ssued natlonal currlcula and that they

L}

are- unlformly scored, they tend to have a strong "backwash ‘effect"

°

i e 1’ on the teachlng that goes on 1n the schools. Similar effects°are'

X . o © R £ .
. achieved by the examlnatlons for selectlon for secondary grammar
" o o ' sehool in England, the so-called 11+ examinations,fand;hy the.centrally
issued standard tests in the Swedish schools., There 1s, for 1nstance
”. . : in Germany, quite a lot ‘of complaint on the part of the parents

about the Le1stungsdruck (achievement pressure), exerted by examina-

tions which tend to become more and more important.in determining

. . the educational careers. There is,.hOWeyer,_among teachers a strong
" . opinion that examinations in general, and\ﬁartdcularly "hom%fmade":
° examénations that the“tfachers admdnister regularly in order to check
J . . the progress'oﬁ the students, have a motivating effect and that )
. L promdPion andhmarks are not just something that students get for. )
\) a > a 3

( . _‘ . free.I , | : 2d : | | | .
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Educated talent is modern society's substitute for distihction

Y

. < by social origin and inherited wealth. In other words: one can
L e . : . N S

. begin to see'a'stiong meritocratic tendency, particularly in the
. . : PO . ¢ s :

. [ . e . . ¢ . . . g
. industrialized societies. In spite of immensely ‘increased opPor-
. < 3 -

o .
[

:i. - V¢ﬁ . tunities for further education and a maﬁifold'incréaée of places
. ( « . € Y

: ) in instjtutions of furthergoing~educa%ion, competiﬁion, particularly
’ -~ for university eptrance,‘bas mounted (Hus&n, 1979). This tends
. : ¥ ‘
\/ v
to have strong repercussions .on the lower levels of the system and
T . . ",

®

2 . . ’
] o to bring about the Leistungsdruck referred to earlier above. The

. meritocratic tendency is reinforced by the increasing practice of
the,employment system to use the amount of formal education as the

first criterion of selection among those applying for jobs. This
o : . . « - . . . . . .
o o .

: ‘ . means that in order td secure & good place in the'ifne of jdb-' .
] o '~ seekers one has to cli@? as.high up on the educational ladder as

5 possible.  In order to gain such a position one has to scramble

¢ . . . N
. ‘ . for good examination results and marks. . |

¢ *

These. tendencies have repercussions dn the learning that goes

T

“a

on in the classroom. Studehts tend to learn for exﬁernzl and to
s lesser extent for internai rewards. Under such conditions quite
a lqt'of.sujerficial ritualism is- fostered to the detriment of

{ the pursuit of genuine educational values. -Career orientation:and

! : 5 . L. PR .
: ! excessive pragmatism tend to take- precedence over learning for

” ~ LY

1. . - personal fulfillment and lead to a neglect of the moré intangible
: ' benefits fhat accrue to those who enjoy qﬁudying'for its own sake.

. ¥ -
N % N N .

2
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The way individual differences are perceived and taken into

i . . ¢ - - ) -. . . -
R , account in organizing formal education in various national systems
is, indeed, worthy of study from a comparative point of view. The.

way individﬁal differences are perceived with regard to dfigin

- o L

and size as well as the practices that ensue from these perééptidns

" reflect differences‘befween bolitical idenlogies closely related
) - ‘,gg social and‘eco%pmic orders that véry.fr0q'country tb'éounbry.
:3 o o Préblems related to individual aifferénces and their policy
| ’ . ; implications surfaced when' society began to change from an gscriptiV¢

-

one, where everybody had to remain in the class or caste into which

9

Be‘Was born, to a society of mobile social status where status ..
attainment increasingly depeﬂds on educational schievements. Problems
of differentfﬁtiqn and uniformity of échoql provisions are produéts

of the age of the liberal philosépby of‘eéualityvofaeducational

‘opportunity. ' ' ¢

- Kl

.

The negd to clarify congeptually the heredity—eﬁvironment issue
ig of utmost importance“éince‘otherwise quite wrong:poliby implica-=
tiéns might be drawn. It cannot.be emphasized étrongly enough that,
1 ‘ ‘ : heredity is no? a status, a kind éfwfixed point, but a process.

3 - ‘ The hereditary componént of a personality trait, say scholastic

ability, can only be inferred from a process of development that‘

is'not directly accessible to observation and/or measurement.
Before attempting to review how the diversity-uniformity

proﬁlem has been dealt with in.varioué national systems of education,

« - which operate under different social and economic orders and with

ERIC - - e o e
e , » | | . | | 2;) 3 -




< B ' o different h1stor1cal background I should like to‘deal brlefly
. T ‘ with the equallty problem whlch has taken su@h a prom1nent place

. - -

in ‘recent educatiohal policy and rhetoric.

* . e . ” -

o ' Considerations about diversity and unity in education have a

long'history in Western Europe and North_America that go back to
3 o . LI ’ - ' . T
’ Helvetius and to Rousseau's famous Discours surhl'Inégalité parmi

les Hommes of 1755.. Since all human beings have the same political

rights, as reflected ip their right to vote in general elections, "

N h ‘ they also have the same right to basic education.. The issue over

the last decades has been to what extent this provisi¢n should be
_common or nat, that is to say, how far up in the system children
: A Lo o Rk

from all waiks,of iife“should be accommodated under the same roof.

. . .
© A . . By

and if and when separate provisions for an intellectual and/or sotial

élite should be allowed. Those who have been protagonists for separate
. . [} ’-
- prov1slons have usually underllned the cr1terlon of intellectual

a

5. eéxcellence, explicitly a meritocratic view. But the merit that Qgs

~— .
. : '

_to beleonsidered, scholastic aptitudé, tends to be amassed in more

privilegéo social strata. Thus, many of both progregsives and con-
i N\ Te T ' . . :

: - ’ \ 13 : . 3 . .
servatives conceived the selection problem at 11 in England or at 10

¢

°

L o  in Germany as one of properly identifying those children in all social

_F - *  strata who had the potential of absorbing the grammar school type
: : 3
of education. The principle was: to evefybody his chance 1rrespect1ve

o

[

~of his social background. The snag, however was that soc1al scientists,

from the 1940s on, began to discover that academic achievements and

social background were not unrelated. All criteria used in selecting

4 ‘ . - .
1. : Cos children for further education — marks, examinations, and test scores -

were correlated with social background. The great-differences between

social classes in part1c1patlon rates in educatlon at upper secondary

o P 2() : ) : .

