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Foreword

Governments increasingly look abroad to compare th@iv schools are performing and to
seek inspiration from apparently successful edanateforms elsewhere. Next month's
national test results from the Programme for IrdBamal Student Assessment will be the
most eagerly anticipated yet by education miniséersss the globe. Driving up education
standards has become a universal concern.

As the Coalition Government prepares to publistiiss White Paper outlining its school

plans to Parliament later this month, this repoolvimles a timely opportunity to step back
and consider England’s education system in anniatemal context. Looking at how other
countries organise their schools can expose sontigedbng-held assumptions about qur
own schools. As in any country, there is a tendeiocyeducation debates to become
inward-looking - all too often ending in stalematel the continued status quo.

This is the third in a series of reports puttinggiand’s education system into
international perspective from the Centre for Ediooa and Employment Research.
‘England’s Education’ in 2004, and ‘Blair's Eduaati in 2007, focused primarily on th
relative performance of England’s schools in congoer with other industrialise
countries in the Organisation of Economic Co-operatand Development (OECD).
English schools were found to perform a little abosverage compared with oth
countries. However, there was no other advancedtoowhere the gap in performance
between the independent and state sectors wagjas la

In this latest report Professor Alan Smithers and Hamela Robinson compare the
structures and admissions policies in lower andeumgecondary education across the
diverse and varied school systems of 30 OECD cmstAs the report explains, at the
heart of every school system is a key question: iowhildren get to go to the schools that
they do? And, equally important, what type of ediocachoice is available for them?

So, what lessons for England emerge? First, Englamains an outlier in terms of ‘upper
secondary' education - tellingly a term alien tglish ears. This is a distinct phase in most
other countries in the OECD in which academic, tiocal, and work based pathways
clearly set out for pupils. In England, the repmrhcludes, the structure of education,
consequently school admissions, ‘have become cangnid confusing and would see
ripe for reform’.

In most countries, differentiation of children inddferent pathways occurs at some stage
of post primary education - whether based on tisali® of tests, recommendations py
teachers or preferences made by pupils. In Englaodiever, it could be argued that

differentiation effectively occurs by default ateaf4 when children choose which GCSEs
or equivalent qualifications to pursue.

The problem is that there is little genuine chofoe pupils and parents. The school
attended tends to determine the options availablg@revious report published by the
Sutton Trust for example found that able childrensichools serving disadvantaged
neighbourhoods were ten times more likely to takgagticular vocational qualificatio
than similarly able pupils in more advantaged sthoo




The point here is not that academic routes aressaciéy the better option for children, but
that their choice should be dictated by their oalerits and interests, not the school they
happen to be in. Moreover parents often complaan ttere is no real choice and diversjty
among local state schools - just 'good' or 'baais.

174

Professor Smithers and Dr Robinson propose a fastdation to bring England into line
with international practice: undertake GCSE exatmma at age 14 instead of age 16, and
offer pupils a set of distinct and credible edumadi routes thereafter. While the
Government may baulk at such a fundamental reftnm report also suggests that at the
very least a sharpening up the options availabéhildren is urgently required.

Another clear conclusion from the review is thataoaintry in the OECD has developed a
magic solution to address the contentious isseeldol admissions, and in particular how
to decide which pupils gain places when schoolscaer-subscribed. Indeed ‘parental
choice’ has become a mantra that has spread fragialthto other nations.

The authors argue that the national admissions aodengland has become unwield
Meanwhile, the Government's supply-side reforrmsoré good schools' - if successful w|
only partially address the issue as preferencesnaiter exactly match places available.
The Sutton Trust continues to support the use lidtisaalongside other selection criteria o
decide places in over-subscribed schools: quitplgirthis is the fairest way of deciding.

=<

The report suggests that one possible way forwsatd allow schools to develop their own
‘enrolment schemes' within a general national fraomk for admissions. Such a move
would be in line with the current policy directionEngland to give schools more freedom.
But an immediate concern for the Trust would be thstorically those schools in charge
of their own admissions have been the most socsallgctive. The issue is how to strike
the right balance of enabling school autonomy whenright checks and balances to ensure
that all children benefit from our schools not jtigtse from the most privileged homes.

| am extremely grateful to Professor Smithers andRBbinson for producing a stimulating
and thought-provoking report. It has been a reallehge to encapsulate the diverse and
varied school systems across the OECD so thatcéreype compared in a meaningful way.
| hope the lessons they take from this internatiqesspective will lead to a lively and
open-minded debate about the future of some ofrtbst crucial but often unquestioned
aspects of our school system.

Sir Peter Lampl
Chairman
The Sutton Trust




Executive Summary

This is the third in our series of reports for the Sutton Trust Hase the triennial
surveys of OECD’s Programme for International Studéssessment (PISA). In our
analysis of the 2006 data we focus on how childyetrto go to the schools that they do.
In our description of education systems we drawemsively on individual country
reports, particularly those of the European ComimmssNetwork on Education
(Eurydice).

In order to compare, as far as possible, like ikin we have adopted the distinction of
the International Standard Classification of SchBolication (ISCED)between lower
and upper secondary education. ‘Lower secondarthe first three years of secondary
education and ‘upper secondary’ the years of samgdhat follow. Although these
terms with their precise meanings are unfamiliarEimgland they are widely used
elsewhere.

Across the 30 countries of the OECD twelve methaiddeciding school admissions
were identified, ranging from free parental chdiegupils being assigned to particular
schools by some authority. 14 countries attempgit@ parents some measure of
choice. Where applications exceed places, resedenthe main tie-breaker, followed
by priorities expressed in a national admissiorecaahd religion.

Upper secondary education differs from lower seaopéducation in being voluntary in
19 of the 30 OECD countries. In ten of those coestover 90 per cent of the age
group opted to stay in education to take the ceupseoffer without a requirement to do
so. In 26 of the countries upper secondary edmtatonsists of a clear array of
pathways spanning pre-university, technical tranamd preparation for employment.
In the United States, Canada and New Zealand tmmitsal and work-related pathways
open up post-school. England with its untidy mmnd dl-defined pathways, particularly
with regard to technicians, is a conspicuous exaept

Entry to lower secondary education is determinedabiity in nine countries. In
addition, 11 countries selected on entry to uppmosdary education. The others
differentiated by orientation years, lower secogdaaving certificates or steering by
teachers.

Contrary to the OECD'’s long standing claim that 1setective systems do better, there
were indications in PISA 2006 and the 2007 Tremditernational Mathematics and
Science Study (TIMSS) that countries with selectdrication systems, if anything,
score higher in science.

Alongside mainstream education, 15% of pupils acrbee OECD attended private
schools. They performed better than pupils in gowent-run schools. The OECD

! England’s Educatiorf2004) was an analysis of PISA 2000 &idir's Education(2007) an analysis of
PISA 2003.

2 OECD Handbook for Internationally Comparative Edtioa Statistics: Concepts, Standards,
Definitions and Classification$aris: OECD (2004).



claims that the difference is due to differencesagio-economic status (SES)SES,
however, correlates so closely with ability thatmeasure one is to measure the other.
An alternative interpretation of the PISA resulighat the ability differences in school
intakes have been removed along with socio-econéantors.

Countries beside England have been promoting adgiiyef secondary schools. In the

United States charter schools admit by random ailoe. In Sweden the schools set up
by for-profit providers are assumed to expand wigmand so they can admit on first-
come-first-served. In the United States, Japame&@nd Turkey there are specialist
science schools, which unlike those in England, iadm talent for the subject. The

state of Victoria in Australia is opening new graarmchools to enable the government-
run system to compete with the independent sector.

There are lessons for the Government in the dataotmadmissions and the structure of
education.

On admissions, the government should ask itself hamants pupils to be distributed
across the system.

* Ifitis happy for pupils to divide on social lin@s now then it could take much
of the pain out of school admissions by ensurinigddm get a place at their
local school.

e If it wants school intakes to become more like eaitter, it should back random
allocation among applicants.

* If it wants children to be grouped on educationa&ritn it should allow more
academic selection.

But it would not be necessary for the Governmerttdit@rmine entry criteria centrally if
it allowed schools to set their own enrolment pebc It could follow the example of
New Zealand where admission arrangement are imahes of the schools (subject to
public agreement), or it could go the whole hog atldw state schools the same
freedoms as independent schools. Where there atas dlemand the schools might
include some element of academic selection, butlwald be a local not a central
decision.

Individual enrolment schemes would seem entirelysgient with the Government’s
stated policy of more autonomy for schools.

On structure, the lessons from the OECD would apfe®e that in upper secondary
education:

» there needs to be a comprehensive array of eguoiv@athways leading to
university, to technician training and to employiten

3 PISA 2006 Science Competences for Tomorrow’s Wédtlime 1 — Analysig 231, ‘the performance
of private schools does not tend to be superioe aocio-economic factors have been accounted for'.
Paris: OECD (2007).



* the pathways will be of intrinsically different Igiihs so it is counterproductive
to squeeze them into the strait jacket of a comlmawing age;

* that entry to those pathways requires objectivermation from a national
examination;

» there needs to be a clear institutional frameworkte pathways with a case for
reintegrating sixth form colleges into the schaastor.

If the Government wished it could make educationl®4a reality by moving and
adapting GCSE to become the national examinatioi4eyear-olds. This would then
become the natural starting point for an arraywedras taking young people in different
directions. If these were sufficiently attractiyeung people would want to stay on for
as long as it took to gain a qualification and ¢harould be no need for the sticks
necessary to impose compulsory staying on.

Recognising ‘Education 14-18’ as a distinct phasehich differentiation was the norm
would go some way to moving on from the sterileateb about academic selection.
There would be an opportunity to make sense ofsgiexialist schools programme by
allowing some to become genuinely specialist bga@lg on talent for the subject, as is
the case in the United States, Korea, Japan ariekyur

An alternative scenario would be to agree a momapdete qualification array for
education 16-18 by creating technician and worktesl qualifications that genuinely
opened doors. But that would still leave lowerssetary education over-long and upper
secondary education short by OECD standards amibttong to clarify education 14-
16.

The Government has already committed itself tangighe participation to age 18, but
it should re-think. Allowing free choice of cousses an important means of ensuring
the quality of what is on offer.

“ ‘Education 14-19' is the expression that has caoghbut in this report we go with ‘education 1&-fo
contrast it with the two years 16-18.



1.1

1.2.

1.3.

1.4

1. School Admissions

How do children get to go to the schools that tdeyy This question would be
irrelevant if all schools were the same but they mot. There are different types of
schools. Even if nominally the same some schoay tre better than others. If
education means anything at all the school attendiéchave a major influence on a
person’s life. How school places are offered hasolme a very sensitive issue in
England. But how do other countries manage? ifnréport we examine how who gets
the school places is decided in the 30 countrieth@fOrganisation of Economic Co-
operation and Development (OECD) which brings thgetmany of the leading
industrial nations of the world. There is also ftrér question of what places are
available. How are the school systems organisddaanvhat points do decisions have
to be taken about the awarding of places. Thisrtefherefore, focuses on the structure
of education systems within the countries of theCDEand the admissions processes
that are adopted when pupils move from one stageetaoext.

School admissions have come to the fore in Engénduccessive governments have
pursued policies of creating diversity and enabfmagents to choose a school for their
children. Inevitably, the choices have not alwaysresponded with the places

available so that parental choice in practice hasoime being able to express a
preference. When more parents have wanted thiggireh to go to a school than there

is room for, how are the places offered? Thisbbeme very emotion-laden and some
parents, especially in the cities, have found ihightmare getting their sons and

daughters into a good school.

Hovering in the background has been the questiomhefther schools should admit on
educational merit. Academic selection was thesbasithe major re-organisation of
education brought about by the Butler Education@&@944. A test at age 11 was used
to decide whether children would go to grammarhmézal or secondary modern
schools. It enabled children from low income baokgds to receive a high quality
education and it narrowed the gap between indeperated state education, but the
children who did not pass the 11+ got a very raal.dédhe Wilson Labour Government
aspired to create grammar schools for all by bniggiogether the different types of
school into neighbourhood comprehensiveslt, however, requested rather than
required the local authorities to re-organise. 8ahd not do so and within them the
grammar schools survived. Currently, 164 of tH#93,maintained secondary schools
are grammars. Some schools which are officiallpgehensives, like Watford Boys
and Girls Grammar Schools, retained the right tmiagart of their intakes on ability.
In 2009, there were 44 schools which were partsdhgctive.

The Blair Government’s main approach to creatingdiity was to greatly extend and
expand the technology schools initiative of the ddafsovernment to become a
specialist schools programme. Schools were gixéna éunds to specialise in one of a
range of subjects. Science and maths schools,@otbers, came into being alongside
the technology schools introduced under Majormbany ways it was a good idea. Not
enough young people were studying the sciences maaiths to a high level and

specialist schools could have given the subjectsabboost. But, curiously, although

® Smithers, A. and Robinson, P. (199B&yond Compulsory Schoolingondon: Council for Industry
and Higher Education, Chapter 5.
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bearing subject labels they were not allowed teciebn ability in the subject.
Selection at 11 was an absolute anathema to theutgiarty. Tony Blair was only
rescued from losing a vote at the Labour Party @amice in 1995 by a powerful speech
from David Blunkett, the Secretary of State, whads&Read my lips: no selection,
either by examination or interview, under a Labgavernment.” This was thought to
be a pledge to get rid of the remaining grammaoasish but Blunkett later admitted that
he had misspoke and he should have saidfurber selection”. The grammar schools
were safe, therefore, but it did confuse the conokppecialist schools.

The various policy decisions and political comprsesi have left England’s education
system lacking a coherent shape. There are sg¢a@ahools, city technology colleges,
academies and trust schools; there are schoolsyrtime churches and other faiths, and
secular schools; there are grammar schools anchdago moderns left over from
another era; there are single-sex and coeducatschabls, secondary education can be
provided in schools which begin at age 11 or 13 emdtinue to age 16 or 18, or in
sixth form and tertiary colleges (now part of afetiént sector) which can cater for 14-
year-olds upwards.

The schools differ considerably in popularity. @&wfadmit on educational merit, but
most on parental choice. To enable them to makesidas between competing claims
for places an admissions code was introduced ir8.199 was at first voluntary but
since September 2008 has been mandatory. The smideut the criteria deemed
acceptable, for example, sibling links, distanaarrschool, ease of access by public
transport, religious affiliation, and medical orce&d grounds. Priority was given to
‘looked after’ children (that is, those in care) #03. The first code has been
continually revised to plug gaps and the lateseaedB9 pages long and consists mainly
of prohibitions.

The structure of education has become complex amfusing. School admissions
procedures would seem ripe for reform. But pahiis have been treading very warily.
This is partly because they are inclined to duekupheaval a structural reform would
involve. But it is mainly because they fear upsgttoo many of the swing voters on
whom the outcome of elections depend. Some patemie become very adept at
manipulating the present arrangements and wouldaketkindly to losing that control.
Nevertheless getting your child into a good schuemd become a major undertaking.
There is also mounting evidericiat academic selection has been replaced bylsocia
selection, which many would think to be unfair.

Some future UK government, possibly the present orey find itself having to make
changes and to help them we have posed the queat®mithere lessons to be learned
from the other countries of the OECD? What isdtracture of their education system
and how do children get to go to the schools they do? What sort of differentiation
is there, at what age(s) does it occur, how iscitomplished, and what are the
outcomes? Our focus is mainstream government-tlretkication, but we take in

® Some schools, including those specialising intspperforming arts and modern languages are atlowe
to select up to 10 per cent of their intakes orsfiecious grounds that these require aptitudeseake
science and maths depend on abilities.

" Smithers, A. and Robinson, P. (2010prlds Apart: Social Variation Among Schadlsndon: Sutton
Trust.
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1.11.

1.12.

