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Foreword

Volume I of this Report contains the facts and figures necessary to support
the analysis of the problems we were set, the arguments we considered and
the conclusions we reached. We set out in this Volume material which we
hope will prove of use and interest for those readers who wish to follow up
in more detail particular aspects of our work.

Apart from Appendices 5 and 7, the Appendices in this Volume are
intended as factual statements prepared by our Secretariat. Appendix 5,
reviewing the research relevant to our work was prepared by Mr. Eric Hoyle
of the Department of Education, University of Manchester. Appendix 7,
surveying the finances of direct grant schools was prepared by Mr. Howard
Glennerster of the London School of Economics.
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APPENDIX 1
METHOD OF WORKING

1. Information was collected and various views were sought in the following
ways :

(i) Questionnaires, sent to the local education authorities, requested infor-
mation about their practice in paying for or assisting pupils at direct
grant and independent schools. Others, addressed to the heads of all
direct grant schools, asked for information and opinions on certain
issues. Two separate sets of questions were sent to the governing bodies
of these schools, one on education and one on finance. The replies to the
latter set of questions are considered in Appendix 7; all the others are
reviewed in Appendix 6. In addition, the information about indepen-
dent day schools collected in 1967 and summarised in Appendix 6 of the
First Report was relevant to the Second Report.

(i) We sought and obtained evidence from groups and individuals inter-
ested in our additional terms of reference. A copy of the letter of invita-
tion is printed in Appendix 4, together with a list of those bodies from
which replies were received. We met and talked with a number of these
groups. Some of the evidence received and considered in connection
with the First Report was also relevant. A brief review of the evidence is
contained in Chapter 6 of Volume I of the Second Report.

(iif) We visited a number of schools—independent, direct grant and main-
tained, and had talks with officers of local education authorities. In
addition some members went to Sweden to see schools and talk to
educationists. Details of these visits are given in Appendix 3.

(iv) We were supplied with detailed information by the Department of
Education and Science, much of which is included in the tables in Volume
I.

2. At our request, the Department of Education and Science sponsored Mr.
Eric Hoyle of the Department of Education, University of Manchester, to
review the research that had been carried out bearing on the topics we were
discussing, and to advise us as we proceeded. A summary of the results of
his work appears as Appendix 5.

3. Mr. Howard Glennerster has continued to advise us on financial issues;
his survey of the finances of direct grant schools is set out in Appendix 7.



APPENDIX 2

LIST OF DIRECT GRANT SCHOOLS AND DAY PUBLIC SCHOOLS

(I) Direct grant schools

Notes:
(i) Source—returns made to Department of Education and Science for
January, 1968.
(ii) All figures except those in the last column relate to the upper school.

(iii) Details of the Trinity School of John Whitgift, Croydon, are included.
This school became independent on 1st August, 1968.

(iv) In the seventh column—‘Number of teachers’—part-time teachers have
been counted in terms of their full-time equivalents.

(v) Only full-time pupils have been counted.

[(vi) Percentages have mostly been rounded to the nearest whole number and
may not add up to exactly 100 per cent.

(vii) Sixth form pupils are those taking courses at a level wholly or mainly
beyond G.C.E. ‘O’ level whether or not the course prepares pupils for
the G.C.E. ‘A’ level examination.
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(II) Public schools

Notes:

)

(i)

(iii)

Our original terms of reference are mainly concerned with public schools,
i.e. the independent schools in membership of the Headmasters’ Con-
ference, Association of Governing Bodies of Public Schools and Associa-
tion of Governing Bodies of Girls’ Public Schools. The First Report
considered boarding schools and listed all schools with boarding places
in Appendix 14 of Volume II. This Second Report deals with the day
public schools, i.e. schools with less than 25 per cent of their pupils
boarding and these have been listed. All details were compiled from
returns made to the Department of Education and Science for January,
1968. Particulars of other independent recognised efficient schools can
be found in the Department of Education and Science publication List
70 (1968).

For the purpose of these lists primary pupils have been defined as pupils
aged 10 and under plus one-third of the 11 year olds, and secondary
pupils as those aged 12 and over plus two-thirds of the 11 year olds.
Where there are boys in the primary departments of girls’ schools
figures have been given separately.

Sixth form pupils are those taking courses at a level wholly or mainly
beyond G.C.E. ‘O’ level whether or not the course prepares pupils for
the G.C.E. ‘A’ level examination.
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APPENDIX 3

VISITS TO SCHOOLS, AND OTHER INSTITUTIONS, AND LOCAL
EDUCATION AUTHORITIES

The members of the Commission visited a cross-section of schools in six
areas. In each case, they met officers of the local education authority and
H.M. Inspectors for the area who gave a considerable amount of background
information. This procedure enabled the Commission to see each school in
the context of its local situation.
In addition to these area visits, members also made a number of visits to
individual schools, meeting the head and usually staff and sometimes also the
officers of the local education authority. Lists of the schools visited and the
local education authorities whose officers were met are set out below.
Members have visited many other schools or met the heads or staff working
in them. Only schools visited in the context of the Commission’s work have
been listed.
Besides visiting schools in this country the Commission decided that it
would be valuable for a group of its members to visit Sweden to see at first
hand the working of a comprehensive system, visiting schools and talking to
educationists, administrators, staff and pupils.

(a) Areas Visited
BEDFORD

Bedford High School I: G
Bedford Modern School DG: B
Bedford School I:B
The Dame Alice Harpur School DG: G
Goldington County Secondary M: B/G
Bedford Pilgrim School M: B/G
Stratton School M: B/G
Westfield County Secondary M: B/G
Luton VI Form College M: B/G
Mander College FE
BLACKBURN
The Billinge School M:C: B/G
Notre Dame Grammar School DG: G
Queen Elizabeth’s Grammar School DG: B
Shadsworth High School M:C: B/G
St. Mary’s College DG: B
St. Wilfrid’s C. of E. School M:C: B/G
Westholme School I: G
College of Technology and Design FE
BRISTOL
Bristol Cathedral School DG: B
Bristol Grammar School DG: B
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Colston’s Girls’ School
Hartcliffe School

*La Retraite High School
Portway School

*Queen Elizabeth’s Hospital
Redland High School
The Red Maids’ School
St. Brendan’s College
St. Mary Redcliffe and Temple C. of E. School
Bristol College of Commerce
Bristol Technical College

LONDON

Blackheath High School

Bishop Thomas Grant School, S.W.16
Croydon High School

Godolphin and Latymer School, W.6
Holloway School

Islington Green School

James Allen’s Girls’ School, S.E.22
Kidbrooke School, S.E.3

King’s College School, Wimbledon
Mayfield School, S.W.15

North London Collegiate School, Edgware
Old Palace School, Croydon

Sarah Siddons School, W.2

Sutton High School

St. Richard of Chichester School, N.W.1
Tulse Hill School, S.W.2

William Ellis School, N.W.5

MANCHESTER

Cheetham Secondary School
Chetham’s Hospital School

*The Hollies Convent F.C.J. Grammar School
Loreto College
The Manchester Grammar School
Manchester High School

*Notre Dame Convent High School
Poundswick High School

*St. Bede’s College
St. Pius X R.C. School
William Hulme’s Grammar School
Withington Girls’ School
Xaverian College

NEWCASTLE
Barnard Castle School, Durham
*Convent of the Sacred Heart Secondary

Grammar School
Dame Allan’s School

M :C: B/G
DG: G
M:C: B/G
DG:B
DG: G
DG: G
DG: B
M:C: B/G
FE

FE

608064267
gw Qg@
Q Q

TETREEPREY

vk Quivi<
=3628208w;
Q

DG: B

DG: G
DG: B
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*Dame Allan’s Girls’ School
La Sagesse Convent High School
Manor Park School
Newcastle upon Tyne Central High School
Royal Grammar School
Slatyford School
St. Cuthbert’s Grammar School
Charles Trevelyan Technical College

(b) Other schools visited

Abingdon School
*Bablake School, Coventry
*Barr’s Hill School, Coventry
" Binley Park School, Coventry
Bolton School for Boys
Bolton School for Girls
*Caludon Castle Comprehensive Secondary,
Coventry
Canon Slade Grammar School, Bolton
Caterham School
*Cathedral C. of E. City High, Wakefield
Dauntsey’s School, Wiltshire

The Hulme Grammar School for Boys, Oldham
*The Hulme Grammar School for Girls, Oldham

*Kettlethorpe City High, Wakefield
King Edward’s School, Bath
Kingsfield School, Gloucestershire
*King Henry VII School, Coventry
*Lavington Controlled School, Wiltshire
Leeds Grammar School
Loughborough Grammar School
Loughborough High School
*Lyng Hall Comprehensive Secondary,
Coventry
Nottingham High School
Oakham School, Rutland
President Kennedy Comprehensive School,
Coventry
Queen Elizabeth Grammar School, Wakefield
Rosebery County School, Surrey
School of St. Helen and St. Katharine,
Abingdon
Shebbear College, Devon
*Stoke Park Secondary School, Coventry
St. Anne’s Grammar School, Southampton
St. John’s College, Southsea
*Thornes House School, Wakefield
Wakefield Girls’ High School
*Whitley Abbey Comprehensive Secondary,
Coventry
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*The Woodlands Comprehensive Secondary,
Coventry M:C:B
Key:  C—Comprehensive B—Boys
DG—Direct Grant G—Girls
I—Independent B/G—Mixed

M—Maintained
FE—Further Education

*In the case of these schools members of the Commission, in their official
capacity, met the head and in some cases governors or staff, but did not visit

the school.

(c) List of local education authorities whose officers met members of the

Commission
Bath
Bedfordshire
Berkshire
Blackburn
Bristol
Cheshire
Coventry
Croydon
Leicestershire

Inner London Education Authority
Lancashire

Manchester

Newcastle upon Tyne
Northumberland

Oldham

Rutland

Southampton

Stockport

Wakefield
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EVIDENCE

Section' 1 Letter inviting evidence

Section 2 (a) Organisations which submitted cvidehce
(b) Individuals who submitted evidence
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SECTION 1
LLETTER INVITING EVIDENCE

‘The ................ [Name of Organisation] ........................
was good enough to offer evidence to this Commission on the integration of
the public schools, following the invitation sent to you in May 1966.

The First Report of the Commission is concerned only with public and
other independent boarding schools. There is to be a Second Report on
independent day schools, and direct grant grammar schools. You may
remember that our terms of reference were extended in October 1967 when
the Commission was asked to ‘“‘advise on the most effective method or
methods by which direct grant grammar schools in England and Wales and
grant-aided schools in Scotland can participate in the movement towards
comprehensive reorganisation, and to review the principle of central govern-
ment grant to these schools™.

I am writing on behalf of the Commission to invite you to submit further
evidence, primarily on direct grant grammar schools, but also on any aspect
of independent day schools. You need not repeat any of the evidence you
have already sent us but you may wish to add to it.

The Commission is on this occasion approaching a more limited number of
bodies than in 1966; all of them are familiar with the direct grant schools
and there is no need to prepare a questionnaire for them. The general problem
to be considered is posed in the terms of reference, and any suggestions of
ways in which those schools could take part in the movement towards com-
prehensive reorganisation will be very welcome. The Commission will also
have to consider whether the present arrangements for paying grants to the
direct grant and Scottish grant-aided schools should continue, be modified or
abandoned. If these arrangements continue, have these schools a distinctive
part to play in the national system of education? Their place in a local
comprehensive organisation must depend partly on their size and resources,
and also on the reorganisation proposals of the local education authority or
authorities concerned. The Commission hopes that those giving evidence
will help them to arrive at constructive proposals in the light of these
questions.

1t would be very helpful if we could have 40 copies of your evidence, but if
this is difficult please send three and the Commission will arrange for further
copies to be made. The Commission would be grateful to have your evidence
before the end of December, and sooner if that is possible.’
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SECTION 2

(a) ORGANISATIONS WHICH SUBMITTED EVIDENCE
Assistant Masters’ Association
Association of Assistant Mistresses
Association of Catholic Direct Grant Schools
Association of Chief Education Officers
Association of Education Committees
Association of Governing Bodies of Girls’ Public Schools
Association of Governing Bodies of Public Schools
Association of Head Mistresses
Association of Independent and Direct Grant Schools
Association of Municipal Corporations
Association of Voluntary Aided Secondary Schools
Audits of Great Britain Limited
Bow Group
Catholic Education Council
Church of England Board of Education
Comprehensive Schools Committee
County Councils Association
Direct Grant Joint Committee
‘Forum’—editorial board
Friends of the Girls’ Public Day School Trust
Girls? Public Day School Trust
Headmasters’ Association
Headmasters’ Conference
Hooker Craigmyle and Company Limited
Inner London Education Authority
Methodist Education Committee
National Association of Head Teachers
National Association of Schoolmasters
National Secular Society
National Union of Conservative and Unionist Associations
National Union of Teachers
Parents and Staff Association of Sutton High School
Parents’ Representative Committee of Notting Hill and Ealing High
School
Workers’ Educational Association

(b) INDIVIDUALS WHO SUBMITTED EVIDENCE

Professor G. E. Bacon, Sheffield University
Captain M. J. Button

J. Dawkins, Chief Education Officer for Blackburn
Barbara Forster

Mrs. D. R. Gilbey

Dr. E. Halsall, University of Hull

Dr. I. V. Hansen, University of Melbourne
Professor E. W. Hawkins, University of York

M. G. Hinton, Headmaster of Sevenoaks School
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A. E. Howard, Headmaster of Wandsworth School

K. R. Imeson, Headmaster of Nottingham High School

B. Jackson, Advisory Centre for Education

Lord James of Rusholme

O. F. Kraushaar, Director of a study of the American independent
school

Miss J. I. Leiper, Headmistress of James Allen’s Girls’ School

P. G. Mason, High Master of Manchester Grammar School

C. R. Maxey

I. McCulloch -

Miss M. Miles, Headmistress of Mayfield School

C. P. Milroy, Chief Education Officer for Gloucestershire

R. St. J. Pitts-Tucker, Deputy Secretary of Headmasters’ Association
and Headmasters’ Conference

H. C. Pritchard

M. K. Ross, Headmaster of Crown Woods School

F. H. Shaw, Headmaster of King’s College School, Wimbledon

D. H. Thompson, Headmaster of Chigwell School

L. K. Turner, Headmaster of Watford Grammar School

R. Wort

T.J. P. York

Notes:

(1) Evidence submitted before the Commission was re-constituted, some of
which was relevant to this Report, was listed in the Commission’s First
Report.

(ii) Individual members also received letters from many persons interested in
the future of the schools listed in the terms of reference.