——




< .
and university level can only to a small dégree be accounted for

4

by genetic differences between social classes.
e -

Apart from giving everybody his chance to go ahead in society,

thé quest for equality hae.enother’aspect: In order to work, democracy

124

"in- the modern, complex technological 'society ‘requires a citizenry
not only with a high level of educatiom, but also with a common frame

of reference - that is, common in terms of basic skills, notions,

. o
“« 3

and basic values as well. ¢
‘A main argument behindf%he’establishment of:eomprehensive

secondary schools in the United States was the melting—pot phllooophy.

The children of the immigrants should via the school system be brought

into the "mainstream". The school gave them either by jndoctrination

or by implication new civic values. They learned to master a new

language which was the basic prerequisite for obtaining a new frame

of reference common w1th these *who were already in the mainstream.

v

\\J/‘ In Western and Northern Europe, labor in#large quantltles has

» 1n recent years been 1mported from the Medlterranean area, thdat is

to say, areas with often rather poor school prov151ons. Mllllons of

‘Gastarbeiter or guestworkers haVe poured 1nto France, the Federal

- -

"Republic of Germany and Scandinavia, elther temporarlly or for _gdod,

k)

%« Efforts are made_to avoid that the immigrant chlldren become crippled

o

in their mestery of both their mother tongue and the language of

their new counfry. In urban areas, whére the great mejority of. the

. o
" « - .

immigrant workers nave_settled, teacherssvmosﬁl§ from thevhome country,
on an individualized basis giveeat.leESt t;o weekly lessons in;tneir.‘
mother tongue and assist the Swedish ﬁeachers in taking care‘of

. inmigrant children in other subjects., Thus, one wants to avoid not only

the alienation between - the children and their parents that

3 e




' countfiesiduring~tpe last few decades.

— . V v
easily occurs when they find that the new .language is the only

valued means of communication, but also the downgrading of their

o\-./

background and national heritage that easily follqws. ' -

Three Types of Systems.

The two main forces betwegn recent expansion at the secondary
and tertiary level have iﬁ the first place been ﬁhe social demand
spurred by the increased standard of livinécresultingvfrbm economic
groch boosted by the mobilization of highly skilled techmical man-—
pover for rapid industrialization: The.expansion at the secondary
level put the foilowing problem in foc;sgrﬂéw much pafallelism should
b; allowed in a system that allegedly is designed to provide equality

of opportunity? More spedifically, at what age should fhe students

considered to be academically talented Ye separated from their non-

\

_ academic classmates? = Furthermore, should they transfer to another

program in a separate school, to another pfogram in the same school,

. -
or simpiy to separate classes within the .same prog;ém in the same
hY

school? The heading for this set of problems has in the Swedish

school ‘debate begn "differentiation" (Husén, 1962). It has been at

the forefront of the school debate in.many other Western European

v

The starting point of all debates on differentiation is the Y

‘commonplace observation that pupils differ greatly with regard to

A

p .
gbilities and interests. The way such differences have to be taken..

care of has until recently overtly been conce.ved almost entirely

in pedagogical terms, that is to say;,in classroom practices per-—

taining to grouping and methods of instructior. The debate has

. ® . K]
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"groﬁing awareness that basically this is a®problem of career Oppor—

_schooling. Such a transfer has until recently typically taken place

. . - -2b-

a

purpoftedly dealt with the effects of various practices in terms

< . .
of student competence: What could be considered most "efficient"

- restricted ability ranges at the secondary level or more or less -
unrestricted ranges of ability? But behind this has loomed the

tunities. .

§

There are essentially three typical solutioné to the problem
how individual and group differences are taken iqto acconnt.in de-
signing edu;ational systems so as to meke provisiohs for individual
differences. These are: |

(1) The American model with the primary an?,then the compre-

5
hensive high school which accommodates all or most of the students

v

from a given ca@phment area urder ‘the same roof but with differentia-
tion by means of programs and dbility grouping or homogenous group;ng
within progfams; Between-school and betweén-region diversification
is built into the system by provisions fof local autonomy and by

the existence of parochial schools.

(2) The West European model with a transfer of a selegted lite-

-

from primary to secondary academic school before the end of mandatory -

after 4 or 5 years of primary scﬁbbl but has gradually been postponed

by means of the introduction of "orientation cyc;es" (e.g., in France

s

and Germeny) and other practices. Tn some countries provisions for

the entire mandatory school attendancé'aye under one roof, at least

in one type of school.

(3). The East European model of a unitary school (Einheitsschule,

29
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goole unique) that. integrates all types of schools covering com-
pulsory school age, be they academic or vocational,

By no means all national systems of educatlon can be fitted

L]

into this Procrustean scheme. But at least most of the systems in

" the industrialized countries can. Japan, however, could be regarded

as a special case due to particular historical and cultural circum—

-
-

stances (OECD, 19713 Teichler, 1976)., It offers the paradox of’ pro- )

viding opportunities for further schooling for a much hiéber>p9rtion

>

of the young people than most European countries but is at the same

o

time characterlved hy an internal differsiitiation and a tough competi-

-

tion for entry into the prestlge 1nst1tutrons whlch goes far beyond

the most selective systems in Western Europe. " In his book@Dés Dilemma

der modernen Blldungsgesellschaft (The Dilemma of the Modern Vdueatlve

Society) Ulrich Teichler has described the "educative merltocracy

>

© ¢
of Japan and its status—distributive functions.