1.13.

variants where they illustrate important differesic&Ve also consider private education
because it is an important aspect of parental ehoic

In Chapter 2, we look to see if there is a cohebasis for comparing the education
systems of OECD countries in terms of ages andestagnd adopt the ISCED
distinction between ‘lower secondary educationg tinst three years after primary, and
‘upper secondary education’, the years of schodlaq follow. We describe the age at
which pupils go to different types of schools. Also consider whether education is
voluntary or compulsory, and how this relates tdipigation.

In the next two chapters we examine lower seconedugation in detail, its structure in
Chapter 3 and the admissions processes in Chaptéiower secondary education is
compulsory in all OECD countries except perhapké@umwhere there is a leaving age
of 14 and the whole of compulsory education is réga as elementary. We consider
the types of lower secondary education and attémptrive at a summarizing pattern.
This is tested against the schools’ own perceptidnhapter 4 we describe the main
approaches to school admissions including acadseléction, allocation by authority
and the various forms of parental choice rangingifopen access to choice limited by
school type, assignment or geography. We go aeuiew the various approaches to
resolving the competition for places, which inclugsidence, admissions codes and
enrolment schemes, religious affiliation, randotoadtion, and first-come-first-served.

Chapter 5 focuses on upper secondary educatiors nibted that the choice/selection
process at this stage is completely different fribiat in lower secondary education
because in 19 of the 30 countries participatiovoisintary. Applicants, therefore, have
the option of not being involved at all. All theEGD countries, with the possible
exception of the United States and Canada, opeedeztion in the transition from

lower to upper secondary though it is not alwaygarded as such. We describe
patterns in the entry processes and how they redgpeior attainment. Most countries
of the OECD have a clearly defined stage of edanatalled upper secondary within
which there are a number of pathways taking pupilslifferent directions. These

structures are analysed and contrasted with Engldrete, in international statistics,

sometimes upper secondary education appears aatietut4 to 18 and sometimes as
education 16 to 18.

Not all differentiation occurs between schools. Chapter 6 we examine the data on
ability grouping within schools including pupilsibg asked to repeat a whole year —
which although uncommon in England is frequentlg tiwvay in other countries.
Diversity of schools, perhaps encouraged to pronpatental choice, is a feature of
other countries beside England. In Chapter 7 wesider how they conduct their
admissions. In particular, we look at private siteon England, charter schools in the
United States and ‘free schools’ in Sweden. Wetresh the approach to specialist
schools in a number of countries with that in Endla We also note that Australia is
opening new grammar schools.

Describing the structures and admission processedl very well, but what are the
impacts and outcomes? In Chapter 8 we piece tegétle evidence on what bearing
selection in lower secondary education has on pedoce. We also consider the social

8 International Standard Classification of Schooli€tion. OECD Handbook for Internationally
Comparative Education Statistics: Concepts, Stadglabefinitions and Classification® ECD 2004.



1.14.

1.15.

outcomes. Parental choice is increasingly beitigduced in the belief that pressure
from parents will lever up performance. In Cha@ewe also ask: is this belief being
borne out by the results?

In the final chapter, Chapter 9, we review the @tioa structures across the OECD and
the admissions arrangements for lower and secoreghrgation in an attempt to draw
out the policy implication for England. We listlatst twelve ways in which decisions
are taken about admissions. But we argue thabuantry has come up with a complete
solution to resolving competing claims for placéd/e suggest that the Government
needs to ask itself what sort of distribution ofppsl it would like to see since the
different approaches to admissions can lead toameucial distribution, more uniform
intakes, or grouping on educational merit. Oratld free schools to set their own
admissions criteria, content to allow the shapghefmational system to emerge.

We also compare the structure and admissions @mesdsr upper secondary education.
England stands out as lacking the clear structodeaaray of pathways of nearly all the
other countries. The pointer we take from thighe Government needs to decide
whether it wants to make ‘education 1418’ reality or stay with the present 16-18
which is short by OECD standards. If upper seconigato begin at 14, the lesson from
the OECD is that there needs to be a national sissed at that age to enable decisions
about what pathway to follow. The different patga/@re not necessarily of the same
length so the Government needs to re-consideraising of the leaving age to 8
We conclude by setting out the options for Govemtnehallenging it to say how it
wants children to be distributed across secondaurgagion.

° ‘Education 14-19’ is the expression that is fratlyeused but we prefer ‘education 14-18’ whichersf
to the final four years at school, in contrasttie two of ‘education 16-18'.

1% The indications are that the Coalition Governnweititpress ahead with plans to raise the leaving ag
to 18 (see Cook, C ‘Gove set to rule out penaltypfust-16 truantsFinancial Times8 November 2010).
But it is not too late to re-consider.



2. Ages and Stages

2.1. The shape of education differs considerably actbhes30 OECD countriés Some,

2.2.

like Sweden and Norway, have single structure dehfoom the age of entry to the end
of compulsory education. In others, like France dapan, there are stand-alone middle
schools. Elsewhere, as in Belgium and Portugalca&tibn is organised as a sequence
of cycles. More often the main distinction is beém primary and secondary.
Secondary education itself is frequently dividetbitower and upper stages, with the
latter not always compulsory. Lower secondary atlan can be selective, as in
Germany and the Netherlands, or non-selective,na8ustralia and Canada. The
requirement to attend school can last from 8 yearsn Turkey to 13 years as in the
Netherlands. Compulsory starting ages range froan in Luxembourg to seven in
Finland, Sweden and parts of Switzerland.

Chart 2.1: International Standard Classification of School Education (ISCED)
ISCED Level Description Criteria

Initial stage of organised
education, intended primarily to
introduce young children to a
school-type environment.

Centre or school-based with
trained staff for children of at least
age 3.

0. Pre-Primary

Nationally designated primary

institutions or programmes
gproviding systematic studies

characteristic of primary educatio

Normally designed to give childre
1. Primary a sound basic education in readin
writing and maths.

>

>

Where starting point does not
Continues basic programme but | correspond to a transfer between

2. Lower Secondary teaching is typically more subjectt schools or programmes then lower

oriented, with more specialist secondary is deemed to commenge
teachers. after six years of primary
education.
Organised on subject-matter lines,
with more highly qualified Where there is no system break
teachers. Can last from from 2 tq Hetween lower and upper
3. Upper Secondary years. Subdivided into A secondary only the first 3years

(academic), B (preparation for following primary is counted as
vocational/ technical), and C (aimslower secondary.

for labour market or ISCED 4).

Source:OECD (2004)Handbook for Internationally Comparative EducatiBtatistics adapted fronTable 5.1, page 88.

Four Steps

In order to make meaningful comparisons we nee@dmadwork that enables us, as far
as possible, to compare like with like. Fortungtéhe OECD has been able to win
acceptance for a classificatfénwhich captures the essence of the different nation
systems. Chart 2.1 sets out the first four stéghis ladder covering pre-schools and
schools. (There are three more levels referrisgrglly to further, undergraduate and
postgraduate education.) In most cases, thesaasthrstages correspond to the

1 As the OECD was in 2006 which, as we write, islétest year for which PISA comparative
Performance statistics have been published.

2 OECD Handbook for Internationally Comparative Edtiea Statistics: Concepts, Standards,
Definitions and Classification®OECD 2004.



transitions between institutions or programmes.t \Boen they do not the boundaries
are set by OECD definitions.

2.3. We focus in this report on ISCED Levels 2 and $idoand upper secondary education.
We leave aside Levels 0 and 1, since selectionbidityadoes not usually come into
play at those stages. We also leave aside spediadational needs since these are
usually a matter of specialist diagnosis. Educat® often organised within regions
rather than nationally. In Australia, Germany, dhd United States it is within the
states, in Belgium, the communities, in Canadaptioginces, and in Switzerland, the
cantons. In order not to get lost in detail, wheossible, we attempt general country
descriptions based on the mainstream pattern.e3ime report is written for an English
audience we use familiar terms like ‘pupil’ and ddéeacher’ rather than OECD’s
‘student’ and ‘principal’, even if these are usedhe countries themselves.

Age Selection Starts

2.4. Although countries’ education systems differ in mavays, it is possible to make a
broad division between those where there is eadylemic selection and those where
differentiation comes later. Chart 2.2 lists tlo@mtries grouped in this way. In nine of
the 30 OECD countries there are different typescbibol in lower secondary education
so admissions decisions have to be taken at 1@ tgedrs of age. In 12 countries,
including England, differentiation is delayed tgoep secondary education. The start of
upper secondary education often coincides with ¢hd of compulsory education
though not invariably so. In nine other countriesflecting the shapes of their
educational systems, differentiation occurs atgmia-between.

Chart 2.2: Selection Start$

Age 10-12 Age 13-15 Age 16
Austria Belgium England
Czech Republic France Australia
Germany Greece Canada
Hungary Ireland Denmark
Luxembourg Italy Finland
Mexico Japan Iceland
Netherlands Korea New Zealand
Slovak Republic Portugal Norway
Switzerland Turkey Poland
Spain
Sweden
USA

1. Some may be surprised at this listing, but ibased on the intended
mainstream pattern of education. England, of eguisas variants,
including some early selection, as do other coestri

Source Adapted from PISA 2006, volume 2, Table 5.2, pag2.

2.5. England is hard to classify in terms of the OECBgset and the expressions ‘lower
secondary’ and ‘upper secondary’ are not commosédu It has ostensibly a system of
similar schools through to age 16. Differentiatibatween institutions thus begins
officially in upper secondary education. But thexdoth selection by ability and social
selection in lower secondary education. Seledbgrability governs entry to the 164
grammar schools and plays a part in admissionsttocofprehensive schools which
have retained or gained the right to select parthefr intake. There are also big
differences in the social composition of the corhpresive schools associated with



2.6.

2.7.

2.8.

2.9.

competition for places. For parents, getting tlotitdren into a good school at age 11
has become one of life’'s punctuation points.

An important difference between early and late d&la needs to be flagged up at the
outset. Lower secondary education is compulsorthece has to be some means by
which all can be accommodated. Any child out-efssin a particular school has to be
found a place elsewhere. Upper secondary educaimvever, often begins at the point
when compulsory education ends, so there is theroplf not being involved at all.
Education at this stage thus becomes more an afragportunities than a prescribed
requirement. If a particular programme or institntdoes not suit, then the pupil can
walk away. We will look in detail at lower secomg@&ducation in Chapters 3 and 4,
and upper secondary education in Chapter 5, bemrimgnd this crucial difference.

Not all differentiation occurs between schools. thiWi schools, pupils can be put into
different streams or grouped by ability into setsgarticular subjects. Some countries
assess children every year, or at the end of ednehiphases or cycles, and pupils not
up to the mark can be asked to repeat a year.pamSPortugal and Belgium, among
others, progression by achievement is the nornseviddere, as in England, progression
is by age, with hardly any kept back. When thithis case, separation within schools
into streams or sets is more likely. We will foaus repetition and ability grouping
within schools in Chapter 6.

Participation

All OECD countries oblige young people by law to iheeducation for some part of
their lives, whether they want to be or not. Cl2aBt shows that compulsory education,
according to country or region, begins at age 4,tand ends, between 14 and 18. In
only three countries (Canada, Hungary and the Meias) is it compulsory full-time
to age 18 and in a further three part-time (Belgi®@ermany and Poland). In most
countries compulsory education lasts nine or tearsyebut increasingly this is being
raised to 13 years. Turkey is something of an@utéquiring just eight.

Chart 2.3 brings out the important difference befmverhat is required and what people
choose to do. It shows that in 24 countries (6% no data for Canada), 90 per cent
or more of the age group are to be found in edocdtr more years than they have to
be. The minimal requirement is exceeded for twaso@s. The first has been the
growth of pre-school education so that in 21 caestrincluding England, nearly all
children are in education before the obligatorytstg age. In seven countries, it is as
young as three, even when the required age isrsir the case of Sweden, seven. lItis
only Turkey where not all children are in schooltbg specified starting age. Secondly,
in 12 countries (not including England) the majoof young people continue in upper
secondary education beyond the minimum school megvage working towards
qualifications. In nine countries, pupils bothrstarlier and complete later. There can
be a substantial difference between the lengtmemfired education and the years spent
in education. In Sweden children attend for 1ayeehereas only nine are obligatory,
in Japan, it is 14 against nine, and in Irelandather than 10.



Chart 2.3: Overview of Participation

Country Compulsory Educatiom  90% Participation?
Age Range Years Ages Years
England 5-16 11 4-16 13
Australia 5/6-15/16 9/10 5-16 12
Austria 6-15 9 5-16 12
Belgium 6-15 (18) 9 3-17 15
Canada 6/7-16/18 9/10 (12) - -
Czech Republic 6-15 9 5-17 13
Denmark 6-16 10 3-16 13
Finland 7-16 9 6-18 13
France 6-16 10 3-17 15
Germany 6-15/16 (18) 9/10 (12) 4-17 14
Greece 6-15 9 6-15 10
Hungary 5-18 13 4-17 14
Iceland 6-16 10 3-16 14
Ireland 6-16 10 5-18 14
Italy 6-15 10 3-15 13
Japan 6-15 9 4-17 14
Korea 6-14 9 6-17 12
Luxembourg 4-15 11 4-15 12
Mexico 6-15 9 5-14 10
Netherlands 5-18 13 4-17 14
New Zealand 6-16 10 4-15 12
Norway 6-16 10 4-17 14
Poland 6-16 (18) 10 (12) 6-18 13
Portugal 6-14 9 5-16 12
Slovak Republic 6-16 10 6-17 12
Spain 6-16 10 3-16 14
Sweden 7-16 9 3-18 16
Switzerland 6/7-15/16 9 5-16 12
Turkey 6-14 8 7-12 6
USA 6-16 11 6-17 11

1. Different regions may operate different systesnsstarting and leaving ages may vary
within a country. Age in brackets in data colunsignifies at least part-time education
compulsory to this age. The period of compulsatyoation is obtained by subtracting the
age of entry from the age of completion ie countimg spaces between telegraph poles.

2. Ages at which 90% of the population is enrolther full-time or part-time in public and
private institutions. The total number of yearsnausive so in a line of telegraph poles it is
counting the poles.

Sources EURYDICE, National Summary Sheets on Educatiorst@ys in Europe;
International Review of Curriculum and Assessmeanieworks Internet Archive (September
2009). INCA Comparative Tables. London: QCDA; OECID09). Education at a Glance
Table C1.1, page 301.



2.10.

2.11.

Continuing Reform

Countries’ education systems are continually bemefprmed. Parental choice,

autonomy and accountability are discussed in tleeeasingly frequent international

forums, and policies are passed from one countantiher. What may have been two
very different national systems a decade or soaydd have been converging to a
considerable extent. We are, therefore, havirfgeteze-frame a moving target. In this
report it is the year 2009 that we try to holdocus.

Résumé

The shape of educational systems varies consigeaabdss the 30 OECD countries. In
nine of these countries there is academic selediothe start of lower secondary
education; in 12 it occurs at the start of uppeosdary education; and in the other nine
it falls in between. Entry to upper secondary edioo often coincides with the end of
compulsory education so pupils have the choice of being involved at all.
Compulsory education, depending on country or regsbarts somewhere between the
ages of 4 and 7 and ends between the ages of 14&ndn only three countries
(Canada, Hungary and the Netherlands) is it conopul&ill-time to age 18 and in a
further three at least part-time (Belgium, Germang Poland). In 24 countries pupils
go to school for longer than they are obliged no21 they begin earlier and in 12 they
continue for longer (in nine countries it is both).



3.1.

3.2.

3.3.

3. The Structure of Lower Secondary Education

The OECD defines lower secondary education (seet@li page 5) as the first three
years of secondary education following six yearpmmary education. In content it
continues basic education, becoming more subjectiskd with more specialised
teachers. Itis not always a discrete phase inaohn.

Types of Lower Secondary Education

We have identified five main ways in which lowercsedary education as defined by
the OECD is provided. Chart 3.1 shows the coumninghese categories.

| Non-Selective Secondary Schools - lower secondary education merges
seamlessly with upper secondary.