(iii) Evidence applying to Scotland is listed in Volume III.
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THE RESEARCH REVIEWED
by Eric Hoyle

It was an early decision of the Commission that apart from obtaining
questionnaire data from the schools it would initiate no other research pro-
jects. It would have been exceedingly difficult in the time available to the
Commission to complete any major piece of research which would have
thrown light upon the alternative policies available to the Government. How-
ever a considerable body of research findings was accessible to the Com-
mission and the decision was made to consider such of these as time and
resources permitted. The writer was engaged to collate and evaluate existing
research on those topics which emerged during the Commission’s discussions
as having particular interest and significance. The major areas of interest
which emerged were as follows:

(a) The sociology of learning.

(b) Comprehensive education.

(c) The gifted child and his school.

(d) The sixth form.

(e) The staffing of schools. ‘

(f) International comparisons, with special reference to Sweden.
This Appendix is a summary of a series of working papers prepared for the
Commission on these topics. |
Educational research rarely yields unequivocal guides to policy. Large-
scale studies allowing for the necessary control of variables have only recently
been mounted in this country and the results of the more relevant of these
projects are not yet available. Moreover only a limited number of educational
problems is being investigated on this scale. Educational research in this
country has been generally limited in scope and duration and the strict
comparison of results from small-scale studies, often using different methods
of data collection and analysis, is not possible, and the interpretation of
results by individual investigators is open to the distorting effect of precon-
ceived ideas. These problems should be kept in mind by the reader of this
Appendix.

THE SOCIOLOGY OF LEARNING

Every report concerned with the reorganisation of British education which
has been published in recent years has to some degree considered the relation-
ship between social class and educational opportunity. This relationship is
now very familiar. Whether we consider entry into the A stream of the
primary school, eleven-plus results, length of school life at the secondary
stage or many other criteria of educational attainment we find that this shows
a direct relationship with the social class of the child’s family, a relationship
which is not wholly removed when 1.Q. is held constant. It is no surprise,
therefore, that Table 23 in Section 3 of Appendix 6 reveals that children from

39
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working class families are greatly under-represented even amongst free place
holders in direct grant schools. Research on the social determinants of the
capacity to profit from formal education is not sufficiently advanced to pro-
vide unequivocal guides to policy, and, of course, the problem of educational
inequality is unlikely to be capable of solution through educational strategies
alone. Nevertheless the Commission wished to inform itself of the most
recent research carried out in Britain and elsewhere on the social determinants
of educability in order to sensitise itself to the issues involved.

The social determinants of educability

The child’s capacity to profit from formal education is determined by many
factors which can be roughly grouped as follows:

Genetic The influence of heredity.
Physiological The influence of such factors as brain damage received at
birth.

Psychological The influence of interpersonal experiences such as the
child’s relationships with his parents.

Cultural The influence of social experiences common to those
reared in the same culture or subculture e.g. the lower
working class subculture.

Structural The influence of the availability of educational and
occupational opportunities.

Material The influence of such factors as poverty and housing
conditions.

Ecological The influence of the neighbourhood.

These groups of influences are not, of course, independent of each other, nor
are the many variables which could be listed in each group independent of
cach other. They will often hang together and mutually reinforce each other.
Thus a child with a relatively poor intellectual inheritance will often be born
into a family experiencing material poverty, living in what we would now call
a priority area, having little opportunity for social mobility, and transmitting
to its children a set of cultural perspectives which do not emphasise educa-
tional success and therefore fail to motivate the child to take advantage of
formal education. But although there is some tendency for these factors to
occur together in patterns, they may also have different relative effects upon
the educability of different individuals. Thus in one case genetic factors might
be paramount, in another psychological factors might produce a personality
pattern very low in achievement motivation, whilst in yet another pattern the
emphasis on educational achievement in the middle class subculture might
lead a child reared in such a culture to overachieve educationally relative to
his measured intelligence. A major difference of opinion exists between those
who believe genetic factors to be the major determinants of educability and
those who believe that the influence of the environment is paramount. This
‘nature-nurture’ controversy has a long history, but the most recent debate
has been stimulated by the emphasis on hereditary factors by Professor
Arthur Jensen of California (Jensen, 1969a, 1969b) and has been conducted
largely in the pages of Harvard Educational Review during 1969. In recent
years, however, the tendency has been to focus less upon this basic intractable
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problem in favour of attempting to unravel various environmental influences
over and above the influences which may be due to genetic endowment since
environmental influences are at least theoretically amenable to modification
through social action (sce Bloom, 1964; Wiseman, 1964; Meade and Parkes,
1966; Butcher, 1968; Swift, 1968). These social influences upon educability
can be grouped into four major areas of influence: family, peer group,
neighbourhood and school.

The family

The family milieu influences both ability and motivation. Families differ
considerably in the degree to which they create an environment in which the
skills of reasoning, remembering, exploring and imagining are stimulated.
They also differ greatly in the degree to which they succeed in inculcating
high aspirations towards academic achievement. These differences generally
correspond to the position of the family in the social class structure. Social
class has been a central concept in the study of educability for, as one sociolo-
gist (Kohn, 1963) has expressed it: ‘Members of different social classes, by
virtue of enjoying (or suffering) different conditions of life, come to see the
world differently—to develop different conceptions of social reality, different
aspirations and hopes and fears, different conceptions of the desirable.’
Social class is usually assessed in terms of occupation, and although this is a
rather crude measure it is probably the best available objective indicator of
that complex of cultural factors—language, perceptions, aspirations, values,
life styles—which are shared by people from the same social stratum. These
cultural factors have been the main focus of recent research on the determin-
ants of educability, especially as they influence the child’s intellectual skills
and his motivation to achieve. Research on the cultural impoverishment of
lower working class families has shown how this can inhibit the intellectual
development of the child (see e.g. Deutsch, 1963; Triandis, 1964; Wiseman,
1968). Parental attitudes are known to have an important influence upon the
child’s motivation (see e.g. Floud, Halsey and Martin, 1956; Fraser, 1959;
Douglas, 1964; Department of Education and Science, 1967), and recently
sociologists have been concerned with the fundamental value patterns of
which attitudes towards education are a specific manifestation. Attention
has been focussed upon class differences in such value orientations as time
perspectives (emphasis on the present or on the future), the relationship
between man and his environment (emphasis on passively accepting life as it
comes or on actively manipulating the environment), and relationships with
family on origin (emphasis on family centredness or on independence of
family and mobility). A considerable amount of American research has
indicated the educational importance of these value orientations. In Britain
Jayasuriya (1960) and Sugarman (1966) have demonstrated the general
relationship between parental occupation, value perspectives and children’s
school achievements, but it is interesting to note that the relationship was less
clear for grammar school pupils which perhaps indicates the greater homo-
geneity of middle class values amongst grammar school children whatever
their class of origin. In general it is the children of parents who hold middle
class values—those who are ambitious, plan ahead, defer immediate gratifica-
tion, etc.—who succeed at school. A reasonably high 1.Q. and the possession.
of middle class values tend to go together, but there is some evidence in the
literature that the possession of a high 1.Q. can lead a child from a home in
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which middle class values do not prevail to develop an academic self-
image which enables him to overcome the disadvantages of home background,
but even so the child probably needs the positive encouragement of the school
and a family and a peer group which are at least not discouraging. Value
differences do not only occur between social classes but also within them.
Thus Kahl (1953) demonstrated that differences in aspiration towards college-
going amongst a group of American adolescents from the same social class
(i.e. skilled manual) and of the same general level of ability could be attri-
buted to value differences between the parents, which can be roughly
described as the difference of emphasis between ‘getting by’ and ‘getting on’.
But family values were not completely predictive of college-going aspirations
and it would appear that in the case of some boys ability acted as an indepen-
dent factor. In this country Swift (1967) has shown that within a middle class
sample there was a clear positive relationship between the degree of fathers’
pessimism about the opportunity structure of Britain and their own chances
of upward mobility and the success of their children in the 114 examination.
The pessimistic fathers were largely clerical workers who were knowledgeable
about the opportunity structure and keenly aware of the importance of paper
qualifications, but at the same time they did not necessarily create a cultured
environment for their children.

Thus values, and the aspirations and ambitions which stem from them, to
some extent help to account for differences between and within social classes
in the degree to which children succeed at school. But there are dangers in
overestimating their influence, and Turner (1964) has suggested that the
value differences between social classes may not be as great as is sometimes
believed. The emphasis on value differences and the patterns of socialisation
which lead to these can sometimes serve to underestimate the importance of
the opportunities for social mobility which exist in society. Moreover; it has
been pointed out (Empey, 1966) that aspiration should be seen as relative to
an existing position in the occupational structure. Thus the child of an un-
skilled worker who aspires to take an apprenticeship leading to a skilled
occupation may be relatively more ambitious than the son of a doctor who
wishes to follow his father’s profession. There has been an emphasis through-
out this section on the importance of social class differences, but it should be
borne in mind that ethnic, religious or other cultural factors which do not
have their basis in social class can play a vital role in determining educability,
as in the case of the high academic aspirations of Jewish children. Finally it
should be noted that the emphasis in this section has been upon subcultural
differences, but in many cases the psychological determinants of educability,
for example patterns of family relationships occurring at all social class levels,
will be the decisive influence. This is well-illustrated in a study by Harrington
(1964) which demonstrated for most of the families in the sample a relation-
ship between father’s experience of occupational mobility and parental
emphasis on either the father’s or the children’s careers, but some families did
not fall into these sociological patterns and their child-rearing practices could
be cxplained only in terms of the personality of one or other of the parents
which was in some cases pathological. It would appear from the literature on
the achievement motive (usefully summarised in Klein, 1965; Swift, 1966;
and Banks, 1968) that this may have two origins, subcultural and psycho-
logical, and that there is not necessarily any close connection between the
two.
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Clearly subcultural differences in values arise from different patterns of
socialisation and there is a considerable literature on class differences in
child-rearing practices (see Bronfenbrenner, 1958 ; Kohn, 1964 ; Banks, 1968).
One of the most significant contributions to the study of socialisation and its
implications for education success has been that of Bernstein (1961, 1965).
Bernstein has pointed out that differences in speech forms, which are cultur-
ally and not individually determined, create distinctive forms of relationship
with the environment. Speech marks out what is relevant, and differences in
speech forms mark out different aspects of reality as being important to the
individual. Thus differences in language structure may mark out the present
or the future, the self or the group, the concrete or the abstract as having
prime significance. The child who has access to the elaborated code who is
usually from the middle class, or a family taking the middle class as a refer-
ence group, has an advantage over the child from the lower working class
with access only to the restricted code in terms of the skills and the motiva-
tions which are strategic for educational success. The research findings of
Bernstein’s unit are now in the process of being published (Robinson and
Rackstraw, 1967; Bernstein and Young, 1967; Bernstein and Young, 1969).
Relating the considerable body of educability research, which has only been
very briefly reviewed here, to the position regarding the direct grant grammar
school, we can make the following points:

(a) The social determinants of educability outlined above account for the
direct relationship between social class and free place admissions.
Academic achievement is to some extent a function of social experience
so that selection by academic achievement alone will result in selection
by social class.

(b) Children of fathers in social classes III, IV and V are under-represented
in direct grant schools in terms of the proportions of these classes in
the total population. In the light of the research into the social deter-
minants of educability the handicaps of children from classes IV and
V are so great that the presence of even small proportions in the direct
grant school requires some explanation. No available data provide this
explanation and one must assume that they have had an unusual innate
ability leading them to adopt an academic self-image which has been
supported by their families and/or they come from atypical Class III,
IV and V families in terms of psychological milieu or the
cultural background of mother, father or both.

(c) As one moves along the parental social class gradings of pupils in the
direct grant schools from Class I to Class V, one finds that the lower
the social class the greater the tendency to leave early (Appendix 6,
Section 3, Table 6) and the lower the percentages getting 8 or more
‘O’ levels and 3 or more ‘A’ levels (Appendix 6, Section 3, Table 14).
This conforms with what one might expect from the educability
research. It could be a function of the lower abilitiecs and/or aspirations
of pupils from the lower social classes. The ‘culture-conflict’ hypothesis
is probably far too over-simplified to account for this finding which is
likely to be the outcome of a variety of cultural influences still function-
ing to depress the relative achievements of working class pupils even
when they have gained admission to direct grant schools. In this respect
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the direct grant schools are typical of all grammar schools (Committee
on Higher Education, 1963 Appendix 1). Of course direct grant schools
themselves vary considerably, and some indication of the relative
holding power of schools of different types can be seen in Appendix 6,
Section 3, Table 2. '

Peer group

Although the family exerts a crucial influence upon the intellectual compe-
tences of the child, outside the family the peer group often has a significant
effect upon the individual’'s motivation towards academic achievement.
Very briefly stated the process is that adolescent peer groups are likely to
emerge on the basis of shared values and the member, or aspirant member,
tends to conform to these values in order to enjoy the support of the group.
If the peer group values academic achievement, the conforming member or
aspirant is likely to develop a high academic motivation, but if a low valua-
tion is placed upon academic achievement the reverse will be the case. There
has been a considerable amount of research on the values of adolescent
groups in the United States, but the results are somewhat equivocal. Gordon
(1957) and Coleman (1963) reported that status in the adolescent culture was
determined by athletic prowess for boys and social achievement for girls, but
on Coleman’s own evidence there was a not insubstantial academic sub-
culture in the schools which he studied and membership of the leading peer
groups was not necessarily inimical to academic achievement. Moreover
other research, e.g. Turner (1964), Riley, Riley and Moore (1961) suggests
that a strong anti-academic culture does not exist amongst adolescents. It is
also suggested that peer groups form on the basis of their members’ ambitions
and orientation to academic achievement whatever their social class back-
ground of origin—what Turner has termed stratification by destination.

The peer group has received far less research attention in this country. Here
peer groups have been partly structured through the academic stratification
of secondary schools and similar stratification within schools. Oppenheim
(1955) in a study of clique formation in four London grammar schools
showed that when indicating the characteristics of a desired friend, middle
class boys tended to respond to the items indicating a commitment to school
values more frequently than working class boys. But the research demon-
strated that pupils did not choose their friends on the basis of social class
background. Oppenheim suggests that ‘a ready and friendly acceptance’ by
his middle class peers enables the working class child to adopt the values of
the school. Sugarman (1967) has shown that pro- and anti-school peer
groups can develop in both grammar and secondary modern schools. A
recent study carried out by Ford (1968) showed that there was a close
relationship between social class and stream in the comprehensive school,
which she studied and that the streams were homogeneous in aspiration.
There was a strong tendency for pupils to choose their friends from the same
stream as themselves. House membership had no influence on choice at any
ability level. When friendship choices were examined in a grammar and a
secondary modern school for comparison with the comprehensive school,
there was the hint that within-class choices were greater in the comprehensive
school than in the grammar school—except for the bottom stream of the
latter, thus confirming Oppenheim’s early findings for the grammar school.