-

| . »

o
. . 3
i
|

The common public school which provided

[

basic formal education to all children in a glven area epltomlzcs

e
¢
g
[
=
H
0
o
=
g
(o}
o
)
‘_l

he class1cal American conception which is represented by Horace Mann

g e

£ the school spearheading democracy and progress against c0nservat1ve

o

orces. . L

@?f* The Ameriean comprehensive hth séhool was ih a way a materializa-
11on of the American Dream of equal opportunlty. By being ekposed

qo a unlform pedagoglc milieu with equal resources and by being mixed

ith age mates from’all soc1al'strata and ethnic groups, equallty of

~

ﬂ}fe chances would in a mysterlous way be achieved. But the conception
»

& equalﬁty of educational opportunlxy that. emerged ‘from the era of
L e

3
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o

v ' social Darwinism was beset with a basic‘dilemma. The massive : .
survey,s that were conducted in the l960s, such as the Coleman report
in the United States, the Plowden report in England, and the IEA
] | - 20—country study, revealed that social background.accounted for more
" petween-student and even between-school differences in student
-achievement than did school resonrees. One began to realize that the
- school cannot at the-same time serve as an‘equalizer and as an instru-
ment that establighés, reinforces, and legitimizes‘distinctigns. )

There is to & varying degree inherent in the educational system an

v

incompatibility between selectivity and equality. An American educa—

@,

e ° .
tional sociologist, J. Karabel (1972), has stated the problem in -

. the following, somewhat provecative way:
]

. . . ' "The ideology of academic standards brilliantly reconciles two
'conflicting'American'values:‘equality and equality of oppor-
tunity. anongh the systeﬁ of public education everyone is
oexposed to academic standards, yet only those who succeed in
T ' meeting them advance in our competitive system., Everyone enters

- the educational contest, and the rules are usually applied

. without conscious bias. But since the affluent tend to be most
successful, the net result of the game is to perpetuate 1nter-

. «

‘generational inequality. Thus academlc standards help make

N » .-+ acceptable some€thing which‘ri;s against the American grain:
. bo), o |

the inheritance of status.”
Benjamin Bloom‘(l976) has beenvquestioning the entire concept
of individual differences in achievement which has served as an axio-
matic foundation ef school practices over the‘last‘century when
primary schooling has become wniversal in the indnstrialized\world.
. »
1 S L Student performances are judged against uniform, iinear standards

(bright, average, slow learner, or whatever'labels we want to use).

3 ' . In such a system some are destined té fail and some to succeed, irre-—

k ’ N
' spective of their absolute achievements. “A-student=who pelongs to-
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the bottom group in a school with high standards perceives himself

-

- as a failure, even if his attainments by national norms are far

- : above average. Conversely, a student with the same absolute level

D)

of perforiance perceives himself as a success'in’a school with low

standards. Such perceptions are strongly affecting student motivation

which in its turn contributes to widenihg.differences in attainments.
Instead of serving as anxeoualizer of life chances, as-ehvisiOned

-

by 19th century liberals, the common school tends to contribute to

socigl differentiation. . .

M

The West European model. . The West Furopean model has for a-

—— ——— — w—

long time been characterized by parallelism between the upper grades
. of: the elementary school and the selectlve junior ~secondary school.
vThlS structure has recently gradually become modified by reduction

y

- of the number of parallél grades and increased comprehen51V1zatlon.

-
< “

In add1tlon, select1v1ty at both prlmary and sec0ndary 1evel has
operated by means of repetltlon and dropout I shall illustrate the
model .,and how it has become mod1f1ed with four countries: the Federal

Republic of Germany, France, England, and Sweden. .

»

n
)

Well into the 1960s the declsive. Juncture in the educatlonal

j '. - (and llfe) careers of young people in Germany was at the age of 10,
when transfer on a selectlve basis took place to the 9-year G Xﬁga51 um,

'which preoared for the universitf. Some 20-25 per ceht'were selected

for the Gymnasium or the middle’ school. Of these only one third or

ongé foﬁrth°graduated with an Abitur, which served as a tniform entrance

i

ticket to the university.

w— . . . I ' ’ .

As-pointed out, structural parallelism was combined with repetition
A :

o . : "

. b




to the extent-that it was referred to in the German debate as the

S

, - _ Q; Sitzenbleiberelend (repetition misery). Repetition was ever more
1 {g N °

. 7 frequent amohé the select group of Gymgasium students than among

AT

those in the Volksschule- (primary school). o - .

The pronounced selective features of the German system contributed -

-
b

to the crystallization of the tremendous imbalances between soclal
’ - » strata in terms of part1c1pation in secondary and higher education.

In the early 19605 Ralf Dahrendorf showed that 50 per cent of the

A

ﬂ ) : university students came from homes of civil servants and Profe551onals,

q

who represented: some l per cent of the work force, whereas 1 per cent

came from working class homes who meke up 50 per cent of the work force.

v ¥

. The IEA surveys showed that the Federal Republic of Germany had the

1o

most pronounced soc1al bias i% the social composition of upper secondary

% -

school enrollment emong all the participating countries (Husén, 1969;

Comber & Keeves, 19731.

K

The reform movement, finally epitomized in the Strukturplan of

a

the German Educational Commission (Deutscher Bildungsrat, 1970) and

n the ensuing policy document, the Bildungsbericht (1970), issued by

o . i a

the Brandt government in 1970, contributed to modifications of the |

-parallelism and to lessening of“the selectivity The changes were,

however, con51derably more modest than env1saged by the proponents

[

of the reform that in ‘the 19703 got stalled in finafcial and other

s N difgiculties (Becker, 1976). A develgpment towards less parallelism.

was furthered by -the extension of schooling up through the junior
v o B ’ : 2
secondary .stage so as to make it universal. In several German states

o experiments began to be carried out with a ﬁpromotion stage" (Forder:

' stufe) Its aim was._ similar to that of the "observation cycle" in

1Y

France, namely to” postpone a defimitive- allocation to a particular ' s

-
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academlc or non—academic program from the age of 10 or. X1 to some s

>

years later. In, for instance, the Land of Hesse a program with a °

O-year comprehens1ve school (Gesamtschule) was launched.

The-Bildungsbericht envisaged every young person attending school

- -

until 16. The soaring enrollment at the German universities led in

'the early 1970s to a numerus clausus whiclr elicited an enraged. debate

about fairness and Justice in selection and to concerns'about the

repercussions on the lower stages in terms of performan e pressure

-and;competition.‘ Thus, paradoxically, the widening. of opportunities -

v . . . S . -,
has in its wake ‘increased competition at the primary and uecondary. ¥ .

stages and in gelection for university entrance, which was something

L]

a7
new in Germany.