Il Selective Secondary Schools - selective lower secondary education
merges seamlessly with upper secondary.

lll. Cycles - education is organised into sequenced stagespomore of
which can be identified as lower secondary;

IV. Stand Alone - lower secondary education is stand alone, either
separate schools or with a distinct qualification;

V Single Structure - lower secondary comprises the final years ofcbas
education in all-through schools which run from thtart of formal
education to the completion of compulsory education

Chart 3.1: Types of Lower Secondary Educatioh

I. Non Selectivg Il. Selective .
Secondary Secondary 1. Cycles IV. Stand Alone V. Single
Schools Schools Structure
England Austria Belgium France Denmark
Australia Czech Republic Italy Greece Finland
Canada German Portugal Ireland Iceland
New Zealand Hungar)?y Spain Japan Norway
Luxembourg Korea Sweden
Mexico Poland Turkey
Netherlands USA
Slovakig
Switzerland

1. Based on intended mainstream pattern. Englasdsbme selective secondary schools and also msgdtileols.
Australia has grammar schools. Some provincesana@a have stand alone schools, and not all o$tttes in the
USA do.

2. Selective in the sense than pupils can sitf@amgnar entrance, or otherwise continue in singlecgire schools.
Source EURYDICE individual country reports plus ministebsites.

This sequence is run from left to right above arwinftop to bottom in tables which

follow throughout the report to give prominenceBogland as the point of reference.
First come the countries where the majority of s€eoy schools are intended to be
similar. The schools, however, are not the sandepapular schools receive many more
applications than they have places. There hasgftire, to be some kind of selection to
decide who gets in. What distinguishes | fromslithat in ‘non-selective’ systems

selection is intended to be by means other thdityabi
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3.4.

3.5.

3.6.

3.7.

3.8.

Column Il lists nine OECD countries where selectipnability for different types of
schools is mainstream. Five have entrance exants,f@ur award places on prior
attainment. Decisions are taken at a young agethase are not irrevocable. The
different types of schooling can begin with a comnfiost year with opportunities to
move, and there are bridges later. Educationenfdlr countries put in column il is
organised as sequenced stages. Progression freio dime next depends on successful
completion of the preceding cycle. Those not mgitire grade can be asked to repeat a
year. In the later cycles there can be differaathways within the same school. In
Belgium, for example, in the second cycle of seemp@ducation there are four routes -
general, technical, artistic and vocational.

The seven countries of column IV have stand alomet secondary schools which are
variously called ‘middle’, ‘intermediate’ or ‘junichigh schools’. Progression to upper
secondary is usually by certificate or examinatiddorea and Japan are particularly
interesting in this respect. In both countriesnenbd the senor high schools is by
competitive assessment and examination. Compeigifierce because particular high
schools are closely linked with the top universitiélhis can wash back into the middle
schools. Korea, in an attempt to minimise the iohpaf parents crowding into
particular schools, assigns pupils to middle schagl random allocation within zones.
Japan used to assign pupils to the nearest juigbr $thool, but in some parts of the
country some limited parental choice is now allowe@oing to a good senior high
school is hugely important in Japan and many puwpissent to crammers - ‘Juku’ - to
study after regular school. This can lead to tedlour days before homework. It is
possible to leave formal schooling after juniorthgghool, but over 90 per cent go on to
high school even though it means paying (see Gharipage 8).

Column V is essentially the Scandinavian patterallethough schools running from the
start of formal education to the completion of caspry education. Turkey is
included because it too has all-through schoolsthmse are primary schools for the age
range 6-14. In the Nordic countries formal eduratiegins at the relatively late age of
six or seven so in terms of OECD stages lower smgneducation is the final three
years in all-through schools — from age 13 to agje The schools are non-selective and
progression is by age. As with other comprehensiystems there can be some
selective schools. In Finland, for example, thare selective music and language
schools. Sweden is notable for encouraging pdrehtace by opening up the school
system to for-profit providers.

The classification of structures in Chart 3.1 cepands to the groupings by age at
which selection starts shown in Chart 2.2 (page @hen lower secondary education
takes place in non-selective secondary schoolsr (B all-though schools (V) selection

is deferred to the start of upper secondary schgplwhere it is part of selective

secondary education (ll) selection is early; aneénght is stand-alone (IV) or part of a
sequence of cycles (lll) it generally comes in-lew.  The fit is not exact but very
close.

Quibbles

There is much that can be quibbled with, in oussifecation of educational systems.
The Czech Republic, Hungary and Slovakia are alasseselective systems although
most pupils go to single structure schools. But $sigstems do include competitive
examinations from a young age for what we in Engjlaould call grammar schools. In
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Ireland most pupils continue in the same schoelr dftwer secondary education (81 per
cent in 2007) and the secondary schools diffeye.tso it could go with the selective
secondary systems. But we have put it with thediidchools since there is an
externally set and marked junior certificate whaompletes lower secondary education.
Entry to the different types of school also is Wyice rather than selection. The
systems based on a sequence of cycles could bepamated into the primary and

secondary distinction, but in Belgium this wouldluee lower secondary education to
two years.

3.9. Lower secondary is less meaningful as a categognwthmerges seamlessly into upper
secondary education. If the OECD definition wetreegy applied to England it would
cover the 11-14 age range. But the more natuealkbis at age 16 when GCSE is taken.
This, however, reduces upper secondary educatioontp two years. A further
complication is that in number of countries, inchgl Australia, Belgium, Canada,
Germany, Switzerland and the United States eductasiomrganised not nationally but
within regions, and the regional systems diffen order to make our descriptions
manageable we have attempt to compress theseetifies — we hope without too much
distortion — into a single narrative.

Patterns in Lower Secondary

3.10.In spite of the reservations the classificationmgortant in enabling us to detect any
patterns. Chart 3.2 sets out the numerical difiege between Groups | to V. The
major distinction is between those countries whibiere is selection by ability for
different types of lower secondary education (Grdpand those which are non-
selective at this stage (the rest). In the selearoup there are different school types
which children go to on the basis of an entry exetion or prior attainment.

3.11.0nly Ireland outside the selective grouping hadediht school types - including
vocational schools run by vocational education caees - but there are no entry
examinations and it is left to parents to applytlesy think appropriate. Countries
classed among those with selective systems arthaainly ones in which performance
in primary education plays a part in school entin Belgium, Greece and Poland
progression from primary requires a certificatd, itgipurpose is not to differentiate, but
to attest to readiness for secondary educationpil?oot reaching the standard may
have to repeat a year as indeed they could be askeld at other stages of their
education. Differentiation, therefore, does notehto be between schools; it can take
place within schools by repeating years or grouggcability. We will explore this
further in Chapter 7.

3.12.0ther columns in Chart 3.2 bring out the lengthogfer secondary education, whether
there is a completion qualification and at what ages taken. Outside of the
Scandinavian countries and those with stand-alat®ds, the length only rarely
corresponds to the three years deemed by the OEG®npletion of lower secondary
often coincides with the end of compulsory educatend it is generally marked by the
award of a qualification. The Scandinavian pattervery neat with all-through schools
to age 16 when certificates are awarded which ater opportunities in optional upper
secondary education. As we saw in Chart 2.3 (j8dgbe great majority of pupils do
decide to stay on.

12



Chart 3.2: Lower Secondary Education

Ability Age Progression End
Group Country Age Range School Selectltznn f_rom Award
Types Starts Primary
England 11-16 1 16 Age Yes
Australia 12/13-15/16 1 16 Age No
! Canada 12-15 1 15 Age No
New Zealan 11-16 1 16 Age No
Austria 10-14 2 10 Exam No
Czech Republic 11-15 3 11 Exam No
Germany 10-16 4 10 Acad Record Yes
Hungary 10-14 2 10 Exam No
Il Luxembourg 12-15 2 12 Acad Record Yes
Mexico 12-14 2 12 Exam No
Netherland 12-15 3 12 Acad Record No
Slovakia 11-15 3 11 Exam No
Switzerland 10/12-15/16 3 10/12  Acad Record No
Belgium 12-14 £ 14 Certificate No
I Italy 11-14 1 14 Acad Record Yes
Portugal 12-15 1 15 Acad Record Yes
Spain 12-16 1 16 Acad Record Yes
France 11-15 1 15 Age Yes
Greece 11.5-14.5 1 15 Certificate Yes
Ireland 12-15 4 16 Age Yes
IV Japan 12-15 1 15 Age No
Korea 12-15 1 14 Lottery No
Poland 13-16 1 16 Certificate Yes
USA 12/13-15 1 16 Age No
Denmark 13-16 1 16 Age Yes
Finland 13-16 1 16 Age Yes
Vv Iceland 13-16 1 16 Age Yes
Norway 13-16 1 16 Age Yes
Sweden 13-16 1 16 Age Yes
Turkey 12-14 1 14 Age Yes

1. Stage does not necessarily correspond to tram&ietween institutions.

2. A number of countries, besides England, havemallshumber of selective schools in lower secondary

education, including Australia and Finland (mutanguages).
3. A and B strands within schools.

4. Common curriculum across types, including vassl schools run by the vocational education cdsngiith

admission by parental preference.

Sources EURYDICE, National Summary Sheets on Educatiost&ys in Europe; International Review of
Curriculum and Assessment Frameworks Internet Aecfbeptember 2009NCA Comparative Tablesondon:

QCDA; OECD (2009)Education at a Glancelable C1.1, page 301.

3.13.Stand alone lower secondary schools, too, gendnalg completion qualifications. In
Japan and Korea, where again the great majoripupils continue on to high schools,
there is intensive competition for entry settledpoipr attainment and examination. In
the United States some specialist high schools leae by examination, but most
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pupils carry forward a transcript of performancel aitendance. Where education
consists of cycles the completion of lower secopdamay lead to an award. In

secondary schools lower secondary education isclessly demarcated and whether or
not there is a qualification depends on how itefireed. In England if it is treated as

11-16 then there are GCSEs, but after three ybaare is no longer even a key stage
test.

Schools’ Perspectives

3.14.The distinction we made between academic seleeinohother methods of selection in
Chart 2.1 (page 5) is borne out by headteachesgrgions of how pupils are admitted
to their schools. In PISA 2006, representativegamof about 300 headteachers with
15-year-olds taking part in the tests were askeavhbat extent they considered the
following when admitting pupils: residence; academecords (including placement
tests); recommendations from feeder schools; psirentlorsement of the instructional
or religious philosophy of the school; pupils’ neeat desires for a specific programme;
and the past or present attendance of other famdéynbers at the school. Their
responses are set out in Chart 3.3.

3.15.In order to bring out the patterning of responses highlight those which were 0.5
standard deviation or more above the OECD aver#tigeeeds to be borne in mind that
the 15-year-olds will have been admitted to theosththat they were in at different
ages according to the structure of the particullarcational system. In the all-through
schools of Scandinavia they will have been admittedge 6 or 7; in selective lower
secondary systems it will have been at 10, 11atd,for the high schools in Korea and
Japan it will have been at 14-15. The PISA sanaide contains a mix of schools
including in England a majority of comprehensivéa@als, but also independent and
grammar schools.

3.16.Across the OECD, 47 per cent of the headteachatsltsat where the pupils lived was
the major consideration. This emerged particulattpngly for the Scandinavian all-
through schools, but was important also in Canadegland, Switzerland, Germany,
Spain, Portugal, Poland, the United States and d8reelust over a quarter of the
headteachers said that admissions were decideblility.aPerhaps not surprisingly, but
validating our classification, academic record I{(lding examinations) along with
advice from feeder schools dominated entry to #lective secondary schools. It also
emerged strongly in Japan and Korea reflecting dbmpetitive entry to their high
schools.

3.17.The non-selective secondary schools of Englandtledommonwealth are distinctive
in that a wide variety of criteria come into plagesidence, specific programmes, family
links, and religious/instructional philosophy - bwif course, not prior attainment.
Whether or not there is a brother or sister atdtigool is second only to residence.
‘Family links’ is also especially important in Spaand Portugal where it is interpreted
more widely to include a parent having attendedrkimg in, or working near the
school. The religious/instructional philosophy tbe school is a major criterion in
Belgium, Ireland and Australia (where Catholic salofunded in part by the
government and charging low-cost fees take neaffftha of the school population).
Needs or desire for a specific programme are amiitapt factor in Austria, Portugal,
and Canada.
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Chart 3.3: Admissions According to Headteachers®

Country* Residence A;Zgg:?;c ég\e/g::r Prcs)g(regrlzfne FL?r?Il”sy E(Ij?u_eclizz;tilglr;sa /
Schools Philosophy
England 60.6 9.8 7.0 9.6 32.6 124
Australia 41.5 9.3 18.2 24.6 41.9 27.5
Canada 77.6 10.4 22.2 36.9 26.4 15.2
New Zealand 49.3 9.3 15.8 19.0 30.7 19.2
Austria 25.0 65.2 5.2 43.9 12.5 10.5
Czech Republic 21.0 42.2 3.1 10.3 4.3 10.8
Germany 64.8 38.8 37.8 215 17.4 10.6
Hungary 3.9 64.4 1.2 30.4 3.9 22.9
Luxembourg 42.3 41.6 7.8 11.2 40.8 7.3
Mexico 9.9 38.1 8.7 12.2 10.5 5.9
Netherlands 10.3 65.3 90.3 19.6 4.5 19.5
Slovak Republic 19.3 46.5 3.2 18.4 2.6 7.4
Switzerland 80.1 51.1 40.0 21.2 1.7 1.6
Belgium 2.4 25.6 7.4 13.2 9.9 40.3
Italy 11.3 7.1 6.6 33.2 11.3 10.2
Portugal 56.8 6.7 1.2 41.4 315 10.2
Spain 67.9 3.0 2.4 13.0 47.6 13.8
Greece 713 4.5 1.3 13.6 24.3 4.0
Ireland 42.0 25 11.8 13.7 375 27.3
Japan 20.1 86.3 26.1 28.9 5.8 8.7
Korea 22.6 59.1 11.4 15.3 0.7 3.6
Poland 81.8 135 6.1 4.7 5.0 5.7
USA 81.1 7.9 9.3 224 9.7 5.0
Denmark 55.5 3.9 8.7 16.6 24.2 19.5
Finland 75.2 4.2 2.1 16.6 12.8 9.9
Iceland 93.9 11 6.5 18.5 9.9 9.7
Norway 78.7 3 0.8 3.1 4.9 2.2
Sweden 57.3 1.9 0.5 10.2 12.0 3.2
Turkey 35.3 29.0 1.4 5.4 2.6 1.3
OECD Average 46.9 26.7 12.6 18.9 16.5 11.9

1. France did not participate.

2. Percentages 0.5 SD or more above OECD averagesh bold.
3. No response from Norway because category ndicapfe.
Source PISA 2006, volume 2, Table 5.1, page 161.

Résumé

3.18.Lower secondary education in OECD educational systean be classified in five
groups: |, as the first years of non-selective sdaoy education (four countries); Il, as
the first years of selective secondary educatiame(oountries); lll, as one of more of a
sequence of cycles of education (four countrie¥); ih stand-alone schools (six
countries); and V, following on from primary educat in all-through schools (six
countries). Headteachers of 15 year-olds, somehafm would have been in lower
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secondary education and others in upper secondagagon, indicated that the main
method of deciding admissions to their schools wesdence (47%), followed by
academic record (27%), application for specificgpamme (19%), family links (17%),
advice from feeder schools (13%) and the educdtionaeligious philosophy of the
school (12%).
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4.1.

4.2.

4.3.

4.4.

4.5.

4.6.

4. Admissions to Lower Secondary Education

Broadly speaking there are three main ways of degidtho goes to which school: (1)
the schools may select on the basis of tests, agadecord or recommendation; (2)
there can be allocation by some authority; or @epts are, in theory, free to choose,
but in practice it may amount to no more than beiblg to express a preference. These
are not mutually exclusive. Allocation may be thain method but parents are able to
request an exemption or apply to other schoolsin@rselective system parents may be
able to choose within a school types. Or agaimermia may be able to choose but
receive strong advice from the primary school ashah type of school is appropriate.