APPENDIX 5 45

Ford remarks: ‘We must question our belief that sending children of different
abilities to the same school will in itself break down barriers of class in
interpersonal relationships.” But it should be remembered that this study
was carried out in only one comprehensive school. Another study of friend-
ship and values in grammar, technical high and comprehensive schools (New,
1967) showed that in a ‘community’ comprehensive school with 21.2 per
cent of pupils from the non-manual classes there was a self-preference of the
middle class minority only in one A stream; there was no significant self-
preference in any of the other eight forms.

One must at the same time consider the internal organisation of the school.
As several studies have indicated streaming is a significant factor in peer-
group affiliation. Hargreaves (1967) has demonstrated how friendship
choices become polarised according to streaming in a secondary modern
school and how two distinctive subcultures develop between different
streams. And working on the same project Lacey (1966, 1969) demonstrated
the process of polarisation in friendship choices and subcultures within a
grammar school. At the present time the process of allocation to different
schools and streams clearly structures peer group affiliations to a greater
extent than in the American school, and we must await further studies in
English comprehensive schools before we can speculate on the significance of
peer group affiliation for aspiration and achievement.

In the absence of relevant research evidence we cannot make any generalisa-
tions about the role of the peer group in the direct grant school. One could
perhaps expect to find that it had much in common with the role of the peer
group in the maintained grammar school, that is a high degree of cross class
friendship choices and groupings based upon common aspirations and
achievements. Whether a process of polarisation leads to the emergence of
different subcultures in the academically selective schools we have at present
no way of knowing.

The neighbourhood and social mix

The social character of the catchment area of the school has an impact upon
its social mix and hence upon the problems it faces and the results which it
achieves. The importance of the ‘neighbourhood effect’ has been emphasised
much more in the American than in the British literature. Studies carried out
in the 1950s and in the early 1960s suggested that even when 1.Q. and social
class were controlled there remained differences in pupil aspirations and
achievements which were attributable to the neighbourhood effect. Wilson
(1959) demonstrated that working class children attending schools recruiting
largely from middle class areas had higher aspirations and achievements
than working class children attending schools in predominantly working
class areas. Conversely middle class children attending schools in predomin-
antly working class areas had lower aspirations and achievements than
similar children attending schools in predominantly middle class areas. Rogoff
(1961) demonstrated that when social class was controlled suburban high
schools had higher mean achievements than city and small town schools.
And Turner’s (1966) study revealed that when 1.Q., class and peer group
influences were controlled there still appeared to be a neighbourhood effect
upon college aspirations. However, there has been a strong challenge to the
argument for a neighbourhood effect over and above the influence of social
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class and intelligence arising largely out of the work of Sewell and: his
associates. For example, Sewell and Armer (1966) analysed data on educa-
tional decision-making amongst a large sample of adolescents in order to
determine the extent of the neighbourhood effect. They found that although
there were large differences in the college plans of students from different
neighbourhood classified according to occupational composition, when sex,
intelligence and socio-economic status of family were controlled, the differ-
ences were considerably reduced. They suggest that the neighbourhood
context adds little by way of influence except for certain subsamples. This
dispute over the extent of the neighbourhood effect turns largely on methodo-
logical questions (Turner, Michael and Boyle, 1966) especially the problem
of disentangling the influence of the neighbourhood from social class of
parents, parental encouragement, pupil’s intelligence, peer culture, and the
influence of the school.

British studies of the environment of the school have focussed rather less than
American studies on the social dimensions of the immediate catchment area
of the schools. Such studies as there have been have tended to vary consider-
ably in research style from Mays’ (1962) community study carried out in
Liverpool to Wiseman’s (1964) sophisticated Manchester study of the
relationship between measures of children’s academic ability and measures of
such demographic characteristics as persons per acre, death rates, T.B. rates,
social class composition, etc. of the areas from which the children came.
There have also been several reports showing variations between local educa-
tion authorities on such criteria as the availability of grammar school places
(Douglas, 1964), percentage of 17 year olds still in school (Committee on
Higher Education, 1963), entry to higher education (Committee on Higher
Education, 1963), staying-on in non-selective schools (Eggleston, 1966).
Differences in achievement within a single local education authority have
also been demonstrated. This is illustrated in the following piece of evidence
submitted to the Robbins Committee by the West Riding Authority:

Academic performance of secondary school children in different areas of the
West Riding of Yorkshire

Percentages
Percentage Percentage of those allocated to
of all grammar schools who
children
allocated Had 1.Q. Went to
to grammar of 130 or more Went to Oxford or
schools at 114 university Cambridge
Area
Coalfield 17-8 7-5 9-7 05
North 30-4 58 14-0 1-2
West 34-9 52 10-8 09

A study carried out by the Essex Local Education Authority (1962) was
initiated by the discovery that the Authority was sending proportionately
fewer of its grammar school pupils to university than the other Home
Counties. The investigation revealed that taking pupils in single-sex, three
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stream grammar schools the Essex pupils did not appear to be of inferior
ability when ‘A’ level achievements were compared. The difference appeared
to be related to the social structure of the county. Essex was found to have a
social class composition resembling the country as a whole, but compared
with the other home counties it had a lower proportion of residents in the
top two categories on the Registrar General’s scale, and fewer occupied males
with an educational life which had extended beyond the age of 20. The
county was found to compare more favourably in terms of university entrance
with Lancashire and the West Riding which had a class composition similar
to its own.

A further tentative finding was that with some exceptions the size of the sixth
form was lowest in the industrial areas, and that the largest sixth forms were
found in areas with the lowest proportions of the population in Classes I and
V (i.e. the extremes) of the Registrar General’s scale. But this general pattern
was modified in certain important respects. For example, an old-established
Aided School attracted children from many miles which, the report claims,
might explain the fact that the school sending the highest proportion of
pupils to university was situated in that part of Essex with the highest pro-
portion of unskilled workers.

In her investigation of factors influencing early leaving from grammar school
Collins (1954) demonstrated an association between the proportion of
unskilled workers in any given area and the tendency for pupils to leave early.
She also noted that the geographical position of the town could have had a
modifying influence on the effect of social class composition, in that county
boroughs with high proportions of unskilled residents but with a low inci-
dence of early leaving had less dense surrounding populations than those
with a high incidence of leaving. The same research reveals that the twenty
county boroughs with the lowest grammar school intake contained nine with
no independent or direct grant school whereas the twenty with the highest
intake contained eight boroughs with them.

The setting of the school would appear to have some influence upon aspira-
tion and achievement although we cannot say with any degree of certainty
what form this influence takes. Clearly it is not the ecological setting in itself
which is the causal factor. The causal factor is likely to be the pattern of
expectations predominant in an area. Where working class people are able
to interact with middle class people, or their children interact at school, it is
possible that their educational aspirations will be higher than when they do
not have such opportunities for interaction. The cultural aspects of this are
brought out in a number of community studies. For example, Willmott’s
(1963) study of Dagenham—a ‘one-class’ town—noted that little intellectual
or cultural cross-fertilization could occur between children from different
kinds of social background; a pattern perhaps reflected in the high incidence
of early leaving in the borough. Eggleston (1966) reports the influence of the
neighbourhood on the holding power of the school under the Leicestershire
two-tier system. Transfer was highest in the middle class areas and lowest in
the working class areas, but middle class children in middle class areas had
a higher transfer rate than middle class children in working class areas;
conversely working class children in middle class areas had a transfer rate
higher than those from working class areas.
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The following are the figures:

1964

Percentage of children transferring Superior Inferior
from high to upper school suburb suburb
Children of middle class parents 89-2 77-5
Children of working class parents 59-1 300

Eggleston also investigated the degree to which in the Leicestershire scheme
there were class differences in the transfer of A stream pupils. He found that
whereas 95 per cent of the middle class children transferred to the upper
school only 75 per cent of working class children did so. He writes:

‘the picture is reminiscent of the pattern of differential early leaving, once
characteristic of the grammar schools. In most grammar schools the
holding-power of the school organisation has now overcome this problem.
The open Leicestershire Plan schools, lacking such developed holding-
power, appear to have to rely more fully on the holding-power which can
be applied externally by the values of family and neighbourhood. In
consequence they seem unable to hold all of even their most able pupils if
they lack external support for continued education.’

It would also appear that administrative policies can also have an impact
upon the achievement of pupils. This can be demonstrated at several levels.

The importance of catchment area for the relative incidence of very
bright children in comprehensive schools has been underlined in an ‘exercise’
carried out by a former Chief Education Officer of Leeds (Taylor, 1965).
The exercise relates to the northern part of Lceds where the better-off
families tend to be housed. It is assumed that the children of this area would
be educated in nine schools each with an eleven form entry with, as far as
possible, a social cross-section being admitted to each school. The areas
contributing to these schools are briefly described as follows:

A. A post-war housing estate together with an area of owner occupied
houses.

B. As above with a small number of owner occupied houses.

Pre-war housing estates, together with a largish area of good back-to-
back houses, and a small amount of unsatisfactory property.

D. A very good large residential area and a small post-war housing
estate.

E. A very good residential area, a large post-war estate and a small pre-
war estate. :

F. A completely mixed area.
G. A good residential area with several smallish post-war housing estates.

H. A residential area, post-war and pre-war housing estates, together
with some old property.

I. The second (after F) most completely mixed area.

o
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The actual composition by ability (based upon verbal reasoning) of children
who would have been admitted in the preceding year to the nine hypothetical
schools is as follows:

Less
than Total
School 130+ 120+ 1104+ | 109-90 | 80+ 70+ 70 pupils

A 11 38 50 189 41 16 3 348
B 3 22 60 17 64 17 2 339
C 5 19 61 156 70 32 8 351
D 25 73 106 134 10 2 —_ 350
E 27 76 64 151 28 6 — 352
F 20 40 52 127 50 31 6 326
G 17 59 83 155 47 15 6 382
H 8 39 65 153 49 16 8 338
I 15 42 69 164 61 20 5 376

One implication of breaking down these schools into smaller units is that
there would be very few children with high 1.Q.s in some schools. This can
be seen from the following table which divides schools B and D into two units

Less
than | Total
School 130+ 120+ 1104 | 109-90 | 80+ 70+ 70 pupils

Bl 2 4 19 91 30 5 — 150
B2 1 18 41 80 34 12 2 189
D1 11 26 42 71 3 —_ — 153
D2 14 47 64 63 7 2 — 197

Taylor’s discussion ends as follows:

‘The educational equivalent of ‘progressive patient care’ or what is the
same thing, provision for individual learning, is one practical approach.
This will necessitate a smaller pupil-staff ratio than exists at present or a
greater dependence on technical aids (closed circuit television, programmed
learning, language laboratories) which are still in their infancy. Another
approach is to make special provision for high-flyers and slow learners.’

The school

Hitherto we have been concerned with the ‘inputs’ of schools e.g. pupils’
1.Q.s, social class background, degree of parental support. The next question
which must be raised is whether the school has an independent effect upon
pupils. More specifically the question is: Given the same inputs, are some
forms of school structure, climate or method more effective than others with
some, or with all, pupils? Of course the general answer is that the school does
make a difference, although it is very difficult at the present time to say with
any degree .of certainty which dimensions of the school make this difference.
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Judgements are made far more frequently on the basis of subjective experience
rather than of objective evidence. In his extensive study of educational
inequality in the United States (Coleman, 1966) argues that his evidence
would indicate that the output of the school in terms of pupil-achievement is
vastly more dependent upon its input rather than its structure and pro-
cesses, but Coleman’s conclusions have not remained unchallenged.

The view that the quality of the school itself is an important determinant of
its output has been forcibly put in evidence to the Commission. It has been
argued that direct grant schools have a distinctive beneficent quality, but
this has usuvally been supported by reference to input factors such as pupil
ability, parental support and independence of local education authorities
rather than to the internal characteristics of the school. No evidence was
available on this question. Indeed, although it is widely belicved that
(adapting Marshall McLuhan’s terminology) ‘the organisation is the
message’ in that children learn from and through forms of school organisa-
tion in subtle ways, generalisation is a hazardous task at the present time in
spite of a voluminous literature and growing body of research. The following
are some examples of the dimensions of the school which have been studied
together with references to useful reviews of the research: size (Campbell,
1965), streaming (Yates, 1966), school structure (Robbins and Miller, 1969),
bureaucracy (Punch, 1969), administrative climate (Halpin, 1967), pupil
culture (Boocock, 1966).

It must be admitted, however, that although this body of research contains
quite significant single findings and some useful case studies Hargreaves
(1967), King (1969), Lacey (1969), Ford (1969), we are not in a position at
the present time to derive unequivocal policy guides to school organisation
from these studies. Most of the dimensions investigated are interrelated and
it is difficult to study these at one time. Thus it is probably just as important
to investigate administrative climate as the effects of de-streaming since the
quality of this climate may determine staff attitudes towards de-streaming
and hence influence its effectiveness. Another problem is to develop standard
measures of school dimensions in order that research may be replicated.
Finally, standard measures of school output are needed if the effects of the
school are to be compared in different settings.

Although not strictly related to school organisation, research into the effects
of teacher expectations on pupil achievement can be mentioned. It would
appear that a self-fulfilling prophecy tends to operate in schools whereby
pupils live up to (or down to) the expectations held of them. The most
famous study of the influence of teacher expectations is that of Rosenthal
and Jacobson (1968), who demonstrated that children whose names had in
fact been randomly selected considerably improved their test performance
when it was predicted that they would do so. (This research, has not, how-
ever, been without its critics.) Clearly the relevance of this research is that
not only does formal streaming or informal stratification according to
assumed ability lead to differential expectations, self-concepts, and hence
motivations and achievements, but even within the classroom the stratifica-
tion of children within the mind of the teacher can have the same effect.

Conclusion
The research considered in this section on the sociology of learning does not
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relate directly to the question of the best means of integrating direct grant
schools into a comprehensive system. It is, however, the material which is
most frequently used in support of such educational reforms as compre-
hensivisation, the optimisation of social mix, the internal reorganisation of
schools in the direction of greater flexibility and less stratification by ability,
and the development of more flexible teaching methods.