The famous¢l959 decree ianrance,which followed upon a long stale-

mate of structural reform, modified the selective_and differentiating

features at the junior secondary level, i.e., the age range 11 through

3

15. Compulsory schooling was extended from 1k to 16 Provisions

®

were made for an "ohservation cycle (cycle d'ohservatlon)'hefore

the pupils were def1n1t1vely allocated to different.types of secondary :

schools. The rapid expans1on of the colleges d'enselgnement general

t . o

led to making them part of a common system of basic education. .j N

* n

The l9hh Education ‘Act in England made prdvision for unlversal
secondary education up t0‘lS. At 11, allocation or rather selectlon
for grammar school education on the basis of academic criteria had

- @

to take place. - The'Act that allegedly was a breakthrough of demo- o

)

34 -
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cratization of furthergoing education, where places for "scholarship

k2 . boys" from worklng—class homes were not any longer reseryed, proVed

il

N

not to level out the 1mbalances between soc1al classes 1n 1nst1tut10ns

R

of post+compulsory education. On the contrary: As Jean Floud (1956)

LR T

and her coworkers'showed, Ymbalances grew worse, since’<the .middle—
class ll—year—olds were more successful in competing for grammar

school places than were. worklng—class ones. Thus®, British radlcals

.did not look upon the 19kk reform as an 1nstrument of equallﬂlng

1
<

- opportunlty as d1d its liberal proponents. The Labour Party pollcy
" has been to comprehenslm}ze secondary education, and in govervmcnt
it has 1nterm1ttently tried to push/the local educatlonal author1t1es
'to "go comprehensive" and to abolish the sorting of students at the
age of ll The ll+.examination-is gradualiy vanishing.

The comprehens1v1zatlon policy, partlcularly attempts to abolish
the 11+ examlnatlons and the practice of streamlng at the primary
level has been the pr1me target of the "Black Papers ,- authored by

1 ' & group of conservatives (Cox & Dyson,_l969, 1970). It was maintained'

B -

e . that recent changes have brought about a marked decline in standards.

i . ' Thew"ideology of-egalltarlanlsm" was accused of doing away W1th ‘the ,A"f,w
. essent1al toughness" on which quality depends. A case was made
for the elltlst system on the bas1s ‘of research on individual differences

R conducted_among others by Sir Cyril Burt, himself a contrlbutor to
the "Black Papers". Burt contended that scholastic aptitude was - .

largely inherited,and sided with the conservatives in defending the

8litist grammar school. ’ N
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In order to resolve the controversy over parallelism versus

comprehensivization that is to say, hOW‘much differentiation and

<

2 o how much unity in school structure is appropriate, policy makers

- 4 B N : _ .

" . in Sweden in the 19h40s turned to behavioral scientists, in the first
.

Ve

place to educational psychologists. The case seemed prima facie

"to be a .clear-cut one. Once psychologists had mapped out’ how .

o o indiVidual differences develop, proper conclusions for educational

policy cpuld easily be drawn. ‘1f differences in scholastic aptitude

>

i~
B

i were due mainly to genetic factors and if schooling could achieve

© — I e -

modest modifications only, differentiated provisions had to be made
ro‘

£

. 'in order to aVOid "fighting against -nature'. The school had to be
structured according to the principle: to everybody according to his:"
inborn capacity. On the other hand, if the margin oflinfluence on

'.scholastic apti%ude .open ‘to environmental factors wasllarge,'then

Schooling could take place in a more unified structure.

a

. The Swedish School Commission that in its main repoxg. of 1948

" drew up the blueprint for a comprehensive 9—year school, _sponsored

a massive research project on "practical" and "theoretical" aptitudes
a.

and how they develo ed in school children (Husén, 1962) SuccesSive

age groups from.7 through 16 were tested with extensive testéfatteries

zed in order to reveal the "ability structure

{ o _ that were then factor—an
and.gactorial maturity". The\purpose of’this research endeavor was,_
, . ,

to get an answervto the questiomas to when the two types of abilities

i i L‘.
- .

were sufficiently differentiated to allow diagnosis and allocation

* . to academic and vocational tracks, res ectively. The investigations.

indicated, or seemed to indicate, that th oretical or general intelligencef

was much easier to identify than practical intelligence It was more

- . . -

simple and unitary, whereas practical aptitude\Was more complex and

k]

e ¢ ) . - . 3 N . . . ‘
. . . . t] . - i
L . y . . - . ;
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matured later. Academic aptitude could be identified already at

the age of 11. But the problem was &a substantial“positfve cofrela-

tlon ‘between the two types of aptltude. About half the unsorted

i
E B e b s e
A

populatlon of ll-yearholds were found—to—be aot dec1dedly practlcal

or theoret1cal whereas about one quarter was predomlnantly theoretical

xxx e ¢
»

Having¢been.given the "facts“ ‘hoWever imperfect one would

—— >

“

- have expected the Commission to, recommend dlfferentlated prov131ons

)

for the group that could be diagnosed as theoretical. But the snag

was, “of course, the correlation between the two types of aptltudes.

ETAL LA .

. . ‘ An early dlfferentlatlon could result in »spremature dedlslons taken
for many whoﬁgfor instance, had both a practical and theoretlcal bent.”
In addition to consideration to the cqrrelation between the two
aptitudes and the lat€r maturation of<practical abilities, the Com= -

+mission advanced a potenthpolitical arguﬁent in favor of postponed
ddfferentiation. If scholastic aptitude were to be the determining . .
factor in aliocating students to different tracks at an early age
(say-llj, the theoretical t}ack would then receive. not only students
with high scholast1c and low practical ability but also the élite -;

~ who was hlgh,on both. This would mean that most of the gifted students
wouid be channeled to professions and that the"manual occupations

would be deprived of people with high general ability. This would

. result in successively,lowering'their prestige and in creating a gap

B . between social classes and thereby brlnglng democracy into jeopardym"

(Commission Report D. TO) . If the final deci31on about what "side" -
in terms of amount of academic schoollng a student was to obta1n was

1 o B P stponed,untll the end of Junior secondary school when the special

5 ¢

o ablllules and 1nterests that constltute practical apt1tude have matured

. . ’ . yoo o '
s -
3 : :

w




I/ _ . : a proper balance between varlous types of educatlon would be

established and all walks'of llfe would get "their share of talent.

=
BA o
a "

3

fé Some generalizations about reécent deVelopments in the West

& . European countries. can be venbured.

A : (1) The trend after World War II has been towards comprehensiviza-

. a
P4 -

tion of mandatory schooling and gradual abolition of parallel institu-

- tions or tracks for an'intellectual,and/or‘social g1ite. This has

*

5 . | been achleved by extendlng the common school, the_ tronc commun, and

by. postponlng selectlon for academ1c ellte ‘schools and programs.