Chart 4.1 attempts to show where the emphasisili€gSECD countries. Selection,
allocation or parental choice may operate in strongveak forms which we have
represented by closed and open triangles. ‘Weakins that it comes into play only to
modify the main basis for deciding places. The lsyihis not used when the criterion
operates only in some schools such as the granthaols of England and Australia or
the music and language schools of Finland since #Hmalysis applies only to
mainstream state education.

Educational Merit

The educational achievement of the pupils - asdelgehe record of performance in
the primary school, tests, or a school's recommigoila can influence progression to
secondary education in two ways. It may be usesklect pupils for different types of
school or to assess readiness for secondary ednegitih pupils being held back or put
into different streams.

Academic Selection

By definition academic selection is the main metludddeciding places in the nine
countries with selective secondary education systernmn those countries, with the
exception perhaps of Mexico, the actual offer afchool can be modified by parents
choosing a particular school within the type — asduto be the case with the old 11+
examination in England.

Readiness for Secondary Education

Academic performance determines access in Belglaa) but within schools chosen by
parents (a kind of streaming). Progression tofitst stage of secondary education
depends on obtaining a certificate of elementanycation (internally assessed in the
primary school) which gives access to Grade 1A ha first cycle of secondary

education. Without this certificate the pupil wibigo into Grade 1B. The first stage
leads on to the second, from age 14 to 16, whene thre four types of programme —
general, technical, artistic and vocational.

In Greece, Italy and Poland successful completioprionary education is necessary to
move on to secondary education. In Poland, tisetest at the end of primary education
set externally by one of the eight regional exatmaboards. This does not have a
selection function but informs the lower secondsgfiool gimnazjum about the level
of achievement. In Greece, pupils who receive ssipg grade from their teachers in
the final year of primary education are awarded ghmary school leaving certificate
which leads to admission to lower secondary sclgginnasig. In Italy, progression
from primary to lower secondangdquola secondaria di primo grayi@lepends on a
positive assessment from the primary school.
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4.7.

Chart 4.1: Lower Secondary Admissions

Group Country

Selection

by
Ability

Allocation Parental

by .
Authority Choice

England
Australia
Canada
New Zealand

>

Austria

Czech Republic
Germany
Hungary
Luxembourg
Mexico
Netherlands
Slovak Republic
Switzerland

P N N

Belgium
Italy
Portugal
Spain

Pl i N I N B N

France
Greece
Ireland
Japan
Korea
Poland
USA

1> >

>

>
> »

Denmark
Finland
Iceland
Norway
Sweden
Turkey

>
> > > > >

A

Source

EURYDICE, Descriptions  of
http://eacea.ec.europa.eu/education/eurydice/eseyleam.php/ plus other accounts.

Allocation by Authority
As Chart 4.1 shows, allocation rather than selactio choice is the main method of
deciding lower secondary school admissions in s@eemtries. In four there is little

flexibility, while in the other three the decisiortmn be ameliorated by parental
preferences. In Greece and Poland parents argedbio register their children in the
nearest school. Korea assigns but, interestigtiges so by lottery within zones in an
attempt to mitigate the wide differences that hactged. And in Turkey, where there
are all-through schools from age 6-14, the schabhiaistrator writes to inform
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4.8.

4.9.

parents/guardians at least 15 days in advancectimobkand the time that their child is
required to attend. In France, Japan and Finlaedetis some leeway with parents
having limited room for manoeuvre.

Parental Choice

In nearly all OECD countries there is an elemenpariental choice within the national
educational system, but it comes in ‘strong’ andaW forms. In 14 countries, parents
are free to choose. These include the four casiwith non-selective secondary
schools, four Scandinavian countries with theirtllbugh schools, the four countries
with educational cycles and two of the countriethvatand-alone schools. In eleven
others, parents can only operate within stricttémiThere are just five OECD countries
where parents have little say - Greece, Korea, tbexpoland and Turkey - but even in
these there is the option of private education.

Parents Free to Choose

A strong form of parental choice has been adoptexkven countries in the expectation
that making schools accountable to parents woule dip the quality of provision. Itis
usually accompanied by pupil-based funding, thataa of a diversity of schools and
the publication of results to enable parents to enakoices. This approach is
characteristic of the English speaking countriekngland itself, Australia, Canada,
New Zealand, Ireland and the United States — laat 8lveden. In these countries there
is in theory open enrolment across providers. Ustfalia there is open choice within
states and enrolment zones have been abandoné&tewliiZealand there is unregulated
choice though pupils are assured of a place incal Ischool. In Canada there are
differences between provinces, but parents arergiyneble to choose any school
providing there are places and they are prepardoe&s the transport costs. In the
United States there is choice between public sshaobhgnet schools and privately
managed charter schools. There is freedom of ehaso in Belgium, Italy and Spain
where it is more associated with human rights #@ool improvement policies.

4.10.Parents can view school choice as a mixed blesdnetand had entrance examinations

until 1994, but now there is open access to statddd second-level schools. There are
five types. The secondary, community and comprgikienschools are usually
denominational, and there are vocational schoaigviged by vocational educational
committees) and community colleges which do noehaveligious affiliation. Schools
have to publish an enrolment policy and when tregee more applicants than places
admissions have to be in line with that policy. pArent wrote of her experiences
recently® “If you live in a small town or village where tieés just one post-primary
school and the word on the street is that it's @sdgas you'll get anywhere else, then
lucky you....We’'re spoiled for choice in Dublin butalso means that you have to do
your homework”.

4.11.Among the Scandinavian countries Sweden is notafile pioneering the

decentralization of the governance of educatiaiéomunicipalities. Parents are free to
choose a school, either municipal or independenth the costs borne by the
municipality (though not of transport except foretmearest school). In some
municipalities all parents have actively to chogshools while in others the child is
placed, but parents who wish can apply elsewhef@e right to choose does not

3 Moonan, C. ‘Swotting up on best school choitgsh Independentl7 May 2010.
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4.12.

4.13.

4.14.

4.15

guarantee admission. In Denmark families can ahoasy school within their
municipality and this is being broadened to anyosthrrespective of municipal and
county boundaries. In the other Scandinavian cmmtfree to choose’ shades into
limited choice. Children are expected to attersirthearest school where places are
guaranteed; parents may request admission elsevidueréhe children will only be
accepted if there is room. Somewhat similar camatst apply in Portugal.

Choice Limited by School Types

In those countries where different types of scheater for different ability ranges
parental choice can come into play in two ways.thim Czech Republic, Hungary and
the Slovak Republic parents are able to chooseotslcluding whether or not to let
their children try for the equivalent of grammahgals, to which entry is determined by
competitive examinations. In Austria, Germany, émpbourg and the Netherlands
children go to different schools according to d@pibut this is less a selection process
than parents making choices on the basis of advara the primary schools. In
Switzerland school choice has only recently be¢roduced. Basel residents voted for
it in a referendum in 2008 and the cantons of Nuvist Switzerland agreed to permit
cross-cantonal attendance from 2014.

Choice Limited by Allocations

A weak form of parental choice operates in Fradapan, and Finland. In France
children are assigned to a lower secondary scramdlefe within their municipality,
but parents can apply to the mayor for exemptiahaso write to the mayor of another
municipality to be granted admission. Wheoodiégedoesnot offer particular subjects
parents can apply to thespecteur d’académiat the ministry for a derogation. Since
not all schools offer Latin or Greek this can bmavenient way of gaining admission to
a top-flight school. In Japan school boards hexperimented with limited choice
between junior high schools within defined are@his could involve choice within: the
municipality; a subdivision of the municipality; igabouring districts; specially
approved schools; or specific area programmes. itBwgts led to great variation in the
number of enrolments and with some schools recginm applications at all. At least
one school board has now decided to abolish theasathoice programme on the
grounds that it undermined the city’s capacitydcedfor all childrefi* In Finland pupils
are assigned to schools close to their place aderse, but parents may apply to other
schools, when admission is at the discretion dfsbhool.

Resolving Competition for Places

There is an intrinsic problem with parental choic&he choices will never exactly

match the places available. Always some schodlsr@gdeive more applications than

they can accept and others fewer. This cannotdbeaynd by creating more good

schools. Some of these will prove more populan tbthers, so the competition for

places will have been shifted not solved. Therethabe some means of deciding who
gets the places when parents are, in principlewaltl to choose the schools for their
children.

.In Chart 4.2 we summarize the main methods addpyettie 14 countries classified in

Chart 4.1 as having a strong element of parentateh When there are more applicants

“ Hayase, M. (2006\Neoliberal Governmentality and School Choice inalapThe Role of School
Principals MA Thesis, University of British Columbia.
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than places we have to recognise that, unless theamdom allocation, there has to be
selection. It is not selection by ability, nor aesarily by the school, but it is decision-
taking that involves choosing some over otherscait result, as in Englatidin huge
differences in the social composition of schookEnsgly of the same type.

Chart 4.2: Awarding Places

Group  Country Residence  Codes Faith (F:'(;f;e Lottery
England A A A A
Australia A A

! Canada A A A
New Zealand A A A A
Belgium A A A A A
" Italy A
Portugal A A
Spain A A
Ireland A A A
v USA A A
Denmark A
v Iceland A
Norway A
Sweden A A

1. Set centrally or agreed school enrolment schemes

4.16.In all 14 countries, place of residence plays anpnent part in deciding between
competing claims. What happens beyond that varidiorities are sometimes
established nationally through centrally-set admoiss codes or, locally, by the
enrolment schemes of individual schools. Choiced admissions can also revolve
around the religious affiliation of the school.rdticome-first-served and lotteries have
been tried in some countries.

Residence

4.17.Where a child lives can be taken into account io tmain ways: by linear distance or by
zone. Proximityper secan be the tie-breaker as in England (where agpparents
seek to live as near to the school gates as peysabld other open access countries.
Priority by an area or zone is characteristic adrflinavian countries and others such as
Portugal. Parents are free to choose outsideati®a but can be turned down if the
school is full with local children. The way plackresidence is to be taken into account
can be specified in admissions codes or enrolnem@nses.

Admission Codes and Enrolment Schemes

4.18.Admissions codes and enrolment schemes differ at #dmissions codes are set
nationally and enrolment schemes are proposed égcthools themselves. Spain and
Portugal, like England, have national admissiordeso In Spain all children have the
right to a school place near their home. Wheretlage not enough places in a particular
school, priority is given according to: annual femincome; proximity of home or

' Smithers, A and Robinson, P. (2010jorlds Apart?London: Sutton Trust.
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4.19.

4.20.

4.21.

4.22.

workplace of one of the parents; enrolment of sddi in the same school or
parents/guardians working in it; a disability oethupil or of either parent or sibling;
and holding the legal status of ‘large family’. h®ols and the communities may add
supplementary criteria, for example, high level muslance or sporting ability.
Portugal’'s admissions arrangements are similarlgethaon catchment areas, with
priority given to: pupils who in the previous yedtended the school (primary and lower
secondary education is organised as three cyg@ap)is with special educational needs;
pupils with brothers and sisters enrolled in thieost; pupils whose parents/guardians
live in the area of the school; and pupils whosema or guardians work in the area of
the school.

New Zealand is an example of a country with scleawblment schemes. A school can
ask the ministry for permission to develop its oawdmissions policy (enrolment

scheme) if it can demonstrate overcrowding and sbleeme would protect local

admission rights. Applications made out-of zone eonsidered according to criteria
such as whether the children are siblings of cairogrpast pupils, children of board

employees or need/desire for special programmesidétn allocation is permitted.

Faith

The religious ethos of the school is built into @kions codes and enrolment schemes,
but is treated here as a separate criterion in wkits importance. In many countries,
including England and Australia, the church esslidd schools before there were
national educational systems. In Ireland nearlytradl schools are denominational. By
contrast, the public education system in the Uni&tdtes is religion-free and no
religious worship is allowed in schools. Religima selection issue because faith
schools frequently do better than their secularntaparts, and there is intense
competition for places. Critics suggest that chummn schools should not be able to
discriminate on religious grounds.

First-Come-First-Served

The difficulties in establishing a fair policy aveell illustrated by Belgium. We are
grateful to Estelle Cantilldfi for this account. The two main communities inden
have both been looking for better ways of admitiugpils. Flemish Belgium in 2003
set a common date for registrations with placesrd@éon a first-come-first-served-
basis. Being full was the only permitted reasonréfusing entry. Wimbledon-type
gueues resulted. In 2006 there was modificatiogite priority to siblings and the
socially disadvantaged by allowing them to applylyea But the discontent over the
gueuing time needed led, in 2008, to a reform kmnabistance rather than time spent
waiting to be the deciding factor. French-speal@edgium went down a similar route
with, in 2007, priority for siblings but otherwidist-come-first-served. The resulting
chaos led to the minister responsible resigningn 2008 new arrangements were
introduced consisting of a mix of quotas (eg, lgvim borough) and priorities (eg,
siblings). Lotteries were introduced as the tiedter.

Random Allocation

Lotteries have been gaining in popularity. Theg pivotal in the way Korea assigns
pupils to middle schools. And they are used as-areaker in some circumstances in

'8 cantillon, E. and Gothelf, N. (2008 chool Choice Procedures. How They Matter? Thaody
Evidence from Belgiunhttp://www.bristol.ac.uk/cmpo/events/2009/scholebice/cantillon.ppt

22



England, New Zealand and Belgium. In the Unitesté¥ random allocation is used by
oversubscribed charter schools.

Geographical Limits on Choice

4.23.Parental choice is governed as much by geograpbglesol quality. The headteachers
in the PISA 2006 sample were asked to indicate mamy other schools there were to
which their pupils could have gone. Chart 4.3 shitive responses.

Chart 4.3: Other Schools to Which Pupils Could Havesone" 2

Group Country? %SNO Other %0One Other % 2 or More
chools School  Other Schools
England 7.6 8.7 83.7
| Australia 6.4 5.2 88.4
Canada 22.7 18.5 58.8
New Zealand 10.8 7.1 82.1
Austria 35.6 19.2 45.2
Czech Republic 141 12.1 73.9
Germany 17.0 14.2 68.8
Hungary 24.4 15.9 59.7
Il Luxembourg 33.3 15.7 51.0
Mexico 15.7 16.7 67.6
Netherlands 10.5 15.3 74.2
Slovak Republic 8.6 6.4 85.0
Switzerland 58.4 141 27.5
Belgium 9.4 18.6 71.9
I ltaly 19.2 12.0 68.8
Portugal 27.1 24.7 48.2
Spain 20.2 17.7 62.1
Greece 40.3 14.9 44.8
Ireland 16.4 9.8 73.8
IV Japan 10.4 7.6 82.0
Korea 15.6 8.7 75.7
Poland 35.1 20.5 44.4
USA 25.9 10.5 63.6
Denmark 22.6 18.2 59.2
Finland 44.0 15.5 40.5
Vv Iceland 72.2 5.0 22.8
Norway 65.9 12.4 21.8
Sweden 36.8 13.5 49.6
Turkey 31.7 15.6 52.7
All OECD Average 26.1 13.6 60.3

1. Reports of headteachers of schools of 15-yetsrtaking part in the 2006 round of testing.
2. Percentages in bold 0.5 SD or more above thelD&@rage.
3. France did not participate.
Source PISA 2006, volume 2, Table 5.5, page 168.
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4.24. Three-fifths of the pupils in the OECD sample hactording to their headteachers, two
or more other schools available to them. But atqudad only the one. For much of
Scandinavia parental choice is hardly an issueesamty a single school is accessible. In
contrast, it is not difficult to see why systemgpafental choice should have emerged in
the English-speaking world where a number of scha@re within easy reach.

Résumé

4.25.Admissions to lower secondary education are decidetthree main ways: academic
selection, allocation by authority and parentafgnences. Of the 30 OECD countries,
nine admit primarily by selection, seven by allomatand 14 in response to parental
choice. Where there are more applications thaoeplapriorities are set by place of
residence, admissions codes/schemes (taking irdounat income, residence, family
links with school, religion, disabilities and famsize), religious affiliation and random
allocation. Belgium also tried but abandoned fo@tne-first-served. A quarter of the
pupils had access to only one school. In Iceldwway and Switzerland it was over
half, with choice limited by geography and culture.
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5.1.