COMPREHENSIVE EDUCATION

Perhaps the most fundamental question concerning British education at the
present time, and one which was of central concern to the Commission, is
whether the comprehensive system yields benefits higher than those of the
tripartite system. This is a tremendously complex question which could only
be answered through a research project large enough to consider all the many
variables involved. No such research exists, nor is likely to exist. At the
present time the N.F.E.R. is carrying out a large-scale study of comprehen-
sive schools, but this is concerned only with comparisons between different
types of comprehensive school and not with evaluating the comprehensive
school against other types of school. Monks (1968a) rcports the findings of
the first part of this research which relates largely to the structure of the
comprehensive schools and their intake. The same writer (Monks, 1968b)
has usefully summarised recent British research relating to comprehensive
schools. The best evidence available to the Commission, therefore, is con-
tained in a number of single-handed research projects, often carried out by
candidates for higher degrees. In considering this evidence the Commission
kept in mind the fact that small scale research of this kind carried out on a
limited number of schools could not obtain adequate samples nor control all
the variables necessary to make a truly valid comparison between schools of
different types.

Intake

Evidence from many sources confirms the belief that comprehensive schools
are not recruiting children with abilities proportionate to the general distri-
bution throughout the population as a whole. However, the pattern varies
between authorities and between schools. For the country as a whole Monks
(1968a) records that generally speaking the 11-18 comprehensive schools
have a markedly lower percentage of Group X pupils (i.e. the top 20 per cent
in ability) than have other types of comprehensive school with an 11-plus
intake, and the more urban the authority the lower the intake of X children.
At the other end of the scale, about one school in five admitted a higher
percentage of Group Z pupils (i.e. the lowest 20 per cent in ability) than
might have been expected. But Monks notes that a feature of the intake of
the schools was the number of Group Y pupils (i.e. the middle 60 per cent
in ability); 34 per cent of schools received more of these pupils than might
have been expected, yet only 12 per cent were in areas with a similarly large
proportion of Group Y children.

There is also considerable evidence from various pieces of research that the
clientele of comprehensive schools tends to contain a larger proportion of
children having semi-skilled and unskilled fathers and a smaller proportion
of children having skilled, clerical and professional fathers than the popula-
tion as a whole. This is confirmed for the country as a whole by Monks’ data.
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Social and cultural factors

Miller (1961) compared the school values of four groups of 13-14 year old
boys, viz. grammar, ‘comprehensive grammar’, secondary modern, and
‘comprehensive modern’. He drew the following conclusions from his data:

(2) Both groups of comprehensive pupils were in closer agreement in their
appreciation of the value of both academic and practical subjects than
the pupils in the segregated schools. But Miller warns that this cultural
unity is not an inevitable outcome of comprehensive education.

(b) The leisure interests of the comprehensive modern pupils were more
worthwhile than those of their secondary modern counterparts, whilst
the leisure interests of the more able comprehensive pupils had not
been adversely affected. But again Miller warns that simply bringing
pupils of different abilities together is probably not sufficient to
guarantee cross-fertilisation.

(c) Both groups of comprehensive pupils thought equally highly of their
school and its courses, and this matched the feelings of the grammar
school pupils. But the secondary modern pupils thought less highly of
their schools, its courses and its standing in the community.

(d) The effect of the comprehensive school in promoting greater social
interaction between social classes and ethnic groups was not clear.

Miller notes a number of qualifications which have to be borne in mind when
interpreting his findings, including the problem of matching the schools in
terms of facilities etc., and the possibility that as an innovation the compre-
hensive school could generate a higher morale than established types of
school.

Currie (1962) studied boys and girls aged 14-15 who were pupils in three
comprehensive, three grammar and three secondary modern schools. He
demonstrated that compared with pupils from grammar and modern schools,
the comprehensive school pupils showed less emotional upset, were less
discouraged, and reported stronger satisfactions with their school work.
Currie claims that it is wrong to evaluate the relative success or failure of
different types of school according to the same criteria since it can be argued
that grammar and secondary modern schools are performing different types
of function.

Dixon (1962), in his study of a streamed comprehensive school in a pre-
dominantly working class area of London, reports that children from higher
social class backgrounds had more chance of initial selection for higher
streams and of obtaining promotion, and that even within the more selective
groups school achievement was related to social background. But premature
leaving was at a low level and candidates for external examinations included
some from the lower ranges of ability in the 11-plus selection. Although this
was a predominantly working class school, Dixon reports that there was a
formal mixing of pupils from different social classes in academic and in two
extra-curricular activities (i.e. soccer and chess) but there is no indication of
the degree of actual interaction between pupils from the different classes.
Holly (1963) also studied a single London comprehensive school. He
demonstrated that pupils from social classes I and II were more likely to be
placed in the upper streams on entry, and that in attendance, promotion,
length of school life and examination this initial advantage is improved upon
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at every level of ability. The converse was true of pupils from social classes
IV and V. Class differences are also revealed in prefectship and involvement
in extra-curricular activities. Ford (1968) in her work cited earlier showed
that interaction between pupils of different social classes was no greater, and
possibly less, in comprehensive schools as compared with the grammar
school. It should be noted that the comprehensive school was streamed.
With the exception of the findings of Currie (1962), which might be accounted
for by the geographical setting of his sample schools, existing research would
appear to indicate that comprehensive schools are more successful than
segregated schools of all types when-considered together in inducing the desire
for longer school life amongst their pupils (Miller, 1961; Griffin, 1969). It
would appear from Eggleston’s (1967) study of voluntary staying on in eight
Midlands authorities that the comprehensive schools had, in fact, a greater
holding power than segregated schools.

Attainment -

Comparative studies of attainment between pupils in different types of
school are rather difficult to design. One reason is that there have until
recently been very few comprehensive schools with a full range of academic
ability. Another reason is that few researchers have had the resources to
control all those dimensions of the school and its environment which could
influence pupil attainment independently of whether the school was compre-
hensive, grammar or modern. A third reason is the difficulty involved in
adequately comparing attainments in different subjects in different schools.

Evidence on the comparative examination achievements of comprehensive
schools is difficult to interpret since analyses carried out at different times
and on different samples of schools would appear to yield conflicting results.
Pedley (1963) took five ‘O’ levels as the criterion of a ‘good’ G.C.E. and
compared the results of a number of comprehensive schools with the national
average of 10 per cent of pupils, mainly in grammar and secondary modern
schools, obtaining this result. The figure for the fully comprehensive Isle of
Man for the period 1959-62 was 16} per cent. For Anglesey, another fully
comprehensive area, the average for 1959-61 was over 14 per cent. Returns
from twenty comprehensive schools from different parts of the country,
some of them heavily creamed by grammar schools, revealed that 14 per
cent of pupils entering the schools at the age of 11 in 1954 obtained a ‘good’
G.CE. On the other hand Davis (1967) argues that Pedley’s results were
obtained before secondary modern schools began to enter large numbers of
pupils for ‘O’ level, and claims that the results for I.L.E.A. schools for 1965
reveal no differences in the achievements of pupils from comprehensive and
secondary modern schools. But Pedley’s data reveal that during the period
1955-61 a ‘good’ G.C.E. was obtained by over 18 per cent of comprehensive
school pupils in East Sussex, an authority in which G.C.E. courses were
available at that time in its secondary modern schools. Comparisons of this
sort are difficult to make unless one knows the presentation policies of the
different kinds of school. If it is the case, as is sometimes suggested, that
comprehensive schools enter relatively higher proportions of pupils for G.C.E.
than secondary modern schools, they are likely to have lower proportions of
candidates obtaining a ‘good’ result. One would also need to hold social class
and 1.Q. constant before valid comparisons of the achievements of different
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types of school could be made, but such information is not available at the
present time.

Koshe (1957) compared intelligence, English and arithmetic amongst third
form pupils in co-educational grammar, modern and comprehensive schools
in comparable areas of London. Only one grammar school was considered
in the study and the two comprehensive schools considered were both
enlarged secondary modern schools with small selective streams. The pupils
were matched on the basis of intelligence and attainment in English and
arithmetic. The major findings were:

(a) Comprehensive boys were superior to modern school boys in arlth-
metic.

(b) Comprehensive girls were superior to modern school girls in arith-
metic, English and 1.Q.

(c) Boys in one of the two comprehensive schools were better than
grammar school boys in arithmetic.

(d) Girls in the other of the two comprehensive schools were better than
the grammar school girls.

(e) Girls in the grammar school were superior to comprehensive school
girls in 1.Q. and English.

Koshe notes that although these data can be interpreted as supporting the
comprehensive school the results are not consistent and he suggests that the
quality of the school and its staff is influential on attainment—especially for
girls.

Griffin (1968) studied a random selection of 14-15 year olds drawn from
co-educational modern (6), grammar (3), and comprehensive (3) schools in
Staffordshire. The school catchment areas were matched and the compre-
hensive schools had a good academic range (losing only to direct grant
schools). A careful examination was made of the achievements of children
at different 1.Q. levels and their attitudes to school. Her main conclusions
are as follows:

‘The application of the findings is limited by the size, location and
organisation of the schools in the sample, but within those limitations it
can be said that:

1. Midlands suburban comprehensive schools provided a stimulating
environment for children of all levels of ability.

2. Little difference was found in attainment in English between the three
types of school organisation.

3. Brighter puplls expressed better attltudes to school in comprchensnve
schools than in grammar schools, this being particularly true in the
case of girls. The attitude to school of girls of average and above
average ability in secondary modern schools also appeared good.

4. The findings support the hypotheses proposed by Miller (1961) that
the comprehensive school helps to overcome the disparity of esteem
for different types of school organisation, has a unifying effect on
morale and has a stronger holding power.’

Finally, there is evidence that pupils allocated to grammar schools at 11 tend
to improve their intelligence and standardised attainment scores in the early
years of secondary education whilst the scores of pupils allocated to second-
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ary modern schools tend to decline (Vernon, 1960; Committee on Higher
Education, 1963). But there is some evidence that children allocated to
comprehensive schools improve their test scores, for example Sinha (1963)
found that pupils in three comprehensive schools had an average gain of 6
1.Q. points between the ages of 11 and 13 or 14.

Conclusion

With so little research available upon the comprehensive school any firm
conclusions would be unwarranted. However, as a very tentative generalisa-
tion from the available research one can say that although comprehensive
schools are not yet recruiting their full quota of children from each ability
grouping and social class category, the attitudes and attainments of their
pupils in general appear to be somewhat superior to comparable groups in
the segregated schools. On the other hand we know little about the progress of
very intelligent children, the sort of pupil that the comprehensive school
might recruit in greater numbers under the terms of reference of the Com-
mission. It is also clear from this limited research that the viability of the
comprehensive school is likely to depend at least as much upon its internal
qualities as upon the fact that it is a comprehensive school. This is reinforced
by a study carried out by Ford (1969) which was published too late for
discussion in the original working papers. It is a study of a London compre-
hensive school and, for purposes of comparison, of a grammar and a second-
ary modern school. It revealed that the comprehensive school was having no
greater success in achieving its assumed goals e.g. the provision of greater
equality of opportunity for those with equal ability, widening the occupa-
tional horizons of pupils, a greater mixing of children from different social
classes, etc. than the tripartite schools. But the school was streamed by
ability and, the author points out, dramatic changes could not really be
expected whilst comprehensive schools continue to act as selection agencies
for occupation.

GIFTED CHILDREN AND THEIR SCHOOLS

The historical fact that some direct grant schools have been particularly
concerned with the education of highly intelligent children made it necessary
for the Commission to consider such questions as the nature of giftedness
and methods of educating gifted children. The fundamental problem is
whether the abilities of gifted children are best developed if they are taught
in special schools. Again existing research gives no unequivocal answer to
this question and can only reveal the issues involved in policy decisions.

Criteria of giftedness

Many criteria of giftedness have been suggested, but perhaps the most
common has been based upon 1.Q. score. The actual 1.Q. score which has
been held to mark a gifted child has varied with different investigators, but
an 1.Q. of 140 has perhaps been most widely suggested as the cut-off point.
However, recent work—especially by J. P. Guilford and his associates at the
University of Southern California—has demonstrated that intellect has many
dimensions. Guilford’s model of ability factors suggests that abilities vary
(a) by the psychological operation involved e.g. cognition, memory, (b) by
the kind of content e.g. symbolic, semantic and (c) by the products or forms
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which the information takes e.g. classes, relations. He identifies 5 operations,
6 products and 4 types of content thus yielding, according to his three
dimensional model, 120 potentially different abilities, (Guilford, 1967). On
the question of the gifted Guilford writes:

‘And which children should be regarded as gifted? The current answer, at
least in many places, is the student with a high 1.Q. and with high grades
(the two indicators usually strongly correlated). Such children may be
those who please their teachers most because they learn more rapidly under
conditions that call for uniformity of thinking and acting within a group.
The creative child, who may be higher in divergent-thinking abilities and
not so high in cognitive abilities emphasised in present tests and examina-
tions, may be a source of annoyance and not recognised as gifted. And
how many children who are potential composers or artists, who are very
high in concrete intelligence but not so high in academic intelligence, are
missed when the ‘gifted child’ is selected.’

Many of the early writers on intelligence recognised that as well as a general
factor of intelligence there were also special abilities (e.g. musical, spatial)
and a pragmatic approach to the gifted child (De Haan and Havighurst,
1961) suggests that at the upper end of the ability range, say the top 20 per
cent, giftedness takes a number of forms. They identify the following:

(a) High level academic aptitude.
(b) Scientific aptitude.

(c) Superior talent in the arts.
{d) Social leadership.

{e) Mechanical ingenuity.

It is not clear, however, whether these are specific, perhaps innate, abilities
which can be identified by prognostic tests, or whether they emerge as a
result of interest. A recent British survey (Shields, 1968) holds that the
intellectually gifted child is characterised by a high ability in observation,
memory, rcasoning, relational thinking and the knowledge and use of words,
and that this ability is available in many situations.