.
a

}' ’ Certain reforms have gone half way by establlshlng more flex1b111ty

by means of an "orientation cycle" after the prlmary*stage and before

’A

the definitive separation between academ;p goatsﬂfrom.non-academlc- , :

. . sheep takes place. . T , ;

-

e - e e .
¢ = *

S o (2) Comprehens1V1zatlon has been spurred by the enrollment
. o

- " explosion at the secondary level, at wh1ch a few decades ago,fselectlve

”

. schools catered for 20-25 per cent ‘of the age group or less. The

enrollment exp1051on at the Junlor secondary lev?l has caused that

° Tl

° type of school to be "blown up from within", Unlversallzatlon of
secondary education has contributed to comprehensav1zatlon also in.

tetms of Mrdenlng the range of prograds and currlcula. Vocatlonal

and semi—vocatlonal programs and schools have been 1ntegrated w1th

°

9 ©

1 - o . academlc ones 1n the saMe 1nst1tutlons and under the same roof.

—

(3) Wldened access to upper secondary education has led to 1n—

creased competltlon for entry 1nto higher educatlon where llmlted
‘o . .

acceSs 1n most countrles 1s the casel ThlS has had repercus51ons

2 - on the lower stages of the system of a paradox1cal nature. In sp1te

Al

ﬁ;,» of w1dened opportunlty competltlon at all stages has 1ncreased which

[SRJ!:‘ .. 7 has. led to performance pressure" and to enraged debates on selection

_»procedures‘and”about_marks, examlnatlons, and standardlzed tests.‘




¥ o E ' The Bast_European model. The East European model, or, since

it was flrst instituted in the USSR, the Soviet model, is based on s

[ . N

& _ . ' the notion that differences~in scholastic attainments reflect in-

~ . . .

4 ' equalltles inherent in the soc1al order of the capitalist class society
?'4 % . -

‘i'. . : ' ..or are vestlges of such a society. The rullng glite in the capltallst

. countries is said to have usurped the pr1v1lege -of having access to
high level and high quality education Wthh prepared for leading
posltlons. Thns, in order-to give young people from the working:

° © . 'elass a falr chance to enter the 1nteIllgents1a and to become specialists’,

- “ v

they should be proV1ded with genu1ne equallty of opportunlty’within

the framework of a un1tary~bas1c school common to all’chiidren of

mandatory school age.’ The establishment of an Einheitsschule, a
° o
. unitary school, has therefore been ‘a prime educational goal of the
2 o ’ S . .
communist parties.  Such a school can serve as & major instrument

1

- . - ‘ .
. in achleV1ng a classless soc1ety.‘

When Chalrman Khrushchev in 1958 introduced the new Educatlon
Act to the Suprem% Soviet, he revealed that only some 30—h0 per cent
of the students at Moscow's, institution of higher education came from

-

the worklng class and peasantry, whereas the maJorlty ‘came from

v the 1ntelllgents1a.and the functlonarles who were a minority’ “in the’

.

¢ work force., He expressed concern about thls, and suggested that steps

should be‘taken in alleviating these glaring 1mbalances. His men-

3 ' o . tioning.of group disparities was quite sensationdl, because aCcording

K \ . i ’ - . }
to the of ficially sanctioned philosophy, education in socialist systems

. kR e . - S

'is much more open to advancement of -talent ilrrespective of family

¢

>

and/or class background than in capitalist soc1et1es. . v 0

< Surveys on educatlonal asplxatlons of Soviet youth and on ad-
- L3

°

: m15510nS, attainments and achlevements as»related to family background

3 .
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began to be publlshed in the 1960s (Sauvy et al., 1973) Such

. : 7

,/l

-studies cons1stent;x,showedpa rather‘strong 1nflue1ce of parental

»

education and parental occupational status on educatlonal asplratlons

and attalnments. No*wonder, then, that young people from the in-

telllgentsla were over—represented among appllcants for admlsslon -
to 1nst1tutlons of hlgheF ‘education, part1cularly the hlgh prestlge h
A\ ¥
ones. The surveys furtﬂer showed that the system of hlgher education
-

itself was dlffefent1ated accordlng to prestlge and soclal recrultment.

Some_institutions ‘tended to admlt a partlcularly high percentage of .

oy Fo o
young people from homes of the leading stratum. . - .
*

4 5

. : . \ A : e o
. The picture we get from Soviet statistics of the tendency. of .
children from more educated and socially more elevated positions to

o - -

move ahead further in the educational system is to somé extent similar

-
) -

to the one we obtaln from systems in Western Europe w1th early
I } 2

differentlatlon.

-

We flnd cuttlng across natlons a marked tendency §

-

-of chlldren from educated background and from soc1ally, but not

k) K
. necessarlly materlallv, pr1v1leged background to be heavily over—

represented among students

adm1tted to 1nst1tutlons of adyanced

learning.

They are furthermore, once admltted more successful on

+ late school dlfferentlatlon. Tha‘lmhalances in the educatlonal system

+a¥l counts."have hetter marks, lower: repetltlon and dropout rates,
! [~}
5
and hlgheh sutcess rates in selectlve examinaticne

L}
?

successful in gettlng into prestlglous programs wh1ch prepare for,
3 :g . e
attractlve posltlons-ln working life.”

It should however, be p01nted sut that there are dlfferences in

-degree between thé two systems, the one w1th early and the one=w1th
. B . )

and the ensulng degree of mobility betWeen strata are -correlated with

) o ¢ B "‘ . ‘ .~- 4()

e .8

~ L

They are partlcularly
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the structkure of the basic school system up through the junior

secondary years. On the bas;s of the eV1dence galned from thé

~

IEA 20—country survey two broad generallzations could be ventured:

K}

(1) The earlier the ‘'selection takes place for separate academic

]

schools and programs which run parallel to schools and programs for

>

the remainder of students of mandatory ifﬁool age, the stronger\the
association between family background ané school attainments. - Thus, .
the longer the period of'comnOn schooling for all children, the less

pronounced the 1mbalances betWeen .social strata.

(2) The more centrallzatlon in terms of unlformlty of structure

:and f1nanc1al resources, "the lower the between—school variability

LB

" in outComes. In the IEA survey it was found that the between-school

variance as related to between—student varlance in student achievement

l
. i

among lh—year—olds was 80 per cent in India, 20-25 ber cent in England

and the United States, and only 8 per cent in Sweden (Comber & Keeves,

1973). . ' . 3 .

h
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Academic Performance in Selective and Comprehensive

Systems of Education.