5.2.

5.3.

5. Upper SecondaryEducation

The distinction between choice in lower and upgeosadary education is important. In
all countries lower secondary education is compuylsoAll children have to be at
school whether they want to be or not. Where egh@a@vailable it is between different
schools. On the other hand, upper secondary ednciat almost two-thirds of the
countries of the OECD is not compulsory. Choiberefore, involves a prior decision:
whether to continue in education or not. It isyomlhen this has been decided do
choices have to be made about what to study andewh&Vhether education is
compulsory or not has implications for the rolegmivernment. When education is
compulsory there is an obligation to cater for geae. But when education is
voluntary the obligation is to provide opporturstie which may or may not be taken
up. It is open-ended and demand-led, with recremima test of value and quality.
While entry to lower secondary education is govedriy admissions processes to
distribute pupils across the places available, yetr upper secondary education,
especially where it is voluntary, is a choice/dliliiy process. Pupils and parents make
choices and institutions determine the eligibibfyapplicants.

Chart 5.1 is an attempt to capture lower secondadyupper secondary in numbers. It
shows that, at present, upper secondary educaioampulsory in only six of the 30
OECD countries, three full-time (Canada, Hungargthérlands) and three part-time
(Belgium, Germany and Poland). In five other coestthere is some overlap with
compulsory education. In Italy, for example, tlrstftwo years of upper secondary
schooling (from age 14) are compulsory. In Austhtexico, France and Ireland too
there is overlap. But in 19 countries the decisionstay on is entirely voluntary.
Compulsion does not equate to participation. Im ¢teuntries - Czech Republic,
Finland, France, Ireland, Japan, Korea, Norwayy&{@m, Sweden and United States -
over 90 per cent of the age group remained in dctucar training till age 17 or 18,
even though not required to do so (see Chart &a8e 8) which must say something
about the quality of the provision.

Upper secondary education in OECD is characteaifiorganised as a number of
pathways. Most countries offer a choice of genetathnical and vocational
programmes, with the ‘general’ including universiyeparation, the ‘technical’ being
preparation for further study and the ‘vocationpfeparation for direct entry to work.
They may be provided in separate institutions as&sieece where there are general
upper schools secondary schools, vocational uppssnslary schools, and vocational
training schools. Or, as in Sweden, as an arrdiings’ within the same institution.
The United States, Canada and New Zealand are teeepn deferring vocational
training beyond secondary education. There is same a common first year, as in
France, where on completing ‘orientation’ a chagcemade among the three general and
six technological ‘bacs’. In addition, there mag bther types of upper secondary
schooling. In Austria there are training schootsnf the age of 14 for kindergarten
school teachers, and from the age of 16, there haadth, nursing schools and
paramedical schools. In Spain there are militahosls from the age of 16. In Italy,
there is a choice between classical, scientifiguistic, pedagogical and artistic upper
schools, technical schools, art schools and imntbalational training. The courses are
necessarily of different lengths so there is nemafit in Chart 5.1 to specify an end date
for upper secondary education. As we have seegy timke countries make it
compulsory full-time through to the age of 18.
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Chart 5.1: Upper Secondary Education

Years Age Entry Compulsory
Group  Country Lower to Upper Education Compulsory
SecondarySecondary Ends
England 5 16 16 No
Australia 4 16 15/16 No
! Canada 4 15 17 Yes
New Zealand S 16 16 No
Austria 4 14 15 Overlap
Czech Republic 4 15 15 No
Germany 6 16 18 Part Time
Hungary 4 14 18 Yes
I Luxembourg 3 15 15 No
Mexico 2 14 15 Overlap
Netherlands 3 15 18 Yes
Slovakia 4 16 15 No
Switzerland 5 15/16 15/16 No
Belgium 2 14 18 Part time
I Italy 3 14 15 Overlap
Portugal 3 15 14 No
Spain 4 16 16 No
France 4 15 16 Overlap
Greece 3 15 15 No
Ireland 3 15 16 Overlap
\Y Japan 3 15 15 No
Korea 3 14 14 No
Poland 3 16 18 Part Time
USA 3 15 16 No
Denmarﬁ 3 16 16 No
Finland' 3 16 16 No
Vv Iceland 3 16 16 No
Norway 3 16 16 No
Swedeﬁ 3 16 16 No
Turkey' na 15 14 No

Sources EURYDICE, National Summary Sheets on Educatiost&ys in Europe; International Review
of Curriculum and Assessment Frameworks Internethife (September 2009)NCA Comparative
Tables London: QCDA; OECD (2009Education at a GlangeTable C1.1, page 301.

5.4. The organisation of secondary education in Engldonds not sit easily with the
OECD'’s International Classification (Chart 2.1, pdg. According to the OECD lower
secondary education is to be regarded as the Wwaes of secondary education
following six years of primary education. Chari Shows that this is a convenient way
of looking at education in the Scandinavian albtigh schools (Group V) and in
countries with stand-alone lower secondary sch@@l®oup IV). In all cases lower
secondary education can comfortably be designatat the education stages of the
countries in Group Il - Belgium for example - dotmecessarily correspond with the
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5.5.

5.6.

5.7.

5.8.

OECD ideal. In countries which treat secondarycatlon as an entity, (Groups | and
1), including England, there is less need to digtiish lower secondary as a phase.

The transition to upper secondary education in &mgjlcomes at the same age as in the
Scandinavian countries and, as things stand, #&lde corresponds with the end of
compulsory education (though, of course, from 20i8leaving age is due to be raised
to 17 and from 2015 to 18). But in England thiavies lower secondary education
lasting five years rather than the three in Scamdandue to the later start to formal
schooling in those countries. On the OECD classtiion, lower secondary education in
England would be from 11-14. Yet, although the regpion education 14-19 is
increasingly being used, it does not map on toitutginal arrangements or
gualifications, especially now that the nationatt$e for 14-year-olds have been
discontinued. Lower secondary education couldefioee, be regarded as lasting from
age 11 to 14, by definition, or from 11 to 16 refieg institutional arrangements.
England appears in official statistics sometimethane and sometimes as the other.

Pathways

Where education is voluntary rather than compulgidsymore about opportunities than
requirements. Most countries provide opportunitiesupper secondary education
through an array of pathways. The pathways mag tentinuation of those begun at a
younger age, as with selective secondary systemmufdl), or commence with upper

secondary itself. They can be broadly classifisdaeademic or vocational. This

recognises that these two forms of study have réfffie organising principles. The

organising principle for academic subjects is treans by which truth about the world

is established and the body of knowledge so accabtedll In vocational studies, the
organising principle is the occupational field thigh it leads.

Chart 5.2 summarizes for 29 countries (New Zealdidchot provide data) the balance
between academic and vocational studies (with coetbischool and work settings
shown as a sub-set). Overall just over half thelerents were for academic studies
and just under half for vocational studies. Acrtss OECD about 14 per cent of the
enrolments were combinations of school and worlethakearning. The selective
education systems (with the exceptions of Hungarg Mexico) were particularly
strong on vocational studies. In Switzerland, Geryy Austria, the Czech and Slovakia
much of this was work-based, reflecting the welreleped dual-system apprenticeship
programmes. In addition, three of the Scandinae@mtries, Australia, Belgium and
France had above average proportions on vocatigra@rammes. Denmark’s was
almost entirely work-based. Most OECD countriegehapprenticeship systems, but
Japan, Korea, Spain and Sweden do not. In Ireltaly, and Portugal vocational
education was mainly pre-vocational.

In ten countries the proportion on academic or geremurses was more than a 0.5 SD
above the OECD average. Prominent among them thereountries where upper
secondary education followed on from stand-alonddiei schools. But also in this
category were Canada and the United States wherational training is left post
school. Hungary, Mexico, Portugal, and Icelandaher countries where the majority
of enrolments are for general courses. Genergranames do not necessarily lead on
to higher education, but they do include the speaihiversity preparation programmes
provided in a number of countries.
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Chart 5.2: Enrolments in Upper Secondary

Group  Country? %General®  %Vocational® \(Xfosrlg-hé);sl:cgl)g

England 58.6 41.4 not available

| Australia 39.6 60.4 not available
Canada 94.5 55 0.0
Austria 22.7 77.3 (34.3
Czech Republic 24.7 75.2 (34.0
Germany 42.6 57.4 (42.2
Hungary 76.4 23.6 (13.2)

I Luxembourg 37.7 62.3 (14.0)
Mexico 90.6 9.4 0.0
Netherlands 324 67.6 (18.5)
Slovakia 26.8 73.2 (29.9
Switzerland 35.2 64.8 (59.0
Belgium 30.4 69.6 (3.4)

m Italy 40.2 59.8 0.0
Portugal 68.4 31.6 not available
Spain 56.6 43.4 (1.9
France 56.2 43.8 (12.1)
Greece 68.3 31.7 0.0
Ireland 66.5 33.5 (2.2)

v Japan 75.7 24.3 0.0
Korea 73.2 26.8 0.0
Poland 55.7 44.3 (6.4)
USA 100.0 0.0 0.0
Denmark 52.3 47.7 47.2
Finland 33.3 66.7 (11.5)

v lceland 66.2 33.8 (15.7)
Norway 42.5 57.5 (14.9)
Sweden 42.9 57.2 0.0
Turkey 63.3 36.7 0.0
OECD Average 54.3 45.7 (13.9)

1. Figures in bold 0.5 SD or more above OECD awerag
2. Reference year 2007, apart from Canada 2008 2¢aland did not provide these data.
3. Less than 25% vocational or technical.

4. Includes both vocational (vocational or techhipzalifications for direct entry into labour matkand
prevocational (no occupational qualification).

5. In brackets to signify subset of vocational.d #@san 75% in schools, including apprenticeshigd me
both settings and sandwich courses.

6. Vocational for England includes FE enrolmentarat age, not just 14-18.
Source OECD (2009)Education at a GlanceTable C1.1, page 304.

5.9. England emerges as unexceptional in these termstshadata for vocational education
are suspect, including as they do all further etloiceenrolments irrespective of age.
While there are well-developed academic pathwagslitgy to university, vocational
education has been something of a poor relation avitonfusing mix of qualifications.
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5.10.

5.11.

5.12.

5.13.

Various attempts to put it on a sound footing hewendered. The latest, a series of
diplomas bridging the academic and vocational,tigggling because it has run up
against the different organising principles of arad and vocational learning.

Entry to Upper Secondary Education

Entry to upper secondary education is mainly aaeiigibility process. Parents and
pupils choose pathways (remember in most counthiey have already taken the
decision to continue in education) and the proddakatermine their eligibility. This can
be on a record of prior achievement carried fromeloto upper secondary education.
Chart 5.3 shows that two-thirds of the OECD cowstissue a certificate on successful
completion of lower secondary education. In sixitaes, including England (the
GCSE), alongside ltaly, Ireland, Poland, Denmar#t Biorway, there is a national or
state examination. In the other 14 the certificeteawarded mainly on internal
assessment, sometimes moderated through naticstal de in Portugal and Sweden.
The countries without certificates or formal tramsts tend to be those with selective
secondary systems where admission to differentwaath began in lower secondary
education (Group II). Japan and Korea are distiacin having highly competitive
examinations/assessments for entry to upper seponda Canada and the United
States, in contrast, progression is mainly by age.

Assessments of academic ability can range from dregnostic to the highly
competitive. In Denmark if a lower secondary s¢heansure whether a pupil has the
capacity to benefit from pre-university educatiormiay recommend that there be an
admissions test to upper secondary. School rezrdlso be supplemented by tests in
Finland. In Italy and Iceland, the schools seirtben requirements which may include
tests. As well as Japan and Korea, Turkey outsfdéroup Il has entrance exams.
Elsewhere, as in Poland and Norway, admissiong@erned by the points or grades
obtained in the lower school certificate. In Sptiare are assessments of aptitudes in
the arts and sports. Thus, as well as the ninatdes (Group II) with selection in
lower secondary, there are 11, including Englahdt test or can test in the transition
from lower to upper secondary.

Of the remaining ten, Belgium and France have tai@n years in which the
preferences and abilities of the pupils emergeAdudstralia, Canada, New Zealand the
United States, pupils mainly progress from loweupgper secondary by age steered on
occasions into suitable courses by teachers. tu@a, Greece and Ireland the lower
secondary leaving certificate is necessary foryentAnd in Sweden the final year
reports moderated by a national monitoring tesérd@ne eligibility for the different
pathways. By one means or another the countrigheofOECD assess abilities and
channel choices in directions that are thought@mpate.

Résumé

Upper secondary education differs from lower seeop@ducation in being voluntary
in 19 of the 30 OECD countries. Pupils can theeefdecide whether or not to
participate. In three countries attendance is adsgoy to age 18 full-time, in three
compulsory to age 18 part-time, and in five othdmere is some overlap with
compulsory education. In ten of the 19 ‘voluntasguntries there was over 90 per cent
continuation to age 17 or 18. In all OECD cousttieere was an array of pathways in
upper secondary education, and in all but the dn8tates, Canada and New Zealand
these spanned the academic, technical and vochtiona

29



Chart 5.3: Progression from Lower Secondary

Group Country Sel_ggrlzgry How Assessed Entry to Upper Secondary
Certificate

1A England Yes National Examination Exam Grades
Australia Nd Continuation
Canada No Continuation
New Zealand Yes Internal Assessment Continuation

IB Austria No Record + Test
Czech Republic No School Requirements$
Germany Yes Internal Assessment Continuation
Hungary No School Requirements
Luxembourg Yes Internal Assessment Continuation
Mexico Yed Internal Assessment Entrance Exam
Netherlands No Continuation
Slovakia Yes Internal Assessment Entrance Exam
Switzerland No Continuation

I Belgium Yes Internal Assessment Orientation
Italy Yes State Examination School Requirements
Portugal Yes National Monitoring Test Certificate
Spain Yes Internal Assessment Certificate + Tests

" France Yes Internal Assessment Orientation
Greece Yes Internal Assessment Certificate
Ireland Yes National Examination Certificate
Japan No Competitive Exam
Korea No Competitive Assessmennt
Poland Yes National Examination Certificate Points
USA No Age

v Denmark Yes National Examination Record + Tests
Finland Yes Internal Assessment Record + Tests
Iceland Yes Internal Assessment School Requirements
Norway Yes National Examination Certificate Grade
Sweden Yes National Monitoring Test Final Yr Reports
Turkey Yes Internal Assessment Entrance Exam

1. Except New South Wales.
2. Transcript.

Sources EURYDICE, National Summary Sheets on Educatiost&ys in Europe; International Review of Curriculamd
Assessment Frameworks Internet Archive (Septemb@®)2

5.14. Overall, just over half the enrolments were fordsraic studies and just under half for
vocational. Countries with selective secondarycation had the highest proportions
on vocational courses, including apprenticeshipslining education and work
settings. Finland, Norway, Sweden, and Denmarkewadso strong on vocational
education, as were Australia, Belgium and Italyl cAuntries have ways of channelling
pupils into choices that are thought appropridtenine, lower secondary education is
selective. A further 11 countries test or can teghe transition from lower to upper
secondary. Of the remaining 10, Belgium and Fratifferentiate through orientation

30



years, Sweden through final year reports, Portugedece and Ireland through a lower
secondary leaving certificate, and Australia, Canadew Zealand and the United
States through steering by teachers.
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6.1.

6.2.

6.3.

6.4.

6.5.

6. Selection Within Schools

The separation of pupils into different types otieation is not confined to going to
different schools. Selection within schools catetthe form of asking pupils to repeat
a year. Or it can be streaming or setting to bpuagils with similar abilities together in
groups. Since grouping by ability is so much pmHrteaching and something which
occurs even in mixed ability classes this aspeahas always easy to isolate and
guantify. But it is possible to count how manyldten are required to repeat years on
the basis of formal or informal assessment by theals.