In recent years it has been argued that an important form of giftedness is
creativity which is relatively independent of intelligence and can be identified
only by a different sort of test than the usual intelligence test. Guilford
considers the following factors to be involved in creative thinking; sensitivity
to problems, figural response flexibility, figural adaptive flexibility, word
fluency, semantic spontaneous flexibility, associational fluency, originality,
semantic elaboration, figural redefinition, symbolic redefinition, and seman-
tic redefinition. In rather less technical terms McKinnon (1960, 1962) and his
associates have described the creative person as intelligent, independent,
curious, sceptical, emotionally committed to his work, energetic, aesthetically
sensitive, introverted, a non-conformist in behaviour, and sometimes
egotistical. They found that although creative people were intelligent, the
level of intelligence did not determine the quality of a person’s creativity.
Above a threshold point of about 120 I.Q. there was little relation between
creativity and a person’s level of intelligence. In a widely discussed study,
Getzels and Jackson (1962) reported an investigation which compared two
groups of pupils from the university of Chicago Laboratory School. One
group contained students who were in the top 20 per cent in 1.Q. in this
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school with very able children, but not in creativity, whilst the other con-
tained students in the top 20 per cent in creativity but not in 1.Q. (high scorers
on both criteria were eliminated). The two groups differed on a number of
dimensions. The high creativity group were less conventional, less conformist
to teachers’ expectations, were less preferred as students by their teachers, were
more imaginative and were divergent rather than convergent thinkers. The
authors suggest that a distinction should be made between fast-learning high
1.Q. students and students who are distinctively creative. In this country
Hudson (1966, 1968) has carried out research on groups of public and
grammar school boys of above-average ability. He formed two contrasting
groups which he termed ‘divergers’ and ‘convergers’, a terminology which
begs fewer questions than ‘creative’ and ‘intelligent’. He found significant
differences both in cognitive style and in attitudes between the groups. There
was also a clear relationship between divergent thinking and choice of arts
subjects, and between convergent thinking and choice of science subjects.
Torrance (1963) has been particularly concerned with the identification of
creativity in younger school children. He reports that if one selected the top
20 per cent of a school population on the basis of tests of creativity and
separately on traditional measures of intelligence, the overlap would range
from 23 to 52 per cent. Thus with an average of 33 per cent one would miss
about 67 per cent of the upper 20 per cent on creative thinking using tra-
ditional measures of intellectual promise.

Torrance writes: ‘Developers and users of measures of creative thinking
have found little or no relationship between such measures and measures of
intelligence, 1.Q., scholastic aptitude, and the like.” But there are many who
think that such a statement is an exaggeration in that there is a closer
relationship between intelligence and creativity than this implies. The contro-
versy continues and positions are taken on methodological grounds (see
Butcher, 1968, Chapter 4 for discussion), but a widely-accepted middle
position holds that whilst high intelligence is certainly an element in creative
thinking of unusual quality a high 1.Q. does not guarantee high creativity.
The use of one test or the other would fail to identify all those of high
creativity or high intelligence depending upon the test used. This is not to
suggest that we are at the present time in a position to use tests of creativity
for selection purposes on a large scale (Vernon, 1964).

The difficulties of identifying the gifted on a large scale is indicated by
Pegnato (in Passow, 1962) who studied a range of procedures of identification
and assessed their effectiveness (i.e. percentage of gifted children correctly
located) and their efficiency (i.e. the ratio between the number nominated
and the number correctly identified) against individual intelligence scores.
His results can be summarised as follows:

Effectiveness Efficiency

(%) (%)
Teacher ratings 45.1 26.6
Group intelligence tests 923 18.7
Group achievement tests 79.2 21.5

Honour roll 73.6 18.0
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Pegnato’s other findings can be summarised as follows:

No. of such children
No. of children identified as also

Skill identified as having high
having the skill intellectual ability
Art 66 6
Music 71 8
Maths 179 50
Leadership 82 13

Pegnato recommends that a variety of techniques should be used to identify
the gifted.

The intelligence test probably remains the most effective method of prog-
nostication. Yet there are two disadvantages of using such a test for the
purpose of selecting children for a super-selective school. The first is the
problem of discriminating amongst the most able pupils. The usual intelli-
gence tests can identify the top 5 per cent of pupils, but a subsequent re-
test is likely to show changes in rank order. If the tests were used to identify,
say, the top 2 per cent the changes in rank order on re-test are likely to be
considerable. The same would apply to standardised attainment tests for 11
year olds. A better discrimination could be achieved by using attainment
tests designed for 13 or 14 year olds, but if some schools taught for these tests
they would, in effect, become the feeder schools for the highly selective
secondary schools. The second difficulty involved in the use of intelligence
tests as predictors is that whereas these tests are reasonably accurate
measures of potential there is so much more than academic potential at work
in determining a particular level of attainment. Factors of interest, motiva-
tion and personality become increasingly significant during adolescence, and
these are the factors which determine the degree and the manner in which
potentiality is made actual. Although a high measured intelligence is associ-
ated with academic and occupational achievement it probably accounts for
no more than half the variation in performance. Yet we are not in a position
to use measures of non-intellectual factors such as assessments of personality,
motivation and level of aspiration to predict who will most successfully use
the opportunity for advanced academic work in a super-selective school
because of individual and cultural differences in these attributes. There is a
view amongst many psychologists, although not all, that there is, in terms of
I.Q., a threshold (variously estimated between 115 and 125 points) above
which achievement becomes increasingly a function of interest or motivation
which are themselves influenced by family background, school, peer group or
combinations of these. In short, although intelligence tests are moderately
sound predictors of academic attainment it is unlikely that they would be
highly effective in predicting which children, amongst the top levels of
ability, could profit most from a super-selective school. Yet the evidence is
that they would, even with these reservations, be more accurately predictive
than group achievement tests and particularly more accurate than teacher
ratings.
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The careers of the gifted

One must inevitably begin any consideration of the careers of gifted children
with a short account of Terman’s monumental follow-up study of a sample
of gifted individuals over a period of 40 years (Terman, 1925; Terman and
Oden, 1947; Terman and Oden, 1959; Oden, 1968).

The sample consisted of 1,500 gifted Californian children identified during
1921-22 by intelligence tests and other methods (1.Q.=140+-). 70 per cent of
the children in the sample were pre-high school pupils with a mean age of
9.7 years and the remaining 30 per cent were high school pupils with a mean
age of 15.2 years. The children were above the population average in physical
development and in what we would now call mental health—although
timidity and worrying were slightly more common. In the first follow-up
study carried out in 1927-28 Terman found that the majority (74 per cent of
boys and 84 per cent of girls) had maintained their original two-year accelera-
tion in age-grade school placement. Their intelligence test scores had declined
by 9 1.Q. points; the distribution of change in individual 1.Q.’s was of greater
significance than changes in means. School achievement remained high but
there was some regression to the mean of the general population. The pupils
participated in a wide range of extra-curricular activities, a wide range of
specialised interests and abilities had developed, a personality rating by
teachers placed them above average—although there had been some decline.
Terman reported his second follow-up study in 1947. The sample had
remained superior in physical development, educational achievement,
intelligence and personal traits, but their superiority was less marked for
traits of emotional stability and social adjustment. More than 90 per cent of
the gifted boys and 86 per cent of the gifted girls entered college but 30 per
cent of these failed to graduate. Average college grades were, on the whole,
superior, but intellect and achievement were far from highly correlated. A
comparison of the productive and non-productive groups within the sample
showed the former to have greater persistence and self-confidence than the
latter—differences explicable in terms of family background. The third
follow-up reported in 1959 showed that members of the sample had high
intellectual and vocational achievements, but 20 per cent had achieved
nothing out of the ordinary. The majority continued to be socially well-
adjusted. Oden (1968) compares the very considerable achievements of the
top 100 of the group of 800 with the relatively low achievements of the
bottom 100 many of whom, she reports, had deliberately opted out of the
pursuit of success in favour of a happy life.

Terman’s study has been criticised on the grounds of his initial selection, his
controls, and the fact that he did not take account of the social superiority of
his group. A number of less ambitious studies have been summarised by
Hildreth (1966). A study by Hollingworth of 116 gifted children showed that
although the groups went through high school and college with good records,
a follow-up study after 30 years showed that few had become notable leaders
or creative thinkers. Witty conducted a follow-up study of 50 gifted children
between 1924 and 1940. The group was similar in many respects to that of
Terman. Although the mean 1.Q. of the group was 153, the mean educational
quotient was 136 indicating a degree of relative ‘educational retardation’.
Hildreth made a follow-up comparison of graduates of the Lincoln School
of Teachers’ College, Columbia University. A mentally superior group of 52
with 1.Q.’s of 130 was compared with a group of 52 with 1.Q.’s of less than

sC2—-C



60 APPENDIX 5

120. She reports that on the whole the higher ability group fulfilled their
early promise, but ‘some of the most promising, like those in Terman’s
group, are solid citizens but in no way remarkable.’

Another approach to the study of the gifted is to investigate the life experi-
ences of men who have achieved eminence in some area of life. In her study
of scientists Roe (1952, 1960) demonstrated that although the research
scientist requires relatively high intelligence, this need not be very high for
eventual success, a verbal ability of 120 1.Q. is suggested as a threshold. But
she also shows that success as a scientist is greatly dependent upon a number
of personality variables (e.g. curiosity, independence), high energy, and a
particular cultural background (‘it would help considerably to be born the
oldest son in a white Protestant family, with well-educated parents, and
father in a profession’). Similar conclusions have been reached by Miles
(1960) in her study of 100 notables.

Nisbet and Gammie (1961) investigated a sample of Aberdeen children with
1.Q.’s in excess of 135 at the stage of transfer to secondary schools. In the 4
years studied (1950-1953) a total of 159 pupils out of 2,700 had 1.Q.’s of
135+. The matriculation records at Aberdeen University for the period
1956-1961 showed that 78 of these pupils had entered the University. As only
a small proportion of pupils from Aberdeen schools go to other universities,
it would appear that only 50 per cent of these highly intelligent pupils entered
university. A study was made of the 16 out of 36 highly intelligent pupils in
one year who did not enter university. Of these two were still at school, two
left without taking the Scottish leaving certificate, eight failed to gain
university entrance and four who could have entered university decided
otherwise. The writers point out that it would be wrong to classify this group
as ‘wastage’ until their careers had been followed up over a lengthy period.
Those pupils who entered university predominantly had fathers in non-
manual occupations, whereas those who did not had fathers largely in
manual occupations,

The education of the gifted

There is considerable literature on the education of the gifted in different
societies. The following are some of the most useful references: de Haan and
Havighurst (1957, 1969); Wall (1960); Sumpton and Luecking (1960);
Torrance (1960); Yearbook of Education (1961, 1962); Durr (1964); Gold
(1965); Hildreth (1966).

Special provision for the gifted varies according to the ideological and
structural characteristics of different societies. Generally speaking European
societies have had elite secondary schools which have been academically and
socially selective and have admitted approximately 20 per cent of the popula-
tion at an age between 10 and 12. For the most part the highly gifted were
included in the larger group and after initial selection giftedness became
operationally defined in terms of the ability to clear successive hurdles on
passing through the school and university system. Thus the problem of the
very gifted was left to solve itself after the initial selection had been made.
Most European societies are currently in the process of transforming their
systems of secondary education into comprehensive ones and are thus
slowly becoming faced with the problem of the gifted in such a system. In
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Sweden, the country which has perhaps made the most radical attempt to
introduce comprehensive secondary education, there is no attempt to differ-
entiate the gifted at an early age. As children pass through the comprehensive
school they become differentiated into broad bands of ability during the
seventh, eighth and ninth years (i.e. between ages 13 and 16) and take courses
of varying degrees of intellectual difficulty. This differentiation continues in
the gymnasium and in higher education, thus the system allows for giftedness
to emerge during the process of progressive differentiation and attention is
now turning away from the structure of the secondary school system to
methods of instruction. In those European countries which have only
recently begun the transition to comprehensive secondary education gifted-
ness is not yet seen as a central problem as the old selective system has been
far from fully replaced. In France, for example, the 11-15 stage of education
is intended as a period of observation, but children are differentiated by
types of course and little interchange, in fact, occurs. The same is true of
lycée education. Although the courses are differentiated into classical,
modern, and technical, it is, in fact, the classical course which attracts the
gifted children, and the lycées themselves are ‘ranked’ by the middle class
parents which they serve. Thus, although the French are concerned to move
towards a comprehensive system, the present barriers to this have meant
that the education of the gifted has not yet excited much interest.

The situation is quite different in the U.S.S.R. and in the U.S.A. where the
problem of educating the gifted in a comprehensive system has had to be
faced more directly. The situation in Russia (Grant, 1968; Simon, 1969) is
that the basic system of education is the common, neighbourhood-based
eight-year school starting at the age of seven, but there are variations from
this pattern to cater for the gifted. Perhaps the most publicised of these
arrangements are the 4 university boarding schools in Moscow, Kiev,
Leningrad and Novosibirsk. These schools cater for gifted children from
rural areas only; children from urban areas are not qualified to apply.
Recruitment is via academic olympiads and all children who win awards are
eligible to apply for entry. Applicants sit an entrance test based upon the
mathematics and physics syllabus of the 8-year school and this is followed
by an oral examination of suitable candidates. In the Moscow school 150
pupils are recruited each year at the age of 15 or 16 to do a two year course.
The pupils do the general school course with extra hours for special subjects
under the direction of university staff. Russian schools are comprehensive
until the end of Grade 8 (i.e. 15 years) when differentiation occurs and
specialisation becomes possible. But some schools are biased towards
particular courses from Grade 2 on the model of the established music and
ballet schools. The largest number of these are biased towards languages,
followed by those biased towards mathematics (there were 68 of the former
and 45 of the latter in Moscow, and 34 and 10 respectively in Leningrad in
1967-68). These are neighbourhood schools and must recruit applicants
from the immediate catchment area before offering places on a wider basis,
the only criterion for entry to one of these schools, as opposed to an ordinary
neighbourhood school, is good speech and good health since the schools
follow the normal curriculum but have two to four additional hours from
Grade 2. In general it would appear that the Russians are experimenting in
dealing with the problem of the gifted with some form of differentiation
after the age of 15 in boarding schools for the mathematically talented rural
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youth and with biasing by particular schools followed by differentiation after
the age of 15 in the neighbourhood schools.

Owing to the decentralised character of American education, solutions to the
problem of education of the gifted take on a much more varied character,
and administrative definitions of ‘giftedness’ often include up to 20 per cent
of the age-group. American practices can be classified under the headings
of grouping, acceleration and enrichment, although these do not necessarily
occur independently. Differential grouping can occur according to school,
class and extra-mural activities. There are, in fact, few schools for the gifted
in the United States and existing ones tend to be located in New York.
These include such schools as the Bronx High School of Science and the
Brooklyn Technical High School, which enrol students on a selective basis
at the eighth grade for courses with a special bias towards science and
mathematics, and the High School of Performing Arts which enrols students
who have not only demonstrated high aptitudes in dance and drama but have
also high scholastic ability and all round achievement. More common is the
use of special classes in the common high schools which vary from ‘streaming’
on the basis of all-round intellectual ability to special advanced placement
classes in particular subjects. Again New York has been more committed to
these arrangements than most other cities. During 1961-62 there were 38
high schools with 135 classes in all subject areas in the Advanced Placement
Programme. Another approach is to release gifted children, perhaps with
1.Q: of 120 and above, from some normal classes to pursue their special
interests. These released-time programmes are often linked with the pro-
vision of seminars in the areas of mathematics, English and science. Other
patterns include evening and Saturday classes conducted by local professional
scientists, and summer programmes in colleges and universities. Acceleration
is a form of grouping whereby gifted children are permitted to skip particular
grades with a view to entering college early, at the age of about 17. These
programmes are often organised jointly with colleges. For example, the
Carnegie Institute of Technology, Pittsburgh has co-operated with local
public high schools in setting up advanced placement courses in English,
social studies, mathematics and science, with Carnegie professors giving
instruction in the high schools.