Two Types of_ School Structure = Two Educational Philosophies.

_—_———_————.——_—._——-—_—__

The~reason for the passion that often has gone into the debate

on the comprehensive versus the selective school is that-it is not
‘merely didactic principlés or methods of o;ganizing the curricufam
that are ét issue. HAt the heart of the matter we find two opposing
educational philosophies. On the one hand, we have the egalitarian
. and reconstructivist vie%, and on the other, the élitist view of |
the\educational system,
A comprehensive system provides a publici& supported school

4 - _ educaffon fér all children of mandatory school ag; in a given ecatchment
area. This means that all progréms_or curricular offerings are pro-—
« ' _ vided in the same school unit. Another essential feature of compre-— .
hensiveness is that no differentiation or grouping practices that
definitively determine the ensuing educational and occﬁpatiohgl careers
1 ' are”empioyed. Children from all walks of life are taken care:of.
'§. in a selective sysﬁem‘children are by means of organizaﬁional

differentiation at an early age allocated to different types of school , ;§

' /

y - ‘ and, also at an early stage of their school career, grouping practices ~
are employed .aiming at spotting those who are supposed to be par- ’

N\

ticularly gcademicallyhoriented. Apart from selective admission and
grouping, the system is also characterizedvby a high attrition rate

. "in terms of grade-fepgatiqg‘and_éropout.

o« . @

w

In the debate on the relative merits and drawbacks of the two

)

“systems it has beén»maintained,.on the one hand, that the top students. -

'[]ii ‘ PR in a cdmpreﬁensive syétem will suffer by hé%ing to be taught together
i o , _— B 42 , . . B




with ‘their more slow—learning peers., This will impair their
, .
standard of'echievement in‘comparison with students of equal
‘intellectual standing in systems where an.organizational differentia—
R . tion in terms of selection,for'separate academically oriented
schools tekes place at an early age or where strict honogeneous
grouping within the school is employed.
- The‘adherents'of comprehensive education, on the other hand,

maintain that the top students w1ll not suffer as much in their

. ' o system as the great mass of the less academically-oriented studentav

R ‘in a selective system, particularly those who rather early are left.
. . ) v _

in the elementary school after the "book-oriented" have been sglected
\ i ‘

for the university-preparing secondary schools..

The‘élitists maintain that a system of selection based on fair

NV i and equally emhloyed criterie of excellence w%ll open the avenues .
to high-status oceupation to those from all walks of 1life who deserve

| ‘ it by possessing the necessary (mainly inherited) talent. The compre=

>

hen51v1sts counter by claiming that a selectlve system 1s\heset
'7;w1th a breater social bias than the comprehensive one. As" one moves
o Vt-up the ladder of the formal educational system the proportion of

‘ , ' lower—class students is much lower in a selective than. in a compre-
| - . » . '
-~ : hersive system, which is interpreted as evidence for bias.

~ =

-~ 4
SR The two propositions, both the one on the standard of the €lite

¢

and the one on social bias, were tested on national systems of educa-

1

tion in the first two large-scale surveys conducted by IEA (Husén,
A~ + 19673 Postlethwaite, 1967; COmber‘andeeeves, 1973). The national -
systems of education differ tremendously with regard to ‘the siée of

e

the pre-university group (in per cent of the relevant age groups

In the mathematics study this éroup varied from less than 10 per




i i

‘same order of magnitude. The veriability in Europe had, however,
'decreased somewhat Evidently, there is no point in making compari-

sons between mean performanCes behind Wthh there are school popula—

"are in the terminal grade of the pre—university,school. . Typical

to the great mass of students. His overriding question is: How many

lare(brought how far?

3

in some European countries to more than, 70 per cent in the United

States. “In the Science study the variatlon was by and Targe of the

tions representing such variations in terms.of the proportion of
the relevant age group. Thus, it was decided to take advantage of

the IEA survey data for Population L, that is to say, students who

natlonal 1llustratlons of this populatlon are for Lnstanve the Ober-
prlm aner in Germany, the students who are about to sit for the GCE

level in England, and for the baccalaureat in ‘France.

The problem of "comparing" the terminal students 1s not as simple

as.it might appear from the popular debate on the relative "standard" .

of secondary systems‘with a rather strlot selectlon versus those with ~

o

an open door policy. The problem of whether the one or the other

° x

system is to be prefetred is.a matter of what cr1ter1a one wants to
employ in eraluating”them, and therefore in the last run a question
of political preferences. . Even if the evaluators can agree upon
what crlterla should be employed, they w1ll certalnly put them in
different orders ~of priorlty. The adherent of an Blitist system
tends to evaluate the schools in terms ‘of the quallty of their end—
'products, either leaving out those who are lost in the sélectlon
I )

and/or attrition process or attachlng a lower prlorlty to their

educational fate. The comprehens1v1st prefers to look at what happens

i
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by N ‘ In whet follows we shall focus on the "standard of the glite

in the industrialized IEA countries, using as our criteria achieve-

I
‘Al

P4

ments in mathematics. and science at the pre—university level. The
national systems which have been studied vary considerebly with

regard to retentlon rate of "holding power gt the upper secondary

FURIRS

3 ' : level. The hlgh school seniors cons1st of some T5 per cent of the

relevant age group in the United States,, those who f1n1sh gxmnasl

and continuation school in Swéden (grades 11 and 12) are some b5

o _ Aper cent of the age group, the Oberprimaner (grade 13) in the Federal .
! - Republic of -Germeny are some 10 per cent etc. It is rather pointless
to limit a c0mparison of student achievements in these and other

1 ' , countries to mean performances, simply because'of the highly variable

: ' ' portlon of the relevant age group we &are dealing with. It is more

v ‘ ' nes.rl}r fair to comps.re eq_ua.l portions of the age cohorts.
_ N .
But such comparisons are conducted under, the assumptlon that

v those who are not in school at thatfege level have not, either by

<

Ll Al

previous'schooling or other learning opportunities,‘reached the level
of competence achieved by the, €lite still in school. On the bagis

of analysis of the distributions of achievements, both

-
\

at the beglnnlng and at the end of secondary school, we concluded'
N ’ :
that. had the 1deal condltlons of belng able to test ‘the entire age

group ex1sted those who were not in school would not have scored

high enough to affect the means for the top 5 per cent of the age ..

ra

st
s

group. . .
4 . .