Repetition

In its 2006 round of international comparisons Pl&8ked the headteachers of
participating schools what percentages of pupith@year before had repeated a grade
at the levels of either lower or upper secondancation (and were therefore at least a
year behind their peers). Chart 6.1 shows thelteesiDverall approaching three per
cent of pupils repeated in lower secondary and fmrrcent in upper secondary, but
there was wide variation. England emerges asobtiee only four countries - along
with Japan, Korea and Norway - where no repetigibaither level was reported. In the
other Scandinavian countries too it was negligibBut at the other extreme in Spain
and Portugal between 13 and 17 per cent had b&ed &stake a year again. Belgium
and lItaly, the other two countries in Group llis@alhad high levels of repetition. This
may not be unconnected with the succession of syrkeating an environment for more
formal teacher assessment. In addition, Luxembamd) the United States had high
levels of repetition in lower secondary educatiord d.uxembourg again and the
Netherlands in upper secondary education.

PISA reported’ that the performance of pupils who repeat a yearains below the
national average. This can be no great surpmseeghe pupils were asked to repeat in
the first place and will not have covered the samgiculum as other 15-year-olds
(PISA tests by age not stage). More telling aee dtudies which compared repeaters
with those who were allowed to progress in spitpadr performance. There appeared
to be little benefit in repetition and there wasoalhe downside that repeaters could be
stigmatised and be disruptive to younger classmates

Ability Grouping

The headteachers were also asked whether puptisein schools were grouped by
ability into different classes or within classes &l subjects, some subjects, or not at
all. Since the target population was 15-year-alisome cases, as in Scandinavia, the
schools will have been lower secondary and in seth&s in Belgium, Italy and Korea,
they will have been upper secondary. Chart 6.2shbat, overall, about two-thirds of
the schools reported ability grouping in at leashs subjects, with about 14 per cent
reporting it for all subjects. A third of schooiglicated that there was no grouping by
ability at all. But there was a considerable rafrigen 0.3 per cent in England to 85.0
per cent in Greece.

Ability grouping within schools in at least somebgcts was standard practice in those
countries where schools do not select on entryErgland, Australia, Canada, New
Zealand and Ireland there was ability groupingtiteast some subjects in over 90 per
cent of the schools, and the United States wasfarobehind on 87 per cent. In

" PISA 2006 Science Competencies for Tomorrow's Wpade 222.
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Scandinavia although the countries have a simiktem of all-through schools,

practices within them differ.

In Denmark, Icelaadd Sweden over three-quarters of

the schools reported grouping by ability, but iml&nd and Norway it was a half or

fewer.

Chart 6.1: Percentage Repititiort' 2

Group  Country SO/eOI(;(c)):lvdee{ry SO/eO(tJopnpdearry

England 0.0 0.0
I Australia 0.2 0.5
Canada 4.1 4.1
New Zealand 0.1 1.4
Austria 2.8 5.0
Czech Republic 0.6 2.1
Germany 3.9 3.8
Hungary 1.2 3.5
I Luxembourg 7.6 9.8
Mexico 2.2 3.0
Netherlands 3.2 7.2
Slovak Republic 0.9 1.2
Switzerland 2.3 4.4
Belgium 5.7 9.3
m Italy 1.9 8.1
Portugal 12.8 16.9
Spain 16.0 15.8
Greece 2.4 2.9
Ireland 0.2 2.1
WY, Japan 0.0 0.0
Korea 0.0 0.0
Poland 2.2 2.8
USA 6.3 4.3
Denmark 0.1 0.1
Finland 0.3 0.0
v Iceland 0.4 0.0
Norway 0.0 0.0
Sweden 0.3 1.1
Turkey 15 2.5

OECD Average 2.7 3.9

1. France did not provide information.
2. Percentages in bold 0.5 SD or more above OE@Iage.
Source PISA 2006 Volume 2 - Data, Table 5.2, page 162.

6.6. But it was not only in the schools of non-selectystems that pupils are grouped by
ability. Seventy per cent or more of schools ie Helective secondary systems of
Hungary, Luxembourg, Mexico, the Netherlands, Skiwvaand Switzerland, and the
selective upper schools in Korea, also reportetityalgrouping. In the Netherlands
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nearly half the schools reported ability groupingail subjects. In Luxembourg and
Switzerland it was above 40 per cent. These systmhighly stratified.

Chart 6.2: Ability Grouping in Schools" 2

Group Country None Sﬁgj':(is All Subjects
England 0.3 91.7 8.1
| Australia 55 89.6 4.9
Canada 8.7 76.5 14.8
New Zealand 3.2 91.0 5.8
Austria 56.0 39.9 4.1
Czech Republic 34.5 53.7 11.8
Germany 58.0 314 10.5
Hungary 30.6 67.2 2.2
I Luxembourg 26.8 27.0 46.1
Mexico 28.1 42.7 29.3
Netherlands 18.8 32.9 48.3
Slovakia 27.3 57.2 155
Switzerland 23.6 36.2 40.1
Belgium 56.3 21.6 22.2
Italy 53.1 25.1 21.8
. Portugal 47.4 38.9 13.7
Spain 28.6 56.2 15.2
Greece 85.0 14.4 0.6
Ireland 2.0 90.6 7.4
Japan 44.3 45.9 9.8
v Korea 11.5 81.6 6.8
Poland 52.5 44.2 3.3
USA 12.7 79.9 7.4
Denmark 17.9 74.9 7.2
Finland 49.8 48.1 2.1
v Iceland 19.8 74.0 6.2
Norway 58.0 39.1 2.9
Sweden 24.5 70.0 5.5
Turkey 59.4 22.0 18.6
OECD Average 32.6 53.9 13.5

1. France did not provide information.
2. Percentages in bold 0.5 SD or more above thelD&@rage.
Source PISA 2006, Volume 2 - Data, Table 5.3, page 164.

6.7. Not all schools practised ability grouping. A half more of the schools in Germany
Austria, Belgium, ltaly, Greece, Poland, FinlandyrNay and Turkey reported having
none at all. Of these, Germany and Austria havectsee secondary education,
Belgium, ltaly and Turkey have different schoold amacks by the age of 15, and
Greece, Poland, Finland and Norway are mixed gbilit
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6.8.

Résumé

Selection in education takes place both betweematiih schools. In countries where
the schools are non-selective (England, Austr&mnada, New Zealand, Ireland and
the United States) grouping by ability within thésrstandard practice. Some countries
are highly stratified in having both different solte and different tracks within them
(Luxembourg, Netherlands and Switzerland). The k&nt is that given the
differences in ability and motivation of pupils atite wide variety of directions they
will inevitably take there has to be differentiatiat some stage and age.
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7. Diversity of Schools

7.1. Although in this report we have been attemptingdecribe national education systems,

7.2

7.3.

7.4.

7.5.

7.6.

in fact in many countries there is a great divgrsftschools. In part, this diversity has
emerged as the educational provision has evolugdt s also something that has been
actively pursued in order to create a range of aslshamong which parents could
choose. In looking at admissions processes we, hlagesfore, to consider how pupils
are accepted into the different school types.

Private Schools

Parental choice operates in its purest form whey thpt to pay the fees of private
schools rather than accept places in governmenschinols for which they have paid
taxes. Chart 7.1 shows the proportions of pupilstie 2006 PISA samples in
government and privately-run schools. Assuming shmpling is fair these will be
close to the distribution of pupils in these scBooSome governments fund privately-
run schools, either fully or partly. It is poss&ptherefore, to recognise three types of
school: (1) government-run schools; (2) privatelg-schools receiving more than half
their core funding from government; and (3) indejet schools receiving less than
half core funding from government sources.

The great majority of pupils across the OECD in@&@iended government-run schools.
Overall it was 86 per cent against the 11 per segbvernment-funded private schools
and 4.0 per cent in fully independent schools. praportion in the government-run

ranged from a third in the Netherlands to almogtQ@er cent in Turkey. Government-
funded private schools were prominent in the Nédginels, Ireland, Korea and Denmark.
The highest proportions in independent schools vierdapan, Korea, Mexico and

Spain. They were above average too in Englanded@rand New Zealand.

In countries with fully independent schools, pasdmive the freedom to step outside the
admissions processes of mainstream education aoddimg they can afford the fees,
put their son or daughter forward for the schoolttadir choice. Affordability will,
therefore, limit the number of applicants, but s@olkools nevertheless become greatly
over-subscribed. Fully independent schools are tiveselect by any means they wish.
Pricing per seis rarely, if ever, one of them. In England p@vuhdependent schools
have tended to select on academic ability througbnamon entrance examination.

Diversity
In some countries education markets are beingentean the theory they will drive up
qguality as schools compete for parents. Fundiiigvie choices so that, in effect,
pupils become vouchers. It has been the impetush#® government-funded private
schools.

United States

The United States and Sweden have been at therdotedf these developments.
According to RavitcH: “In the 1990s in the United States three versiohschool
choice emerged: voucher schools, privately managkdols and charter schools”.

'8 Ravitch, D. (2010)The Death and Life of the Great American SchooleByNew York: Basic Books.
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Chart 7.1: Percentages of Pupils by School Type

Govt _
Group  Counry® Schoold  Private  Sehoolé
Schoolé
England 93.8 0.2 6.0
Canada 93.0 4.3 2.7
New Zealand 95.5 0.0 4.5
Austria 90.7 8.4 0.9
Czech Republic 96.2 3.5 0.2
Germany 94.3 5.5 0.2
Hungary 84.2 13.1 2.7
Il Luxembourg 85.6 14.4 0.0
Mexico 89.7 0.0 10.3
Netherlands 33.0 67.0 0.0
Slovakia 92.3 7.2 0.5
Switzerland 95.5 0.9 3.6
Italy 96.4 1.2 2.4
" Portugal 91.1 6.9 2.1
Spain 65.3 24.6 10.1
Greece 94.9 0.0 51
Ireland 41.8 54.8 3.4
Japan 70.1 1.0 28.9
v Korea 53.7 31.5 14.8
Poland 98.4 1.0 0.6
USA 92.6 0.8 6.6
Denmark 76.1 22.8 1.1
Finland' 97.6 2.4 0.0
Iceland 98.9 1.0 0.1
v Norway 98.1 1.9 0.0
Swedef 91.7 8.3 0.0
Turkey' 99.5 0.0 0.5
OECD Average 85.6 10.5 4.0

1. Reports from headteachers of schools in samgtagures in bold indicate percentage
is 0.5 SD or more above OECD average.

2. Australia, Belgium and France withdrew theiradat

3. Schools who are controlled or managed by: (@ilzic education authority or agency;
or (2) a government agency directly or a goverrtiody, most of whose members are
either appointed by a public authority or electgghbblic franchise.

4. Schools receiving 50 per cent or more of conglfing from government agencies.
5. Schools receiving less than 50 per cent of ftording from government agencies.
Sources PISA 2006 Volume 2 — Data, Table 5.4, pages 184165.
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7.7. The version which has taken root is the charteoalshin which an organisation obtains
a charter from a state to run a publicly-fundedosttor a set period. They are held
accountable against agreed performance targetat(ads® in eight has been closed
through failure to do so). Charter schools mayue by for-profit businesses and in
some states, California for example, public schowdy opt for charter status. In 2007-
08 (the latest year for which figures are availpBl®60 of the 90,760 elementary and
secondary schools in the United States (3.9 pd) wete charter schodfs

7.8. Where charter schools are over-subscribed the glace often settled by random
allocatiorf®. This sets up the interesting natural experinérteing able to compare
the children who did and did not get in. It tumg that the children admitted to charter
schools have tended to do better than those missinip the lotter§*. But the reasons
are contested. Advocates claim it is due to thect@¥eness of the schools, but it is also
possible that a critical mass of motivated puglsnutually enhancing whereas in the
public school system enthusiasm for learning istdd among less committed peers.

Sweden

7.9. Sweden decentralized school management to its mpafitees in 1991 and at the same
time encouraged private providers to set up altemesto municipal schodé Parents
were granted the right to choose schools and npalites required to transfer per-
pupil funding to privately-run schools approvedtbg government on the advice of the
schools inspectorate. As of December 2009 abm# per cent of compulsory-age
pupils and 20 per cent of senior high school pugilended these alternative sch&bls
The schools must follow the national curriculums i the United States, they can be

run by for-profit organisations among which Kunsésholan (knowledge school) is
prominent.

7.10.1t is envisaged that popular schools will expandnieet demand and, therefore, over-
subscription will not be a continuing problem. \Wwhedemand does temporarily exceed
places, places are awarded on a first-come-firsisba

Specialist Schools

7.11.England has attempted to create diversity in aetyarof ways. The Thatcher
Government introduced government-funded indepensigmiols called city technology
colleges and the Major Government enabled somergment-run schools to re-badge
themselves as technology schools, language schmolsports schools. It also
encouraged schools to opt out of local authoritytiad to become free-standing grant
maintained schools receiving their funding diredtiym the Government. The Blair
Government ended the grant maintained scheme, tmattly expanded the role of
specialist schools eventually envisaging that aintained schools would carry subject
labels. It also took over the city technology agwicwhich it renamed the academies
programme. The recently elected Cameron CoallBormernment is seeking to extend
that programme as a new version of Major’'s granhtaamed education

19 National Center for Education Statistics, Dige8®@ Tables and Figures, Table 100.

2 Boyle, C. (2010)Lotteries for EducationExeter: Imprint Academic.

2L Ravitch, D. (2010)The Death and Life of the Great American SchoaleBysNew York: Basic Books.
22 phillips, S. Raham, H. and Wagner, K. (20@®9hool Choice: Policies and Effec&ociety for the
Advancement of Excellence in Education.

23 Education in Sweden http://www.sweden.se/eng/HBhetation/Basic-education/Facts/Education-in-
Sweden/.
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7.12.0f these approaches to diversity, the major coutioip in England in terms of the
number of schools has come from specialist schddig.such has been the antipathy to
academic selection that none can assess the @bdityapplicants for the subject the
schools purport to specialise in. The specialt$tosls were granted extra money to
specialise, but some have wanted to use this toowmepin subjects in which they were
initially weak. So we have the odd situation tlasiguage and music schools do better
in science than the science schools themseglweghich is all very confusing for parents.

7.13.In contrast, a number of countries do have spstigatihools that are genuinely specialist
in that they recruit on talent for the subject. dwg OECD countries they are generally
upper schools, and there are science schools itJtited States, Japan, Korea and
Turkey. Entry can be highly competitive, so thathim systems we have characterised
as non-selective there can be highly selectivegsabps. The Bronx High School of
Science in New York (see Chart 7.2) has been s@riation of many.

Chart 7.2: Bronx High School of Science, New York

Entry by competitive examination. Number of studeon roll in 2007: 2,670 in grades 9-
12. Approx 700 students admitted annually. OpeNeéw York City residents. Acceptance
based on score attained in SHSAT. Public-funded slgyool. Diverse student body
representing almost every ethnic group in New Yavkh even split between males and
females. Over 60 extra-curricular clubs. Many oamity partnerships, including
Columbia University, NASA, Mt Sinai Medical Centr€isco Systems Inc. Six Nobel
laureates among its alumni.

7.14.There are about one hundred schools in the Unitag$Sspecialising in science, maths
and technology. Out of the 50 states, 30 havasedtablished such schools. Between
them they provide for some 47,000 pupils, but Has to be seen against a background
of nearly 20,000 public high schools and 15 millmupils in grades 9-12, and 3 million
in grade 12 alone. Unlike the ordinary public hggiinools, the specialist schools have a
selective intake. In New York, for example, eighiid ninth graders residing in New
York City can take the Specialised High School Assions Test (SHSAT), which is
used to determine admission to the eight specisdisbols. About one in five of the
applicants (for example 6,100 out of 29,000 in 9C0& successful.