Basically enrichment programmes allow the gifted child to explore a subject
in greater depth or greater breadth—there are two concepts of enrichment—
than his less able colleagues. The process has been described as one of
‘getting ahead sideways’. This can be achieved within the regular class or
through special arrangements and special classes. The most common forms
are special assignments, projects, supervised correspondence study and the
provision of extra materials such as laboratory equipment. Enrichment
without segregation or acceleration has been favoured by many teachers
perhaps because it avoids the problems of rigid selection.

It is impossible to enumerate all the varied approaches to the education of
the gifted in the United States. There is considerable debate over the merits
and demerits of particular schemes, and although there has been a consider-
able amount of research on these one cannot say which appear to be the
most beneficial to the gifted. The education of the gifted in the United States
remains, even now, in an experimental stage, but in general one can say that
opinion is in favour of special programmes for the gifted rather than for
super-selective schools.
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The super-selective school

One of the major questions regarding the education of very able pupils is
whether the advantages of educating them together in special schools out-
weighs the disadvantages. Snow (1968) argues the advantages of a ‘critical
mass’ whereby the achievements of the gifted pupil are stimulated by contact
with his intellectual peers. It can be argued, on the other hand, that if such a
‘critical mass’ entails large schools catering wholly for gifted pupils the
formal or informal hierarchies of intellect in such schools would serve to
depress the intellectual self-images of all but the top-most pupils and hence
lead to overall under-achievement. No existing research evidence can resolve
this problem, but in order to throw some light on this question data from the
Sixth Form Project* were re-analysed by Mr. T. Christie and Mrs. A. Griffin
who adopted two approaches to the problem.

The first approach involved identifying 5 elite schools on the basis of ‘O’ level
performance and examining the extent to which this superiority was main-
tained at ‘A’ level thus giving some indication of the capacity of these schools
to advance the achievements of their highly intelligent pupils in the sixth
form. The 5 schools were identified on the basis of the average ‘O’ level
grades in 1962 of those pupils who were to take at least 3 ‘A’ level subjects
two years later. This average ‘O’ level grade—scaled from 0-100 with a pass
mark of 45—takes account of all subjects attempted and is weighted by the
popularity of the subjects. These average grades are assumed to provide an
index of the general ability of the pupils. The 5 schools thus identified
included 3 direct grant and 2 maintained grammar schools. The average ‘A’
level results of these schools—scaled 0-6— are compared with the average
results obtained in a sample of 26 direct grant schools and 38 boys’ main-
tained schools located mainly in the Northern and Midlands regions. The
5 elite schools achieved ‘A’ level results which were higher than the average
of all the schools in the sample, but as Table 1 indicates they were, in general,
unable to maintain their ‘O’ level superiority. It is interesting to note that
direct grant school 2, which succeeded in improving its comparative ranking
between ‘O’ and ‘A’ level, is itself well inside the catchment area of a highly
selective and prestigious school.

The second approach compared the changes in performance between ‘O’
and ‘A’ level of elite schools (as judged on ‘O’ level performance) with the
top and bottom quartiles of a sample of 94 schools. The lowest grade in the
top quartile and the highest grade in the bottom quartile were determined
for the referent sample of schools. These grades were then used as cut-off
points for the dependent sample of elite schools.

It can be seen from Table 2 that in both arts and science subjects the elite
schools have a higher proportion above the cut-off mark for the top quartile
of the referent schools and a considerably lower proportion below the cut-off
mark for the bottom quartile at both ‘O’ and ‘A’ levels. But it can also be
seen that the relative proportion above the cut-off mark for the top quartile
decreases between ‘O’ and ‘A’ levels, and the relative proportion below the

* This project is sponsored by the Department of Education and Science and is being car-
ried out in the Department of Education, University of Manchester under the direction
of Professor R. A. C. Oliver. The complete results of this project will be published in
due course, but data was made available by the kind permission of Professor Oliver and
the Department of Education and Science.
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cut-off mark for the bottom quartile increases between ‘O’ and ‘A’ levels.
For both groups the change is statistically significant. Table 3 shows the
results of repeating this procedure when the dependent population consists
of those direct grant schools with the highest ‘O’ level calibre in the Arts
sixth and the Science sixth treated separately. (In fact the same schools
occupied the top 5 positions in both lists.) It can be seen that although there
is a significant deterioration on the Arts side, these schools have succeeded
in reducing the deterioration of the Science side to a point which is not
statistically significant.
Table 4 reverses the comparison by taking the top and bottom quartiles of
the elite direct grant schools as the criterion and examining the changes in
relative proportions between ‘O’ and ‘A’ levels for the other 94 schools. The
general superiority of the elite schools is again seen, but it can also be seen
that the non-elite sample improves its position relative to the elite sample
between ‘O’ and ‘A’ levels.
Two criticisms of this study might be advanced. One is that ‘A’ level per-
formance is an inappropriate criterion for the effectiveness of super-elite
schools. Yet no other criterion is easily available. The other is that the
reported findings are simply evidence of a regression to the mean between
‘O’ and ‘A’ levels. In answer to this question we can quote the authors of
the paper:
‘Regression to the mean is taken care of at the pupil level in this design
since the same pupils are not necessarily involved in a given quartile at
both ‘O’ and ‘A’ level. Errors of selection as a result of the unreliability in
tests applied to pupils is the major source of regression to the mean as a
statistical artifact. Applied to schools, it must have educational implica-
tions.’

These findings do not suggest that bringing together very bright children
under one roof improves the general level of achievement—at least where
‘A’ level is the criterion. If anything one might draw the opposite conclusions
from them—but only to the most tentative degree. What these findings
cannot show is the result of distributing these very bright pupils amongst
other schools and what, in such case, the optimum ‘critical mass’ should be.
Nor can we know what aspects of the schools have led to these findings.
The hypothesis that even amongst highly intelligent pupils academic strati-
fication of a formal or informal kind inhibits the achievements of those
lower in the hierarchy, must remain a hypothesis.

Conclusion

Again it must be concluded that research does not provide definitive answers
as to how to educate the gifted. In Britain we have had selective schools for
children in the top quartile of measured ability and some of these schools
have been in a position to be more highly selective than others. We have also
had streaming in these selective schools. But we have not otherwise developed
special strategies for teaching gifted children (apart from one or two experi-
mental schemes such as those developed by the University of Liverpool and
Brentwood College of Education). It has been impossible therefore to
evaluate different strategies. And even though a variety of strategies has
been attempted in the United States, and although research on gifted
children has been most frequently carried out there, it is not possible to
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Table 2

The examination achievements of the 5 Arts Sixth forms having the best ‘O’
level calibre pupils and the 5 Science Sixth forms having the best such pupils
compared with the remainder of like sixth forms

Arts
S Best ‘O’ level calibre
All other Arts Sixths (N==94) Arts Sixths
Number of Cut-off | Number of
Exam Results Proportion Mark Results Proportion
‘O’ level 11,318 Top 259% 6289 980 56-35%+
‘A’ level 4,434 Top 25%, 4-42 570 44-79
‘O’ level 11,318 Bottom 259, 43-52 980 8-52%
‘A’ level 4,434 Bottom 259, 1-43 570 12-11
Science
5 Best ‘O’ level calibre
All other Science Sixths (N=94) Science Sixths

‘O’ level 15,577 Top 25% 65-47 1,099 49-34%*
‘A’ level 6,273 Top 25% 4-66 561 42-12
‘O’ level 15,577 Bottom 25%, 45-29 1,099 9-47*
‘A’ level 6,273 Bottom 25 %, 1-57 561 1313

** Indicates that the difference between proportions is significant p=<-001
*p=<-01
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The achievements of direct grant elite schools compared with the achievements
of other direct grant grammar schools and maintained grammar schools

Arts
Other schools (N=94) Elite direct grant schools (N=5)
Number of Cut-off Number of
Exam results Proportion mark results Proportion
‘O’ level 11,355 Top 25% 63-12 943 51-27%+
‘A’ level 4,518 Top 25% 4-47 489 42-44
‘O’ level 11,355 Bottom 25%, 43-55 943 8-70*
‘A’ level 4,518 Bottom 25%; 1-45 489 13-41
Science

‘O level | 15471 Top 25%, 65-46 1,207 47-66
‘A’ level 6,222 Top 25%, 4-63 612 45-51
‘O’ level 15,471 Bottom 259, 45-27 1,207 10-34
‘A’ level 6,222 Bottom 25% 1-56 612 11-82

** Indicates that the difference between proportions is significant p=<-001

*p=<-01
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Table 4

The achievements of direct grant elite schools compared with the achievements
of all other schools, where the standards employed are those of elite schools

Elite (IN=5) All other schools (N=94)
Number of Cut-off Number of
Exam results Proportion mark results Proportion
Arts
‘O’ level 943 Top 25%, 72-82 11,355 7-49%*
‘A’ level 489 Top 25% 5-40 4,518 11-34
‘O’ level 943 Bottom 25% 53-17 11,355 49-10**
‘A’ level 489 Bottom 259, 2-16 4,518 40-88
Science
‘O’ level 1,207 Top 25% 73-32 15,471 9-65
‘A’ level 612 Top 25% 5-59 6,222 9-50
‘O’ level 1,207 Bottom 259 54-58 15,471 47-07%*
‘A’ level 612 Bottom 25 %, 2:36 6,222 42-30

** Indicates that the difference between proportions is significant p=<-001
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generalise about the best available strategies. Nor is informed opinion
unanimous. Burt (e.g. 1967) has been an advocate of special schools for the
gifted, especially the mathematically gifted. Terman and Oden (in Witty,
1951) favoured enrichment, acceleration, and special classes. Parkyn (1948)
gave qualified approval to acceleration if the needs of the individual child
were considered, and strongly supported enrichment. Wall (1960) holds that
some segregation of the gifted is probably necessary at the secondary stage
but believes that in Britain we have paid too little attention to the problem
of the identification of unusual talent. A consideration of the education of
the gifted involves a set of issues far wider than the question of separate
schooling. The relative significance of 1.Q., aptitude, personality and interests
have to be considered as well as curriculum content, teaching techniques and
methods of organising special programmes for the gifted of one or several
schools. Although the data of Christie and Griffin were not collected to test
specifically hypotheses relating to the grouping of able children, they do
throw at least a scintilla of doubt upon the practice of grouping together very
large numbers of able children.

THE Si1XxTH FORM

As a considerable degree of importance is attached to the sixth form of the
grammar school as providing a special environment in which academic
excellence might be fostered, and similarly as there has been expressed some
concern about the quality of the provision for the 16+ group in any alterna-
tive institution, the Commission was particularly interested in this problem.
Both theoretical and operational forms of provision for this group (e.g.
sixth form college, junior college, mushroom schools) were considered, but
few comparative data are available. The ongoing Sixth Form Project and
the Inner London Education Authority study of sixth form opportunities are
currently the major sources of data.

Direct grant and maintained schools compared

For data on the sixth forms of direct grant and maintained schools the
Commission drew upon the Sixth Form Survey. The following points are
summarised from papers prepared by Mr. T. Christie, University of Man-
chester, Department of Education:

(a) Direct grant schools have a much more heterogeneous catchment area
than maintained schools, but it is strongly biased towards suburban
and commuter areas. Some 10 per cent of direct grant schools (exclud-
ing Roman Catholic schools) account for twice that percentage of
school provision in suburban areas and residential towns, and three
times their expected provision in commuter areas.

(b) There was little difference between types of school in the number of
‘O’ levels required for entry to the sixth form, but boys’ direct grant
schools were more specific than boys’ schools of other types, and much
more specific than girls’ schools of all types, in the particular combina-
tions of subjects for entry to the sixth form or to different courses
within the sixth.

() In this study ‘leavers’ are defined as those pupils who left school after
taking ‘O’ levels who were judged by heads as being unlikely to attain
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two ‘A’ level passes, and ‘wastage’ as the loss of those pupils after the
fifth year who were judged capable of obtaining 2 ‘A’ level passes.
Tables 5 and 6 compare different types of school. It can be seen from
these tables that the direct grant schools had considerably fewer
‘leavers’ and a much lower rate of ‘wastage’ than other schools. It is
not possible to determine the causes of this difference, but Christie
suggests that one reason amongst others might be attributed to varia-
tions in the provision for science teaching. There was a relationship
between pupils leaving through dissatisfaction with school and the
number of arts subjects provided (r=0.287, p= «.05), and a relation-
ship between ‘wastage’ and the proportion of sixth form science
teachers without an honours degree (r=—0.241, p= «.05). It has been
the direct grant school which has had the advantage of superior science
provision.

(d) It can be seen from Table 7 that the proportion of pupils who entered

the sixth form after only 4 years in the lower school was greater in
boys’ schools than girls’ schools, and amongst the boys’ schools it was
greatest in direct grant schools. But the practice of ‘expressing’ does
not appear to have any relationship with school achievement as assessed
by ‘O’ and ‘A’ level results. However, schools which had a policy of
‘expressing’ a large proportion of pupils but not all of them had a
higher proportion of pupils entering employment after the sixth form
and a lower proportion entering universities. A tentative explanation
of this finding might be that the policy of ‘expressing’ a proportion of
pupils leads to a system of differential treatment of expressed and non-
expressed pupils in the sixth form. One might regard this as a form of
streaming which serves to inhibit the lower stream pupils from develop-
ing an image of themselves as ‘university material’.

The following findings are based upon a comparison between 73 boys’
maintained grammar schools and 18 boys’ direct grant grammar schools
none of them Roman Catholic. All these schools take the examinations
of the same examining board, but three of the direct grant schools do so
only in part. Occasionally, therefore, the sample of direct grant
schools is reduced to 15.