The objection has been raised that the method of comparing equal

portions of the age group is unfair to national systems with a low

©

retention rate (or high selectivity)u The validity of such an

obJectlon can be questloned on pure logical grounds, simply because




. group-is. retained up to the pre-university grade, the prevailing

A

L ] _ . . ) )
of the relevant age group in the respective countries. The dotted

takes cafe of most of the able students and does not bias against

~answer to the quesﬁion to what extent it is poésible to produce an

=45- - g \

;o ' I
’ : / o
it is not consistent with the &litist philosophy. In systems

’
i

where until recently only some 5-15 per cent of the entire age

educational philosophy has been that suéh a system rather efficientiy"_
an; category of them. . Thus, those who favor an élitist‘system :
canno%.reasonably object to a comparison between equal §;0portions
of the ége group by ﬁaintaihi;g that ﬁhe comparison is unfair to the
selective systeugbeéause it does not retain the ablé.studentsf |
“When in the IEA matheﬁaticé_study (Husén, l%§7) the average
performance in different countries of terminal studenﬁs taking
mﬁthematic§ was compared, we found that the Ué high school graduates
;ere far beiow the other countriesL: However, in the'US 18 per cent

of the age group of 17-18-year-olds todk mathematics as compared to

L-5 per cent in some European countries. In order to arrive at an

AN ) »

" .

% . - - . .
glite in a comprehensive system, one has to compare equal proportions
' . o

line in Figﬁre 1 gives the average performance of the terminal
mathematics student in the twelve countries., The solid,line gives
the averages for the top four per cent of the total agelgroup.. This
percentage was selected because 1t represented thé lovest propértion

Y

in any one country taking mathematics. As can be seen, the range

°

o

between countries is more narrow than for the entire group of terminal

mathematics students. The US top four per cent score at about the

same level as ﬁhe-correspdnding‘group in other countries.

On the basis of the distribution of total score of the terminal

|

!

|

;

1

*, . : \.'J‘

. ) : J

student% in all countries, ipternational percentile norms were obtailned.

@n
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In Figure 2 we have given the percentage of the total age group

within each country whlch has reachéed the standard of the upper

tenth of the terminal mathematics students. ?ls can bé seen, none’

gy

- of the §ystems with high retention rates and/or a‘COmprehensivé

structure are among the five systems-at the bottom.

[
. T -

-

PO 3

——_————.—_——_—.—.—-.—_

Slmllar comparlsons were conductéd with terminal students 1n

‘ o ’

‘science (Comber and Keeves, l973).‘*In this case all the Populatlon-h

.

students were 1ncluded 1n the comparlsons, 1rrespective of whether
v ¢

they Vere or ‘were® not taking sc1ence in the grade when testlng took

1

. place.; It was decided to compare the top 9 per cent'og Population L

-

. @ v - - .‘ -, -
in the 1ndustrlallzed countries. This®percentage was chosen Because

1b represented the lowest proportlon in Population 4 of the relevant

o

age group in any of the countrles. In order to.arrive at measures

of the two more llmlted elltes, the top 5 and l percent were also
chosen. Figure 3 presents the outcomes of the compar1sons for the
three éllte groups. The mean score for the ent1re .graduate population
ranges from 30.8 for New Zegland to only 14.2 for the Unlted States.

" The Populatlon L4 ‘students represent 13 per cent of the ent1re age

group in the former country as compared to 75 in the latter. When '

-

the mean scores for the top 9 per cent»were compared, it was'found

that countries uith a high retention ratehgot sharply increased,means.
The,. Un1ted States doubled its mean and scored higher than, for instances
Germany and France. By and large, the -same p1cture emerged when

countrles were- compared with regard/to the top 5 and 1 per cent of

the students.

e e
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" ‘broader or more open ‘access and with relative high retention rate

N\
\\

- for the Federal Republlc of Germany, where the systems are much more

system is worth its price is another guestion.

" the lh—year—old level with the one at the pre—unlver51ty level, it 1s

I Ny S } : - 7

1

The assessment of the standard of glite students -at the pre-

university level does not suppogt the contention that systems with

until the end‘of upper secondary -school do not succeed in "prodncing"

g1ite students. An €lite can be cultivated within a comprehensive

educational system, Wﬁether or not an &lite produced in the latter

In selectlve systems the hlgh standard of the 8lite 1s°often
bought at the price of 11m1t1ng opportunities.of the mass of the

students. By comparing the distribution offfather S oocupatlon at

p0531b1e Mlthln each country to arrive at an estlmatlon of the amount

v

of social selection that. operates between the two levels, An index

of socisl disproportion was derived from the proportion of students

-

n

with fathers who belonged to tne profedkional and managerial category
'bn the one hand and the/semi—skilted'on nnskilled category on the .
otner. The index was unity when‘the npper and lower strata have

the same representatlon at the prg—unlver51ty level as at the lh-
year—olﬁ level. The index was 1.3 and 2.4 respectively for the Unlted

«*

States and\SWeden, two countrles with relatlvely comprehensive and

- a

retentive’ systems, whereas it was T.9 for England and as hlgh as 37T.T

A

selective and 1st retentivé.‘ An index of d1551m11ar1ty between

socio—economic strata developed by Anderson (Husén,196T) gives‘%y and large

the saqe results, Taple 1 glves the’ percentages for the two contrasted

-

]
status categories. Slnge the categorlzatlon has not been consistent
O : N ' & '

. - \ « Ay - - .
over countries, comparisons should be made between levels within




Table 1. Pen;entage of Pupils Within Each Poﬁulation From Selected Ca

tegories of Parental Occupition

R E - - - -population I (10-year-olds) Population II (14-year-olds) Population IV {17-19 year-olds) * -
. Unskilled ©- Unskilled . . . Unskilled
Professional & & semi-skilled Professional & & semi-skilled Professional & = & semi-skilled
A managerial workers managerial workers managerial workers
England : L. 16 o ‘\}4 14 38 : 5
Fed. Rep. of Germany * 13 7 4 ‘8 49 - -7 1
Finland 9 .35 10 - M 20 15
. Hungary 15 43 20 36 38 18
Netherlands 26 12 .20 12 55 . 5
Sweden T 23 31 26 21 35 15
USA 24 18 31 16 k] 14