7.15.School diversity in England has run into the dileanaf who gets the places. Specialist
schools have foundered because without being abbkelect on talent they have not
really been able to specialise. When city techgwloolleges and academies have
become popular they too have not been able to tsamdemically. A variety of
admission processes have been tried. One thafirging ground is banding -
administering a test not to select the most ahléals a basis for accepting applicants
across the range of those coming forward. Losehiave been tried but discontinued
though they are used as a tie-breaker in settllagep within bands. Other schools

24 Sports colleges, performing and visual arts, modareign languages can select up to 10 per dent o
their intake on aptitude, but most do not. At timee this also applied to design and technology.
Sciences and maths schools, among others, aremitfed to do so since these subjects are regasied
involving abilities.

5 Smithers, A. and Robinson, P. (2008pecialist School8uckingham: The Carmichael Press.
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7.17.

apply the national admissions code. This can teaatademic selection being replaced
by social selectiof.

Grammar Schools

Within non-selective systems vestiges of acadeglection have survived. As a result
164 of the 3,092 secondary schools in 2008 werengia schools selecting their
intakes. In addition, another 44 comprehensivegmed or gained the right to partial
selection by ability or aptitude. In Australia tgevernment-funded independent and
Catholic schools have been proving so attractia the state of Victoria has been
fighting back by opening some new grammar schoots -the grounds they are very
popular with parenté.

Résumé

Sub-groups of schools within mainstream educatigstesms illustrate a variety of
approaches to admissions. Where diversity has éeeouraged as a basis for parental
choice applications are rarely likely to coincidaetly with the places available. In the
United States random allocation is a favoured neetho Sweden, on the grounds that
for-profit providers are likely to expand provisibtm meet unmet demand, it is assumed
the problem will not arise and any competing clacaa be settled by first-come-first-
served. Academic selection has survived in England new grammar schools are
being opened in Australia. The leading independehbols in England, free to admit
on any basis they want, use entrance tests. Adadeim England have tended to
gravitate towards banding, that is quotas acrossliility range. We assess the impact
of the different OECD national systems on educatiperformance and social
segregation in the next chapter. But, as we hasen shere, the mainstream
characterisation may conceal the many nuancesnaatisountry.

%6 Smithers, A. and Robinson, P. (2010jorlds Apart London: The Sutton Trust.
27 personal communication, Catholic Education Off\de]bourne.
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8.1.

8.2.

8.3.

8.4.

8. Impacts and Outcomes

Across the OECD education systems are organisechainy different ways with a
variety of admission arrangements. It is intergstio ask, therefore, what are the
consequences of differentiating early or late, leetwor within schools, or allowing
parents to choose schools over some authorityrasgighe places. Frustratingly, it is
hard to get unambiguous answers. In the case ofendystems so many things other
than the grouping of children are involved amongnth the importance attached to
education, how much money is put into it, the duyabf teachers, employment
opportunities, and the extent and type of immigrati There are also issues about how
success is to be judged. Is a good educationmsystee that identifies and develops
talent to the fullest even if outcomes are unequnal resources are applied unevenly, or
is it primarily one that seeks to promote equadityl a cohesive society? These ends
may not be entirely compatible.

It is also not easy to judge the success of sctypals. It can usually be shown that
particular types - charter schools in the Unitedte&, Kunskapsskolan in Sweden,
academies in England - do better than mainstrednmo$s. But it is not clear whether

this improvement in individual schools means anrmapment in the system as a whole
or whether it is mainly due to the redistributioh pupils with the more able and

motivated clustering in those schools. The failafethe early success of specialist
schools in England to scale up to the system ashalewsuggests that pupil

redistribution occurred.

Performance

The best source of data for comparing educatiotesys is the OECD'’s three-yearly
PISA surveys. In analysing the 2006 surveys Pl&#&ied out broad correlations
between a number of structural features of the atilut systems and performance in
science. Chart 8.1 shows that only two associatwgre statistically significant both to
do with how spread out the results were. Esséntiaéy showed the more spread out
the scores, the higher the mean performance, pisobabause the system was getting
the best out of the potentially top performers.isTimding is something of a blow for
the OECD which has been extolling the virtues ajhhperformance low variance
system&.

None of the other features correlated with perforoeain the science tests. Not the
number of distinct school types or educational paognes; nor the first age of
selection; nor the proportion of repeaters; nontmgance between schools. There were
hints of links with social background and whetheare were external examinations, but
these were a long way off significance. Does thesan then that there is no connection
between the organisation of the education systairhaw well pupils do? Or is it just
a failure to demonstrate it? We should not bersseg at the lack of even tenuous links
to emerge in the OECD analysis. The variables werg broad brush, the science test
is a literacy test with a mix of components and yn#rings intervene between the
organisation of the education system and the mesWor example, the proportion and
kinds of new entrants to the country has a big ihpacross the OECD indigenous
pupils scored on average 506 on the science measmpared with 453 for first
generation immigrants and 466 for second generationigrants. In the analysis they
are all bundled up together. Similarly, the reswite an amalgam of the scores of

8 OECD (2004)Learning for Tomorrow’s World. First Results fronSR 2003 page 197.
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8.5.

8.6.

government and independent schools. Across the BDDBGvernment-run schools
scored on average 496, government-funded indepénsighols, 515, and fully
independent schools, 544.

Chart 8.1: Correlations with Mean Performance on the Science Scale

Correlation

Coefficient Probability

Feature

Number of school types or distinct educational paognes
) -0.15 0.45
available to 15-year-olds

Proportion of 15-year-olds enrolled in programnies give access
to vocational studies at the next programme levelirect accessto  0.17 0.40
the labour market

First age of selection in the education system 0.23 0.23
Proportion of repeaters in lower secondary edunatio -0.20 0.28
Proportion of repeaters in upper secondary edutatio -0.22 0.24
Variance of student performance on the science scal 0.47 0.01
Total variance expressed as a percentage of thageveariance in
. 0.46 0.01
student performance across OECD countries
Variance between schools expressed as a perceasftdgeaverage
: : . -0.03 0.88
variance in student performance across OECD castri
Strength of the relationship between student pevémce and the
: . . -0.30 0.10
PISA index of economic, social and cultural status
Existence of standards-based external examinations 0.29 0.12

1. Values shown in bold are those statisticallydigant at the 5 per cent level (P<0.05).
Source PISA 2006, Volume 1 - Analyses, Figure 5.2, page.

Perhaps then it is optimistic to expect anythinglafrom the data, but it is possible to
drill deeper. In this report we have brought tltucation systems of the OECD
countries together in five groups, one of which (e have characterised as selective
since there is differentiation between schools lmitg in lower secondary education.
This interpretation is borne out by the reportstttgd headteachers in the survey on
school admissions (Chart 3.3, page 15). In additwo other countries - Japan and
Korea - reported admissions to be mainly on acadestcord reflecting the highly
competitive entry to upper secondary education.nc&ithe PISA survey was of
performance among 15-year-olds it is reasonabladw in these two countries as
selective systems since there would have been &wbhab in lower secondary
education. In two countries Mexico and Turkey médiBryear-olds were not in
education so we have left these aside in this cosgpa

On these assumptions we have been able to divideDOgountries into ten countries
with selective education systems (Austria, CzechuRkc, Germany, Hungary, Japan,
Korea, Luxembourg, Netherlands, Slovakia, SwitzetjJaand 18 with non-selective
systems (Groups I, lll, IV, V minus Turkey). In &h8.2 we compare performance of
the two groups on the science scale overall andithensions of which it is composed.
On all parts the selective systems were ahead, oome smore than others. The
difference was highest for ‘knowledge in the phgbisciences’ where the selective
systems on average scored 518 against 500 foraheselective systems. There was
almost no difference on ‘identifying scientific igss’. Overall the selective systems
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8.8.

were ahead by 511 to 503. This is in spite ofgdlective systems including one low
performer (Luxembourg) and the non-selective systame very high performer
(Finland). If these are excluded the differenaepioysical science knowledge becomes
522 against 496.

Chart 8.2: Selective and Non-Selective Systems

Scale Selective Non Selective
Physical Systems 518 500
Living Systems 512 506
Earth and Space Systems 511 502
Knowledge About Science 508 505
Using Scientific Evidence 512 503
Explaining Phenomena Scientifically 513 503
Identifying Scientific Issues 505 504
PISA Overall Score 511 503
PISA Percentage High Performers 10.1% 9.3%
TIMSS 2007 Grade 8 Science Scbre 546 512

1. The Selective group are the 10 countries in Ohar which the headteachers reported
that academic record and recommendation from fesdeool were a major factor in
school admissions. Non selective systems are8hmntries in which academic ability
was not taken into account. Mexico and Turkey Hae@n excluded because less than 90
per cent of 15 year olds in education.

2. 633.3 points and above.
3. 4 selective systems and 6 non-selective syséésngook part in TIMSS 2007

Sources PISA 2006, volume Il, Analyses, Data, Tables 22.8a, 2.2c, 2.3c, 2.4c, 2.7,
2.8, 2.9, 2.10, pages 27-52; TIMSS 2007 Mathematis Science Achievement at the
8th Grade Summary Sheet.

Chart 8.2 also shows that, in line with PISA’s fimgl that the countries with a larger
spread of scores tended to get the better meaessdibie selective systems having a
somewhat higher proportion of top performers. ®&the countries also participated in
the 2007 Trends in International Mathematics anegrdée Study (TIMSS) of science
performance among eighth graders (14-year-olds)our Fwere selective (Czech
Republic, Hungary, Japan and Korea) and six noecsee (England, Australia, Italy,
United States, Norway and Sweden). Here the éfffee in favour of the selective
systems was greater 546 to 512. The bigger difeerecould reflect the particular
countries involved, but it could also have been thu¢he nature of the tests. The
TIMSS science scale is more directly related taicula and about testing knowledge,
so it is closer to the knowledge components of P&&Awhich the differences were
greater.

Too much importance should not be read into whatadéter all small differences. But
the findings do at least show that we should noétcgeried away with Finland. And
they do challenge what has been PISA’s narratiee fthe outset: that non-selective
systems do better. Non-selective systems may bgable on other grounds — for
example, social cohesion and some interpretatibresjaality - but in terms of getting
the best out of pupils in the sciences at leasisa can be made for selective education.
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Social Outcomes

8.9. PISA has also collected information on how pup#syvbetween and within schools
and how much of this variation is attributable tmial background. Chart 8.3 sets out
the data for our five groups.

Chart 8.3: Variance Between and Within Schoofs

Variance? Variance Explained by
Group Country - Social Background
Between  Within Total Between  Within
Schools  Schools Schools  Schools
England 23.5 97.8 124.4 8.6 6.1
Australia 19.8 91.1 110.6 7.8 4.3
Canada 17.9 79.3 97.5 4.3 3.2
New Zealand 20.0 106.0 125.2 10.6 10.1
Austria 60.7 50.7 106.5 7.9 0.6
Czech Republic 62.4 55.9 108.0 12.7 1.7
Germany 66.2 50.8 1104 11.6 1.4
Hungary 60.5 38.5 86.1 9.4 0.2
I Luxembourg 30.5 72.7 104.3 124 6.0
Mexico 25.5 38.2 72.3 4.2 0.3
Netherlands 59.6 40.0 101.2 6.8 0.7
Slovakia 40.9 55.6 96.4 11.7 2.6
Switzerland 37.5 66.7 109.6 8.0 4.8
Belgium 57.0 53.0 109.1 11.7 2.0
Italy 52.6 51.8 100.8 4.8 0.4
o Portugal 27.8 58.5 87.2 8.8 3.6
Spain 12.7 74.2 90.8 5.0 5.3
Greece 48.5 55.1 93.9 11.3 1.7
Ireland 16.9 82.6 98.9 7.4 4.9
Japan 53.0 59.4 109.4 29 0.1
v Korea 31.8 59.3 90.2 3.8 0.4
Poland 12.2 78.9 89.7 55 8.6
USA 290.1 94.0 124.7 12.7 7.7
Denmark 14.8 82.0 95.6 6.0 8.1
Finland 4.7 76.7 81.4 1.2 5.5
v Iceland 9.3 95.4 103.2 0.1 6.4
Norway 9.9 88.8 99.1 2.8 5.2
Sweden 115 85.8 96.3 4.4 6.2
Turkey 40.8 35.8 77.2 5.9 0.7
OECD Average 33.0 68.1 100.0 7.2 3.8

1. Bold figures signify 0.5 SD or more above OEG/erage.

2. Variance expressed as a percentage of the @veasignce in student performance across OECD deant
3. Social background measured as PISA Index of@o@n social and cultural status.

Source PISA 2006, Volume 2 - Data, Table 4.1a, page 96.

7.18.Not surprisingly, it is the selective systems (Gradl) that have the greater variation in
performance between schools, and the non-selestiwendary systems (Group I) and
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the all-through schools of Scandinavia (Group \4tthave the greater variation within
schools. They are not alone however. The UnitiedeS and Ireland also have high
variance within schools and Belgium, Italy, Greetapan and Turkey between them.
England, New Zealand and the United States havelbigels of variation overall while
the school populations of Finland, Hungary, Mexiaod Turkey are much more
homogenous. In the case of the latter two thiddctwe because not everyone is in
school and those attending could be from similakbeounds.

Chart 8.3 also shows how much of the variance batwand within schools can be
attributed to social background. Given the coesistfinding that educational
performance and socio-economic status are clogated it is not surprising that a
pattern emerges across the different educatiorersiggst The Scandinavian countries
(Group V) are the most distinctive with a high pogpn of the variation in
performance within schools, but relatively littlettveen schools attributable to social
background. The reverse obtains in some but hof #he selective systems (Group II)
But ability is not the only reason for social difaces between schools. The United
States, Belgium, Greece and New Zealand, all halaively high proportions of the
variance between schools attributable to PISA’'snenuc, social and cultural index
even though they do not select by ability.

Parental Choice

As well as the impacts of the structure of educaicystems on performance and the
distribution of pupils it is important to ask isetltheory that parental choice leads to
better outcomes borne out. Woessmann (2009) nthkelsold claim that choice is ‘a
tide that lifts all boat$’. He and his colleagues arrive at this concluiom analysis

of the PISA 2003 round of tests. They took thepprtion of pupils in private schools
as their main measure of choice and competitionfamad that pupils in countries with
more private schools tended to do better. Theeffas enhanced if the private schools
were government funded. Woessmatral also claim to have demonstrated a choice
and competition effect among state schools. Tlewyd that in urban areas where
choice of school was possible pupils who said tveye attending a school because it
was better tended to obtain higher maths scores pupils who said they were
attending a school because it was local.

The raw 2006 PISA science results support Woesssatam that pupils in private
schools do better. In Chart 8.4 independent sshdefined as government-funded
autonomous schools and fee-paying independent ksclame compared with schools
that are government-run. Overall there is a 2hipdifference in favour of the
independent schools. The PISA analysts themseawesnot comfortable with this
finding and believe that it is due mainly to theiabcomposition of the schools. When
they allow for differences in the background of thakes, the difference reduces to
eight points. Further when they build in an adjestt for the context created by socio-
economic status they can turn the difference ini@ goint advantage to government-
run schools. But socio-economic status is so bloassociated with ability that to
measure one is to measure the other. Removing-sgonomic factors also takes out
ability differences. An alternative explanationRiSA’s results, therefore, is that the
government-run/private divide is attributable te #bilities of the intakes.