(¢) An examination of the number of subjects offered in the first two years

of the sixth form reveals little difference between the two types of
school. Maintained schools offered an average of 15.11 courses (s.d.
2.57) and direct grant schools 15.06 courses (s.d. 1.75). However, the
range of courses offered by the 2 types of school did vary as Table 8
shows.

It should be remembered that the average size of the sixth form in a
direct grant school is higher than in a maintained school and hence a
greater number of staff are available. It would thus seem that the
direct grant schools do not use the extra teachers to offer additional
courses, but tend to concentrate upon a more limited range and one
which is fairly homogeneous amongst these schools. The direct grant
schools concentrate on those subjects with a high academic content
whereas the maintained grammar schools offer more practical courses.
It would also appear from the data that the maintained grammar
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Fifth form ‘leavers’ as a percentage of the fifth form

71

No. of schools

Maintained Roman Catholic
‘Leavers’ grammar Direct grant direct grant
% of ‘O’ i
level form Boys Girls Boys Girls Boys Girls
80-89 — — — — — -—
70-79 3 2 — — — 5
60-69 4 11 — 8 — —
50-59 26 20 11 — 9 16
40-49 29 23 17 — 27 32
30-39 25 23 17 — 36 21
20-29 5 14 2 15 27 16
10-19 1 5 6 31 —_ 5
0-9 7 1 28 46 — 5
Mean 41-44 41-05 26-19 16-10 32-25 38-61
s.d. 15-00 15-84 17-85 16-11 8-64 15-14
N 73 94 18 13 11 19
Table 6
Fifth form ‘leavers’ and fifth form ‘wastage’
[
‘Wastage’
Number of Number of | ‘Wastage’ | as % of
Number | pupils in [Number of| pupils jas % of ‘O’| potential
School of ‘O’ level | ‘leavers’ | classed as | level form | ‘A’ level
type schools form ‘wastage’ candidates
Maintained
grammar
Boys 73 9,071 3,759 586 6-46 11-03
- Girls 94 10,251 4,208 815 7-95 13-48
Direct grant
Boys 18 2,172 569 51 2:34 3-18
Girls 13 1,016 163 42 4-10 4-92
Roman
Catholic
direct grant
Boys 11 1,278 463 106 8-30 13-00
Girls 19 1,755 678 199 11-39 18-56
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The number of schools admitting various percentages of pupils into the sixth
Jorm after four years in the lower school

Number of schools
Percentage of Maintained Roman Catholic
pupils grammar Direct grant direct grant
Boys Girls Boys Girls Boys Girls
0 23 10 3 10 2 12
1-20 13 7 2 — 2 6
21-40 21 5 3 3 2 i
41-60 15 —_ 8 — 4 —
61-80 — — — — — —
81-100 1 — 2 — 1 —
Mean per-
centage of
pupils ex-
pressed 21-47 1-68 38-31 6-12 32-09 4-28
s.d. 2069 5-77 25-50 11-32 28-50 7-83
Table 8§

Percentage of boys’ direct grant and boys’ maintained schools offering each ‘A’

level subject

Arts subject

English
History
Geography
Economics

Scripture Knowledge

Art
Music
Latin*
French
German

Spanish

Russian

Italian

Greek*

Ancient History*
British Government
Woodwork*
Metalwork*

School type
Maint. D.G.
100 100
100 100
100 100
49 39
33 22
93 72
53 33
84 100
100 100
79 78
21 28
7 11
4 6
22 61
15 50
10 11
30 6
15 0

* = Significant at the -01 level

Science subject School type
Maint. D.G.
Mathematics 100 100
Further Mathematics* 920 100
Pure Maths with Statistics 6 6
Physics 100 100
Chemistry 100 100
Botany 16 28
Zoology 22 28
Biology* 84 100
Geology 27 17
Geometrical and Engineering
Drawing* 41 6
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schools are more likely to permit a mixture of arts and science subjects
at ‘A’ level. Of the four direct grant schools with sixth forms of over
250 pupils, 3 have no pupils at all following a mixed course. It is
unlikely that this is due to staffing difficulties in schools with this size of
sixth form.

(f) Direct grant schools provide less minority time than do the maintained
schools, but there is little difference in modes of utilising this time in
the two types of school. Of the two main functions of minority time,
broadening the curriculum and improving specifically academic
competences and hence university eligibility, the latter appears to
account for the main use of this time in both types of school.

(2) The direct grant schools have a shorter school year than the main-
tained schools. This reduction in teaching time is generally achieved
at the expense of minority time rather than of the time allocated to
‘A’ level teaching. An exception occurs in the case of the science
subjects (t=3.46, p= <« .01), but it is likely that time could be saved
here without any deterioration in ‘A’ level performance. Christie and
Oliver (1969) have demonstrated that in boys’ maintained grammar
schools the only subject in which ‘A’ level performance was improved
(holding ‘O’ level achievement constant) from having 400 as against
280 hours of instruction time was Chemistry.

Sixth form size

The Commission was also concerned with the question of the viable size of
the sixth form in a comprehensive school. On this question, opinion is more
freely available than useful data. Perhaps the most useful body of evidence
is contained in the I.L.E.A.’s report on sixth form opportunities in Inner
London (I.LL.E.A., 1968). This study showed that 58 per cent of I.L.E.A.
schools had fewer than 40 ‘A’ level candidates in the first year sixth and 77 per
cent fewer than 40 in the second year sixth. On the assumption made by the
Working Party that at least 10-12 subjects should be offered to ‘A’ level
students, and that teaching groups should be no smaller than 5 and no larger
than 15, then the ‘A’ level year group would need to number 40-45. There
was considerable variation in the proportions of ‘A’ level pupils between the
different divisions of the I.L.E.A. and between different schools, and the
Working Party drew attention to the disadvantages of a number of schools
each providing for very small numbers of ‘A’ level students. On its pro-
jections for staying-on figures in 1975 by division—which the Report
emphasises must be treated most tentatively—it can be seen that small sixth
forms may persist to that date in 5 or 6 form entry non-selective schools in
some divisions, although in other divisions some schools can expect to
increase considerably their sixth forms by 1975. The Report also shows that
many students aged 16-18 are taking ‘A’ level courses in colleges of further
and higher education.

The Working Party suggests the following ways of ameliorating the tempor-
arily unsatisfactory situation as far as ‘A’ level is concerned:

(i) Co-ordinated provision may be made between certain schools and a
further/higher education college.

(ii) A grammar school and another secondary school intended in the
Authority’s plan to work in close association, should have common
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provision for ‘A’ level subjects.

(iii) Two or three schools may form a consortium for the provision of sixth
form courses, with a director of sixth form studies responsible for
planning and co-ordination.

(iv) In a few cases, and for a period up to 1975, it may be necessary for ‘A’
level studies to be concentrated in certain comprehensive schools in an
area and for ‘A’ level pupils (but not other sixth formers) to transfer at
16~ to such schools.

The Commission also considered the possibility of so re-structuring schools
as to make sixth forms viable even in small comprehensive schools. In
particular two papers by Dr. Elizabeth Halsall (Halsall n.d.) were con-
sidered. These papers offer a model of a small comprehensive school with a
viable sixth form based upon certain assumptions regarding mixed-ability
grouping, the availability of new media of instruction and such devices as
correspondence courses which facilitate self-instruction, the restriction of
options below the level of the sixth form to a common core curriculum, and
the upgrading of the qualifications of teachers.

Conclusion

It would appear from the limited data that are available that there are some
differences between direct grant and maintained grammar school sixth
forms, but that these are not great. It would also seem, at least from the
I.L.E.A. data, that reorganisation along comprehensive lines might create
problems of sixth form viability in some areas. One cannot tell to what
extent new forms of organisation could help to offset effectively the problems
of schools with a low total or proportionate intake of able children.

THE STAFFING OF SCHOOLS

Two aspects of the staffing of schools which were of practical interest to the
Commission were the present staffing position in different types of school
and the possible effect of secondary reorganisation on recruitment.

Teachers in different types of school
The two major sources of data are Graham Kalton (1966), which allows
comparisons to be made between independent, and direct grant schools
whose heads belong to the Headmasters’ Conference and maintained
grammar schools; and Statistics of Education Volume 4 published in April,
1969 which gives data on staffing up to 1967.
The following are the main points arising from Kalton’s survey. (The terms
independent schools and direct grant schools refer only to those schools
whose heads belong to the Headmasters’ Conference.)
(a) Independent schoolmasters are more likely to have a degree, and for
this degree to be of a higher class than masters in direct grant schools
who, in turn, are more likely to have better degrees if they teach in a
day school (but not in a mixed day/‘boarding’ school) than teachers in
maintained grammar schools.
(b) A high proportion (71 per cent) of masters in Headmasters’ Conference
schools took their degrees at either Oxford or Cambridge. Whereas 82
per cent of graduate masters in independent boarding and mixed day/



APPENDIX 5 15

boarding schools had Oxbridge degrees, the figure is 56 per cent for
direct grant schools who consequently have a higher proportion of
graduates from London and other English universities. The indepen-
dent day schools are in an intermediate position.

(c) The independent schools and the direct grant schools which are mixed
day/boarding have a lower proportion of science graduates than
direct grant day schools and maintained grammar schools (which have
about the same proportion). The independent day schools are well
ahead of the others in the proportion of science graduates having first
class honours degrees. The other schools are ranked as follows on
this: H.M.C. direct grant day; H.M.C. independent boarding and
mixed; H.M.C. direct grant mixed day/boarding.

(d) The percentages of teachers in the different types of H.M.C. school
who have had no training for teaching are as follows:

o
Independent day 44
Independent mainly day 53
Independent mainly boarding 64
Independent boarding 68
Direct grant day 37
Direct grant mainly day 35
Direct grant mainly boarding 40

A greater proportion of masters aged under 30 in all types of school have
had teacher training compared with masters aged over 30. The one exception
is the H.M.C. direct grant day school where 54 per cent of masters over 30
and 61 per cent of masters under 30 have had teacher training.

Statistics of Education Volume 4 presents data which are really too general for
any inferences to be drawn about the quality of staffing in different types of
school. However, the following facts have been selected as having some
general relevance.

(a) Percentages of teachers in different types of school who are graduates
(at 31 March 1967):

Men Women

Secondary modern 17.8 12.7
Secondary grammar 77.2 68.7
Comprehensive 439 32,6
Direct grant grammar 72.2 49.7

There are many regional variations but few generalisations can be
drawn. East Anglia has the lowest proportion of graduates in direct
grant schools with the North West the next lowest and Greater
London the highest. Wales has a clear lead in the proportion of
graduates in maintained grammar and comprehensive schools, but is
only slightly above average for graduates in direct grant schools.

(b) Figures are given for the class of degrees in different subjects by
school and sex. The following summarises the more relevant data:



76 APPENDIX 5

Men
Modern
Maths Physics  Biology Languages History
Secondary grammar

1st class hons. 264 103 42 267 109
2nd class hons. 844 609 421 1,983 1,561
Other degrees 1,132 767 357 645 360
Total 2,240 1,479 820 2,895 2,030
Comprehensive

1st class hons. 37 24 6 61 30
2nd class hons. 147 124 97 534 532
Other degrees 392 186 123 244 182
Total 567 334 226 839 744

D.G. grammar

1st class hons. 42 14 2 27 16
2nd class hons. 103 91 41 261 195
Other degrees 140 84 34 101 85
Total 285 189 77 389 296
Women

Modern

Maths Physics  Biology Languages History
Secondary grammar

1st class hons. 137 17 63 187 48
2nd class hons. 446 112 681 1,605 825
Other degrees 627 190 337 468 220
Total 1,210 319 881 2,260 1,093
Comprehensive

1st class hons. 7 2 10 39 4
2nd class hons. 55 20 95 350 218
Other degrees 106 30 83 178 88
Total 168 52 188 567 310

D.G. grammar

1st class hons. 23 3 5 30 8
2nd class hons. 78 21 54 199 127
Other degrees 77 21 51 67 50
Total 178 45 110 296 185

Total numbers of teachers in different types of school are:

Men Women
Graduates  Non-graduates Graduates Non-graduates
Secondary grammar 18,110 5,332 10,413 4,738
Comprehensive 5,557 7,099 2,446 5,047

D.G. grammar 2,435 939 1,570 1,586
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The Dainton Report (1967) gives the following percentages of graduates by
school and age as at November 1965:

’ Main-
tained
Main- |other than| Direct Indepen- All
tained grammar grant dent secondary
grammar grammar |recognised | schools
% % Vo pA %
Graduates*
Under 30 years 35 33 39 26 33
30 but under 40 years 25 25 20 29 25
40 but under 50 years 16 18 17 20 17
50 but under 60 years 20 20 20 19 20
60 years and over 5 4 3 7 5
Total 100 100 100 100 100
Non-graduates
Under 30 years 35 ‘ 34 25 31 34
30 but under 40 years 26 i 24 34 22 24
40 but under 50 years 21 21 18 18 21
50 but under 60 years 14 18 16 23 18
60 years and over 4 3 7 7 3
Total 100 100 100 100 100

* Including graduate equivalents

(c) The following data has been extracted from Statistics to indicate
changes in the proportion of staff who are graduates in maintained
and direct grant schools:

1957 1 1958 11959 | 1960 | 1961 | 1962 | 1963 | 1964 | 1965 | 1966 | 1967

Men

Maintained
primary and |
secondary
schools 27-7(28-5)29-3{30-0({30-4|30-5|31-3{31-1 . .
D.G. schools 82-5)82-482:4|82-4(82-7(81:7|80-2|79-4(79-1|75-7{72-2

Women
Maintained
primary and
secondary
schools 11-6(11-812-1]12-4|12-6|12-7,13-1

1 13-2(13-013-1
D.G. schools 56-9/56-9{51-1{57-5{58-2|58-5|56-1|5

55-2151-6(49-7

3
S.

~ o

[t would appear that the proportion of male graduates in all types of school
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increased until the early 1960s and then began a decline which appears to have
affected the direct grant schools more significantly. The same trend is seen
amongst women in direct grant schools, but the proportion of women
teachers who are graduates has remained substantially the same in the main-
tained sector. (It should be noted that changes in data processing after 1962
might have affected the figures in general, but presumably it would have
affected data from all types of school equally.)

It is difficult to assess whether the decline in the proportion of graduates
in direct grant schools is a function of a difficulty in recruiting graduates,
or a changed policy towards the employment of non-graduates in academic
subjects, or the extension of the teaching of non-academic subjects resulting
in a shift in the proportion of graduates, or the supply of graduates failing
to keep pace with the increased demand for teachers.