Source: L. C. Comber and John P. Keeves: Science Education in Nincteen Counlriiu. Stockholm and New York: Almqvist & Wiksell and

Wiley-Halsted Press, 1973.
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| countries. One should~{etice the low representationain Enéland.

and the Federal Republi¢ of Germany of students with working class
S Tt .

background at the pre-univetsity level. The QVerallvconclusion

S

AN
lack of 'selective examinations durlng the prlmary and- 1n1t1al secondary

from- the comparisTns is that the comprehensive system, by its openness,

school perlod and 1tsah1gh retentlon rate, 1s a more. effectlve

° [y

:strategy 1n taklngjcare of.,all the talent of a natlon. By castlng
a net as widely as possible an attempt is made. to "catch" an opt;mum
number of fish. A selective,system with early separation‘of students

who are rated to have academlc potential is destined to produce

2
&

good end products. But thls advantage is bought at the hlgh prlce
;of excludlng a s1zéable number of students from lower class homes
from further educatlon and of llmltlng the opportunities for the

great mass of students to get access to quallty education.

-

& ., -




by

i il

&

\

Ashllne, Nelson F. et-ai (

o . REFERENCES

3

2]

1976) Educatioﬁ; Inequality. and National _

PR

POllCI. Lexlngtan, M&SSG. Lexington Books. .

3 \
‘ <

Becker, H. et al. (1976)
Ernst Klett Verlag.

L

KN .
&

Die Bildungsreform - eine Bilanz. $tuttgart;i

-

Bestor, Arthur E (1953) Educatlonal Wasteland A Retreat from

Learnlngrln Qur Public Schuols.

Press.

¢ Bildungsbericht '70' (1970)

und Wissenschaft.

©
.

\ ) "
\ :

. o

. Bonn: Der Bundesminister fiir Bildung

-
S

’ 3

Bloom, B.S. (1976) Human Characteristics and School Learning.

McGraw—Hill.

&

«

+

<

Carroll, J.B. (1973) The Teaching of ¥French as & Foreign Language

in Eight Countries. International Studies in Eyaluation Series, V. -

Stockholm: Almgvist & Wiksell Internationail;

(Halsted Press.

a

Comber, L.C. & Keeves) J.P.

»

9 . 5
)

\
v

o(1973) Sc1ence Educatlon 1n Nineteen

Counttries: An Empirical Study. Stockholm.,Almqv1st & Wiksell

International; New York: Wiley (Halsted Press).

e

/

Cox, C.B. & Dyséh, A.E. (Eds. ) (1969) -

LOndon. The Critical

Cox, é.B. & Dyson, A.E. (Eds.) (1970)

4

Urbana: University of” IllanlS

and New Yorf: Wil?y

L3

3

New York:

3

Flg;t for Educat1on A Black Pqper.

Quarterly Society. o

3
3

‘Black Paper Two: The Crisis in

‘Education. London: The Critical'Quartérly Society.

€

Dahrendorf, R. (1965) Arbeiterkinder an deutschen Universitéten.

°

- ¥

Heft 302-303, in: Recht und Staat. Tiibingen: C.B. Mohr (Paul Siebeck).

a

Floud J.E. et al. (1956)

]

Deutscher‘Bildungsrat, Bildungskommission (1970): Strukturplen.

London. Helnemann

e

L

Social Class and Educational Opportunity.




LYY OFY

e .
Ry JPTRTBLAY

@ '1

Foshay, Arthur w. (Ed.) (1962) EducAtlonal Achlevements of Thirteen-

Year-0lds in Twelve Countries. \Hamburg Unesco Institute for
g

Education.

Hechinger, Fred M. (1976) "Public Education as the Great Equalizer".

Tn: Nelson F. Ashline et al. (1976), Education, Inequaelity and
National Policy. Lexington, Mass.: Leﬁington Books.

4 -

‘Husén, T. (1962) Problems of Differentiation in Swedish Compulsogx

Schooling. Stockholm: Svenska Bokforlaget - ScandlnaV1an Unlver51ty
Books.

Husén, T. (Ed.) (196T) Intefnational Study of Achievement in Mathematics:

/]
¢

A Comparlson of Twelve COuntrles. I-II _ Stockholm: Almgvist &

I Wlksell Internatlonal New York: John W1ley. o . ’

Husén, T. (1969) "School Structure and the Utilization of Talent".

In: Georgelz;F. Bereday (Ed.), Essays on World Education. p. 68-92.

.New York: Oxford University Press.

Husén, T. (1979) The School in Question. London: Oxford University
- ' ¥

Eness.
Karabel, -J. (1972) "Open Admissions: Toward Meritocracy or Democracy".

: Change,\S; 38-43.

OECD (1971) Reviews of National Policies for'EducatiOn: Japan. Paris:

- i

~ OECD. S o
Postlethwalte, T. Nev1lle (1967) School Organlzatlon and Student

Achlevement A Study Based on Achievement in Mathematlcs in Twelve'

Countries. Stockholm: Almgvist & Wiksell; New Yayk. John Wiley.
IS ) S .

Rickover, Hyman G. (1959) Education and Freedom. New York: Dutton.

-Sauvy, A. et al. (1973) Access to Education. The Hague: Martinus Nijhoff.

SOU (1948) - Betdnkande med fdrslag till riktlinjer for det svenska skol-—

vasendets utveckling, avgivet av 1946 &rs skolkommission. Stock- -

holm:,Government Printing Office (50U 1948:27]).

<
.




i

24

o R
R LTI IR

o

i e e —

-
w
PR -
-* B
£
.
°
:
S~
—
-~
T———
g -
.
-
<
¢
-~
.
a

.

_Sl...

ol

Teichler, U. (1976) Das Dilemma der modgrnen_Bildﬁngsgesellschaft.

\

Tyler, Ralph E. (1950) Bagic Principles of Curriculum and Instruction.

, Wolfe, Dael (1954) America's Resources of Specialized Talent.

3

Stuttgart: Klett.

Chiéago: University of Chicago Press.

MNew Yoyk: Harper & Brothers.

*
» -
“.
¢
k]
i A ’
j
¢
\ AN

}

1 J
\ | /

\\

' ; _—

‘\

©
CA
il
! 3
3
® S
§

N
<.