29 Woessmann, L., Luedemann, E., Schuetz,G and \MeRt,(2009).School Accountability, Autonomy
and Choice around the Worl@heltenham: Edward Elgar.
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Chart 8.4: Science Scores of Independent and Govenent Schools

0 .
Group  Country® Indep/gndent In?nicuc?sres Asdéussfjel:j f% ASdIJEuSS tlggrji?sr
School$ Govt** Pl & School
England 6.2 86 51 16
| Canada 7.0 44 26 10
New Zealand 4.5 77 39 10
Austria 9.3 -1 -8 -19
Czech Republic 3.7 -23 -30 -41
Germany 5.7 40 20 -12
Hungary 15.8 34 12 -15
Il Luxembourg 14.4 -25 -20 -13
Mexico 10.3 53 17 -21
Netherlands 67.0 3 4 7
Slovakia 7.7 15 -2 -18
Switzerland 4.5 -2 -26 -63
Italy 3.6 -18 -24 -38
" Portugal 9.0 24 16 9
Spain 34.7 38 16 5
Greece 51 76 30 -39
Ireland 58.2 34 20 7
v Japan 29.9 -13 -26 -58
Korea 46.3 -4 -2 1
USA 7.4 63 28 0
Denmark 23.9 17 8 1
v Swedetfl 8.3 30 17 9
OECD Average 4.1 25 8 -12

1. Countries omitted if fewer than 3 per cent iddpendent schools or data withdrawn by the govenime

2. PISA counted both the government-dependent $&hmad private schools as independent in these
calculations.

3. Independent schools scores minus those of goerhschools.

4. Figures in bold 0.5 SD or more above OECD awerag

5. Pupils’ family background taken into accounbtigh Index of Economic Social and Cultural Status.
6. Adjusted for economic, social and cultural ssagtischools.

Sources PISA 2006, Vol 2 — Data, Table 5.4, pages 166.

8.13. The differences also relate to selection in theeggstem. What stands out in Chart 8.4
Is that the biggest differences in favour of indegent schools occur when the state
system is non-selective (Group 1). In contrastewkhe raw scores are adjusted for the
social background of the pupils and the schoolflnedl the selective systems (Group
II) show a difference in favour of state schoolsappears that the performance gap is
narrowed when there are selective government-rhods®.

% |n England the proportion of pupils going to indadent schools declined to less than 5 per cehein
heyday of grammar schools. Even now parents wiltipeir children in for grammar school entrance
exams and pay for them to go to an independenbéihthey are unsuccessful.
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8.14.

Résumé

Analysis of the PISA 2006 science results failsupport the long-standing claim from

the PISA that non-selective systems do b&tteThere are even indications that the
science scores are higher in selective system$ie TIMSS 2007 results also show
differences in favour of selective systems. Salectystems show the largest variation
in social composition between schools and non-Beéecsystems within schools.

Within school variation is higher in the non-seleetcomprehensive systems of the
English-speaking world than the all-through schomisScandinavia suggesting that
social selection is occurring. Private schoolsbétter than government-run schools.
This has been variously interpreted as arising ftbm beneficial effects of parental
choice, the role of socio-economic factors, anditglaifferences.

%1 pISA itself admits as much Bcience Competences for the Modern World. Volum@dalysispage
222, ‘The OECD countries with more stratified edigrasystems tend to perform less well, but this
tendency is small anabt statistically significant{our italics). This is even after including Jajzam
Korea with the non-stratified systems.
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9.1.

9.2.

9. Shaping the Education System

Our major themes have been school structures apil gdmissions. One affects the
other. Structures may determine the admissionepiare, so that if there are schools
for the very able, there has to be way of seleatingeducational merit. But also the
admissions procedures can influence the shapesddytstem. If schools, for example,
inadvertently select on social characteristicspstdhbearing the same label will come
to differ markedly from each other. In considerisiguctures and admissions, it is
important to distinguish entry to lower secondadly@tion which is compulsory from
entry to upper secondary education which in mamytees is voluntary.

Admissions to Lower Secondary Education

Across the OECD there are at least a dozen wageatling who gets to go to what
school, ranging from unfettered parental choiceupils being assigned to particular
schools by a relevant authority. These are ligte@hart 9.1 together with examples
and a brief indication of the advantages and dralkda Parental choice can be
unrestricted, limited to residence zones, or tdi@aar types of school. The other side
of the coin of parental choice is that where thare more applicants than places
decisions have to be taken about who gets in. @shim effect, select. They may be
governed by a national admissions code, adopt proagd enrolment scheme, or they
may be free to decide by whatever means. Schoalswork together to smooth out
any imbalances. One Roman Catholic school may Ibe more popular than another,
for example, but the parents be persuadable agioes grounds to accept a place at the
less desirable one. Academic selection both betwee® within schools is widely
practised. Ability testing is not always usedderitify the highest performers; it can be
used as a basis for quotas across the ability raimpere are examples of lotteries and
first-come-first-served being employed as tie-bezak Sometimes it has been assumed
that competition between parents for places coel@dt round by creating more good
schools. Oversubscription does not become an i$quaents, as in some countries,
will accept being assigned to a school, since gromi can be closely matched to the
places needed. Nowhere seems to resolve the cbiopdor places by pricing, the
essence of markets, so the application of a matké&tsophy to school admissions can
only be patrtial.

Chart 9.1: Potential Methods of School Admissions

Method Examples Advantages Drawbacks

Choices may not

Maintained schools in L correspond to places s
Parents in driving seat

Parental Choice:
parents free to expresg

(=}

preferences England there _has to be
selection by schools
A place in a local
Restrictions on school is assured, but | Difficult to draw school
g Denmark, Norway, ; .
Choice: parent free to parents can apply zones especially in
T Sweden, Portugal . . e
choose within limits elsewhere if there is | cities
room.

Admissions Code:sets
out national criteria
including proximity,
siblings, faith,
disabilities etc

Loopholes have to be
Engl_and, Portugal, Sets out national rules close.d complicating the
Spain code; appeals
bureaucracy
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Enrolment Scheme:
authorisation of
individual school’s
admissions scheme

New Zealand, Ireland

Schools can prioritise
according to local
circumstances

Schools will grow apart
with the gap between
the best and the worst
likely to increase

Schools Free to
Admit how they
Choose

Independent schools

Underlines school
autonomy

As for enrolment
schemes, plus some
schools would choose
to introduce academic
selection

Similar Schools in
Consortia

Catholic schools in
Australia

Places provided in a
similar school if first
choice cannot be met

Schools have to be
genuinely similar eg
bound by a shared
ethos

Academic Selection:
admission by test
and/or academic recor

Selective education
systems as in Germany
Netherlands; upper
secondary education ir
dmost countries;
specialist schools as in
USA, Japan, Korea,;
independent schools

Pupils admitted on
educational merit
irrespective of home
income

Those not selected car
become disaffected

Banding: pupils tested
but places distributed
across ability levels

Some academies in
England

Intake from across the
ability range

For popular schools
competition more
intense in upper bands
S0 parents may tell
children to do badly in
the admissions test

Random Allocation

Lower secondary
education in Korea;
charter schools in USA

By definition fair

Parents may object to
losing control

First-Come-First
Served

Belgium; ‘free schools’
in Sweden

Applies the principle of
the queue

Can lead to
Wimbledon-tennis-type
queues

Pupils Assigned to
Schools:parents may
be able to apply for
derogation

France; Turkey

Cost effective because)
it is possible to plan
accurately for places
and takes away the
angst of choosing a
school.

Parents who have
expecting to choose ar|
unlikely to want to be
told what to do

More Good Schools

‘Free schools’ in
Sweden

Over-subscription
sorted by opening mor
good schools

Not easy to open a
| good school; may
" merely shift over-
subscription

Price

None, not even
independent schools

Essence of markets

Able children from low
income homes shut ou

9.3. In England a mix of admission arrangements is us&chools mainly have to comply
with a national admissions code which as it hasngtted to plug perceived loopholes
has grown more and more elaborate. Some schoelsnacharge of their own
admissions; others receive applications via loo#tharities. The 164 grammar schools
select on ability and 44 comprehensive schools hatened or gained the right to
select part of their intakes on ability or aptitud€uriously, the specialist schools are
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9.4.

9.5.

9.6.

9.7.

not able to select on ability unless they are dyegrammar schools. The new
academies are experimenting with lotteries and ibgndSecuring entry to a popular
school has become a major logistical exercise &emts. The canny ones study the
admission code and seek to move as close to tlivedisshool as possible, demonstrate
membership of a church if it is a religious schawolclaim particular needs. Once they
have got one child into the desired school they redaix because brothers and sisters
would be admitted on the siblings rule.

If a government wanted to simplify the arrangemeantd cut through all this game
playing what should it do? The answer depends loat W wants to achieve and how it
views the composition of schools. Assuming it \gattite system to run on parental
choices, we can see four main options: enrolmdmgraees, restricting choices, random
allocation and academic selection

Enrolment Schemes

In our view the admissions code has become so ¢oabgdl because it is an attempt to
cover all bases on a national scale. There wopjitear to be good arguments for
allowing each school to arrive at an enrolment swhé¢ailored to local circumstances
which would be approved by some relevant authorifis would be in keeping with
the Academies Act 2010 which paves the way fore‘feehools’ and an extended
academies programme and with the Government'salesipromote school autonomy.
Acceptable criteria could be defined narrowly ornsiderable freedom allowed.
Schools could even be permitted to select on ghilthey wished. This would get the
Government off the hook over grammar schools. duld also be a way of making
specialist schools a reality.

There could be problems of acceptability to thetelate, but these could be got round
by pitching the framework in which schools had fete at the right level. More

fundamentally, schools would be likely to grow het apart. Good schools would

become even better, and less popular schools wmailikely to struggle even more.

But the very great advantage is that, consistettt thie Government’'s philosophy, it

would greatly reduce the bureaucracy of centratrobn

Restricting Choices

The Scandinavian countries are able to take mut¢heopain out of parental choice by
the use of school zones. Parents who live withenzone are guaranteed a place; they
are free to apply elsewhere but will only gain askion if there is room after priority
has been given to local children. OversubscriptioEngland stems in part from the
Greenwich judgement which ruled it unlawful to ristentry to local authoriti€é
Limiting choices does have some appeal in thassuiees places. But it would not be
easy to apply in England due to the difficultieddnawing enrolment zones, especially
in London and other cities. Living in the zonesgolod schools would put an even
greater premium on house prices and lead to momalssegregation. In a
heterogeneous country like England it would, ireefff become school selection through
house prices.

%2 House of Commons Education and Skills Committ@943. Secondary Education: School
Admissions. Fourth report of Session 2003-04, Va@umpage 11, footnote 13.
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9.8.

9.9.

9.10.

9.11.

Random Allocation

If, on the other hand, the Government wanted sshtwobecome more similar in their
intakes, then the simplest and fairest way of athge that would be by random
allocation. Parents would be free to choose adchat if there were more applicants
than places, who got them would be decided by nendtocation. This has been
employed successfully in lower secondary schoolkarea and charter schools in the
United States. But it is not without its problemElectorally, it might be difficult to
win acceptance for it among those parents who khow to manipulate the present
arrangements and are confident of getting theitdam into the preferred school.
Random allocation would take this power away friwen. If there is a good school A
alongside a poorer one B then as things stand cpargnts know how to get their
children into school A. However, under random ediiion they could end up in school
B. This would narrow the ?ap, but it would alsocsepa significant number of the
voters needed to get into offiée Technically, too, there are problems, but themed
be ironed out. What for example happens if a gdnas three choices and misses out
on the lot? The child could end up in the leasired of all local schools.

Academic Selection

Such is the emotion attached to selection thatalmost never considered, yet it has to
occur sometime during education. In most counitiescurs mainly on entry to upper

secondary education. But nine countries diffeegatin lower secondary education. In
Australia, the Victorian state government is opgmew grammar schools as a way of
competing with the independent schools. If somability is about ensuring that able

children from low income homes do not miss outnthtieere is a case for testing to

establish who are those able children. John Miajdris massive electoral defeat of

1997 was proposing a grammar school in every tdw,the policy was swept away

with his government. The expansion of the gramswrools, however, remains a

strand in Conservative thinking. This could bessigd by freeing up schools to decide
their own admissions criteria through approved kemeot schemes.

Entry to Upper Secondary Education

There is striking consistency in the upper secondatucation of OECD countries.
With few exceptions it consists of an array of paiis embracing pre-university
studies, technical studies and preparation fov#n®us fields of employment. Entry to
the particular pathway is decided by performandewer secondary education, with or
without an external examination, and is theref@ledive. The different pathways are
of different lengths so that in only three courgreHungary, the Netherlands and some
provinces of Canada - is it compulsory to stay whtfme to age 18. In three others
there is the requirement to remain in educatiotraining at least part-time. But in 12
more countries over 90 per cent of pupils freelyade to stay on.

Upper secondary education in England lacks botltiger shape and widespread appeal
of upper secondary education in other OECD couwstriehere has been much talk of
education 14-18, bude factoupper secondary education begins at age 16 a@SES
Unlike other countries this leaves the various eswgqueezed into two years and while
there is a well-developed ladder into universityBrdish government has successfully
introduced equivalent technical and vocational ifjaations to complete the necessary
array. Education 16-18 is sometimes provided hosts and sometimes in sixth form

% As was seen in Brighton. ‘School lottery systewidis Brighton and HoveThe Argus12 May 2009.
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and tertiary colleges which were originally schoblg now form part of the further
education sector in which they are subject to ckfié conditions. Some upper
secondary provision does start at age 14. Thevomational diplomas are available
from that age and the new technical schools beiagpted by the former Secretary of
State, Kenneth Baker, and supported by the Govaryrbegin at 14.

9.12.In considering the structure of the education syste England, the Government should
give priority to establishing a clear shape for eippecondary educationlt should,
among other things, decide:

* whether it sees it as beginning at age 14 or age 16
« whether it wants education to be compulsory tolje

 what it sees as the future role of the GCSE — désdlgnthe current school
leaving examination — if education and trainingg® 18 becomes compulsory;

« whether there is a case for sixth form collegesiméjg the schools sector.

9.13.0n our interpretation, the lessons from the OEGD ar

» there needs to be a comprehensive array of equivalehways leading to
university, to technical training and to employment

 the pathways would be intrinsically of different ngghs so it is
counterproductive to squeeze them into the staaitgt of a common leaving
age;

* entry to those pathways requires authentic infoionain capabilities;

e there needs to be a clear overarching structuréhéopathways.

9.14.1f the Government wished it could make educationl&4a reality by moving and

adapting GCSE as the national examination for B-péds. This would then become
the natural starting point for an array of awardkirtg young people in different
directions. If these were sufficiently attractiyeung people would want to stay on for
as long as the course took and there would be Bd far all the sticks necessary to
impose staying on to age 18. Education 14-18 ctakd place in different types of
school, further education colleges and the worlgladVithin a differentiated system
there would be the opportunity to make sense ofsgiexialist schools programme by
allowing some to genuinely specialise by selectngtalent for the subject, as is the
case in the United States, Korea, Japan and Turkey.

9.15. An alternative scenario would be to improve 16-38adding to A-levels employer-
designed awards for technical training and worktesl skills which meant something
and led somewhere. But that would still leave logerondary education over-long and
upper secondary education short by OECD standands d® nothing to clarify
education 14-16.

Conclusion

9.16. There should be a better shape to upper secondacaion. In essence there should be
a comprehensive array of pathways chosen on thie basvhat a pupil can do, what
they like doing and what they want to do. It colllelgin as now at 16. But the
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Government should look to making education 14-18adity by adapting the GCSE to
become a national examination at age 14 to prowbjective information about
capabilities. Upper secondary education would bterdntiated, with entry by a
choice/enrolment process. Allowing young peopledexride whether or not they
wanted to stay on would be an important test ofjinedity of what was on offer.

9.17.0n admissions, the Government should ask itsellv lboes it want pupils to be
distributed across the system?

« If it is happy for pupils to separate on sociakBnas now, then it could take
much of the pain out of school admissions by asguchildren of a place at
their local school.

« |f it wants school intakes to become more like eattter, it should introduce
random allocation among applicants.

e If wants children to be grouped on educational tnérishould allow more
selection by ability.

9.18.But it would not be necessary for the Governmertake these decisions at a national
level if it were to allow schools to set their oeniteria. It could follow the example of
New Zealand where schools individually agree eneoiivschemes, or it could go the
whole hog and allow state schools the same freedmmsdependent schools. Where
there was local demand the schools might includeeselement of academic selection,
but this would be for them, not something that westrally imposed.
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