Attitudes towards teaching in different types of school

An investigation into attitudes towards teaching was carried out by the
Social Survey (Morton—-Williams et al, 1966). This survey was based upon a
sample of 3,350 undergraduates drawn from all universities in England and
Wales and it considered inter alia the attitude of undergraduates towards
teaching in different types of school. The basic information is given in Figure
1. When attitudes towards different types of teaching were analysed by type
of school last attended by the respondents, it was found that whatever
the type of school the student had attended the grammar school was the
most popular in which to teach. The idea of teaching in an independent
school was most attractive to those who had themselves been to an indepen-
dent school. Students who had themselves attended direct grant schools
preferred grammar school teaching (no distinction is made between direct
grant and maintained) and favoured about equally independent and compre-
hensive schools. When reasons for liking or disliking various types of school
were analysed the results were very much as one would expect. Grammar
schools were preferred for reasons centering on the standard of work carried
out, the intelligence of the pupils and the possibilities of specialisation.
About half the undergraduates were unable to name anything specifically
which attracted them to independent schools, but the two most frequently
mentioned points were the standard of work and the possibility of earning
more than in a State school. Other factors mentioned by a very small per-
centage of respondents were: freedom, small class size, possibilities of in-
dividual attention, and fewer disciplinary problems. By far the largest number
of comments made against teaching in independent schools centred upon an
opposition in principle to this kind of education. Secondary modern teaching
was most favoured as a challenge and least favoured because of the limited
academic return of work involved—men scientists were particularly concerned
at this. The other main negative reactions concerned the apathy of pupils.
No attractions or deterrents are reported for the comprehensive school.
Little further comment is needed on these findings. It perhaps ought to be
pointed out that when the investigation was carried out, there were far fewer
comprehensive schools than at the present time. Furthermore, the possibility
of sixth form work was presented for the grammar school only; one would
clearly now wish to know the pulling power of opportunities for sixth form
teaching in comprehensive schools.
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A recent paper by Whiteside, Bernbaum and Noble (1969) contains more
recent data based upon a survey carried out amongst postgraduate certificate
students in the Department of Education at Leicester University. In a
lengthy questionnaire the following three questions were asked:

“What type of school would you most like to begin your teaching career
in?”’

“Indicate which type of school you would Jeast like to begin your teaching
career in.”

“Regardless of your preference, which type of school do you think it most
likely you will begin your teaching career in?”’

On each occasion the students were offered the selection—

Secondary modern grammar, college of further education, independent,

direct grant, comprehensive, primary.
The basic findings are summarised in Table 9. The most significant finding
is the high preference given to teaching in comprehensive schools which is
much higher than in the Social Survey report. This might be due to the time
lag between the studies during which more comprehensive schools have been
established. It could also be argued that the attitudes of Leicester students
are atypical either because the School recruits those students who tend to be
the most committed to comprehensive schools or because the School succeeds
in inculcating these attitudes, or because many of the students had carried
out their teaching practice in comprehensive schools. But it should be pointed
out that a study of the same School carried out by a visiting American during
1960-61, Robbins (1963), showed that 138 out of 147 students planned or
desired to teach in a grammar school during a period in which the ‘pro-
gressive’ character of the School was perhaps even more clearly marked in
comparison with other Departments of Education. It will be seen, however,
that fewer students actually took posts in comprehensive schools than
indicated the desire to do so. This difference could have resulted from the
general weakness of pencil-and-paper tests which perhaps tend to induce
respondents to give what they considered to be the ‘right’ answers, or from a
market situation in which students are unable to obtain suitable posts in
comprehensive schools in the areas in which they wish to teach. (Although
this explanation is at odds with the common argument about the shortage of
graduates in comprehensive schools.) An analysis of the responses to differ-
ent items on the questionnaire indicated that those who claimed a preference
for comprehensive schools but actually entered grammar schools had more
‘traditional’ views about teaching than those who actually entered compre-
hensives.
The authors of the paper point out that in absolute terms comprehensive
schools do not provide widespread opportunities for specialised subject
teaching at the sixth form level. Furthermore, the N.F.E.R. research
indicates that 54.1 per cent of qualified graduates in comprehensive schools
taught all ranges of ability whilst only 27.2 per cent concentrated their
attentions on pupils with above-average ability.
Analysis of responses showed that those who would most like to teach in
comprehensive schools would least like to teach in independent schools
whilst those preferring grammar schools least preferred secondary modern
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Table 9

Preference for teaching in different types of secondary school amongst students
in a University Department of Education and the actual posts which they
entered

Type of school Type of school
like to begin thought most likely
teaching career to begin teaching First
in career in appointment

Comprehensive

school 97 64 54
Grammar school 25 53 38
College of further

education 19 16 10
Secondary modern

school 5 16 11
Direct grant school 4 1 8
Independent school 1 2 —
Primary school 6 5 —
Teaching abroad — — 11
Further study

(Higher degrees

etc.) — — 16
Total number of

students 157 157 157

Source: Whiteside, Bernbaum and Noble (1969)
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schools. The negative reasons given were as follows:

Reasons for disliking teaching in independent schools
(i) Against the ideology of Public Schools 53

(ii) Poor academic standards and facilities 1
(iii) Teaching methods too traditional 4
(iv) Other 1

59

Reasons for disliking teaching in secondary modern schools

(i) Want to teach able and motivated children 13
(ii) Discipline problems 7
(iii) Cannot teach subject speciality 19
(iv) Lack of status for secondary modern 4
43

This line of investigation was worth extending to other university depart-
ments of education even if only on a small scale. A questionnaire on attitudes
towards teaching in different types of secondary school was administered to
students in the Manchester and Oxford University Departments of Education
with the permission of the heads of department: Professor R. A. C. Oliver
and Mr. A. D. C. Peterson. All students of the Oxford Department were
approached and there was a 69 per cent response rate. All students of the
Manchester Department were approached with the exception of three groups
who were specifically training for primary teaching and a response rate of 84
per cent was obtained. Students who intended to teach in infant or primary
schools, further or higher education establishments, or overseas were
excluded from the survey. The exclusion of these and of questionnaires
providing incomplete information left 100 responses from the Manchester
Department and 150 responses from the Oxford Department. Tables 10 and
11 show the first positive or negative choices for the two departments.
The tables require little explanation or comment. It is clear that the main-
tained grammar school is the highest preferred first appointment for both
Manchester and Oxford students, but the latter indicated a greater preference
for teaching in independent schools than the former. There is little difference
in their preferences for first appointments in comprehensive and direct grant
schools. Amongst both groups of students comprehensive school teaching is
the most popular first choice for the major part of a teaching career. One
can only speculate on the reasons for this difference from preferred first
appointment. One reason might be that students wish to develop their
teaching competences in schools which they expect to be more traditional in
their organisation and curriculum, and in which disciplinary problems are
minimal, and then move to the less familiar comprehensive school when they
have developed these competences. Perhaps another reason for this preference
is an implicit recognition that in the future comprehensive schools will be
predominant and career advancement will often necessitate a move into this
type of school.
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Multiple choices were allowed for expected first appointment and expected
institution for the major part of career. It will be seen that maintained
grammar as expected first appointment gives way to the comprehensive
school as expected permanent appointment for the Manchester students but
remains the same for the Oxford students. The interesting point about these
columns is the number of multiple choices given by the students indicating,
perhaps, an uncertainty or open-mindedness about career. It might be that
factors other than school type—e.g. geographical location, promotion
prospects, level of work available—might be more significant.

In general, the findings indicate that sentiment is strongly against the
secondary modern school, and against the independent—especially boarding
schools—amongst the Manchester students, but otherwise the students
appear to be fairly open-minded about the schools in which they wish to
teach.

Conclusion

The data presented above do not permit any valid generalisation about the
future supply and demand for teachers in relation to reorganisation implied
in the Commission’s terms of reference. The supply and demand figures are
not helpful as they stand. More needs to be known about the distribution
and utilisation of teachers with various qualifications, and the Department
of Education and Science currently has this in hand. It can be very tentatively
inferred from the data on attitudes that in general intending teachers are on
the whole open-minded about working in different types of school, but these
data tell us nothing about the attitudes of students with different classes of
degree.

INTERNATIONAL COMPARISONS

Educational developments in other societies were naturally of great interest
to the Commission and the most up-to-date information was sought regarding
the present stage of educational reforms in Western European, Eastern
European, North American and Australasian societies. The difficult nature
of comparative studies was always kept in mind. The following is 2 summary
of the points which emerged. It must be remembered, however, that general-
isations of this order are extremely hazardous and each of the statements
made needs very considerable qualification for each country.

A summary of international comparisons

(a) For the most part North American and Eastern European schools are
comprehensive. There is a trend towards comprehensive secondary
education in most Western European countries. This has been com-
pleted in some countries, particularly in Scandanavia, and is marked
by varying rates of progress in other countries.

(b) Pupil differentiation increasingly occurs within the secondary school as
pupils enter different courses, e.g. academic, technical, commercial.
This process occurs at different ages in different countries and varies
between twelve and sixteen with a trend towards later differentiation.
The degree of pupil choice and the force of the ‘guidance’ given is
difficult to determine from the information available. Academic
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courses continue to attract the most able pupils but there is also an
increasing tendency for able pupils to pursue technical courses.
Vocational education can be conceptualised in a number of ways
ranging from specific job training to more general orientations towards
particular careers. This makes generalisation difficult. It would appear,
however, that in Europe, though not in North America, there is a clear
vocational bias in non-academic courses especially in the upper
secondary schools.

The concept of higher education varies between countries, but con-
sidering all forms of tertiary education it is clear that there has been a
considerable expansion in all societies. When considering the traditional
European concept of a university, it can be said that in recent years
there has been a rapid increase in enrolments, although this expansion
results from different policies. Thus Little and Kallen (1968) point out
that this expansion can have resulted from the increased proportion of
secondary school graduates entering university, the increased pro-
portion of pupils completing secondary education, or the increased
proportion of the age group entering those secondary school courses
which lead to higher education. The expansion of higher education in
Europe appears to have improved the entry chances of working class
children but not very dramatically. The chances of working class
pupils entering higher education in U.S.A. are much greater, but
institutions of higher education tend to be stratified by the social class
of entrants.

(¢) Examination arrangements are highly varied. In most countries there

is usually only one school-leaving examination which takes many
forms. In the U.S.A. high school graduation is achieved by means of
credits awarded by the school but examinations such as those of the
College Entrance Examination Board can be taken by college appli-
cants. In France and Germany secondary school examinations are set
internally by the school but are externally moderated and have, in fact,
state-wide currency for university entrance. In the Russian system a
Certificate of Maturity is awarded to all students who successfully
complete the secondary course. This permits recipients to apply for
admission to higher education, but is not in itself enough. University
faculties conduct their own written and oral tests and competition is
fierce. In Scandinavian countries internal examinations, externally
moderated, form the basis of admission to higher education.

(f) Teacher/pupil ratios are difficult to determine on the basis of existing

statistics. A very crude generalisation would be that class size averages
thirty in both primary and secondary schools. The average size of
sixth form classes in this country is probably lower than comparable
academic classes in other societies.

{g) As a broad generalisation one can say that secondary education in the

countries considered is largely co-educational.

(h) All countries would appear to have some ‘independent’ schools. The

U.S.A. has a system of private high schools some of which are run
along the lines of the service academies. Russia has a small number of
schools which are independent of the State for administrative purposes
but are State-financed. There are also State boarding schools in
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Russia but these are in no sense elite schools and frequently admit
disadvantaged children. In a number of Western European countries
there are denominational schools which perhaps approximate to our
‘aided’ schools in administrative status. In Norway there are a few
cathedral schools, and in Sweden there are 25 private schools which
appear to have no social or educational pre-eminence. Only in
Australasia does one find independent schools which are close
parallels to the British model. In New Zealand, for example, there are
over 100 independent secondary schools almost all connected with
churches.

(i) Although comparisons of such vague concepts as autonomy are full
of danger, the generalisation that the headteacher in the British system
—both State and independent—has greater authority than his counter-
part in either highly centralised systems or local systems seems to be
widely accepted. H. C. Dent remarks that the English headteacher
‘. .. 1s accorded more power and more freedom in the use of it than
heads of schools in any other country. 'In France appointments to
headships are made by the Ministry and conform to certain criteria
regarding qualifications and experience. The French headmaster is
largely an administrator. He allocates duties to his staff after dis-
cussions with them and is responsible for writing an annual report on
each member, but by and large he is rather remote from his staff. The
staff committee elects representatives to present their opinions to the
head. His power is limited by the requirements of the State which lays
down the main lines of curriculum and modes of operation.

In America the school boards of each State prescribe minimum standards in
buildings, curricula, qualifications and textbooks, and the ad hoc local
school boards have considerable influence on the schools. The school
principal is far less significant than the school superintendent who is the
executive of the school board. It is the superintendent who makes policy
decisions over courses and curricula under the surveillance of the school
board and in consultation with principals and teachers. The school principal
is concerned with the administration of the school including the welfare of
teachers and pupils.

The Russian school director is in no position to play the autocrat. The accent
is on democratic organisation and his activities are limited on the one side by
the centralised control of the system and on the other by the various com-
mittees of teachers. In some areas directors are elected. The prospective
director must fulfil certain criteria for promotion and can be nominated by
party, trade union, teachers’ organisations or local education departments.
A candidate must receive at least three-quarters of the teachers’ votes and is
elected for three years at the end of which he must make a report and seek
re-election. Nigel Grant (1968) writes: ‘A director’s powers are in some
respects less extensive than those of the headmaster of the British school.
He is entitled to sce that teachers fulfil their commitments and comply with
regulation schemes of work and teaching methods, but any intervention he
makes in a class-teacher’s work can be the subject of an appeal to the
Teachers’ Soviet.

Even in the Australian system, which resembles the British system in so many
ways, the headteacher would appear to have less control over the internal
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activities of his school than his British counterpart. In all, it would appear

that within the British educational system, the headteacher—whether of an

independent or State school—has an unusual degree of autonomy. In each
of the systems considered, agencies outside the school retained considerable
influence over the curriculum.

In conclusion one can say that in spite of the great differences existing between

the educational systems considered, one can detect a number of overall

trends. These include:

1. A growing degree of comprehensivisation, especially in the early years of
secondary education.

2. An attempt to maintain flexibility and allow for changes of course as far
up the secondary school as is compatible with the needs of the more
academically able children.

3. An attempt to maintain a general curriculum in the early years of
secondary education.

4. A growing emphasis on vocational education in the later stages of
secondary education.

5. A growing awareness of the need to offset environmental disadvantages
from the pre-school years up through the primary and secondary schools.

6. A growth of interest, often supported by research, into curriculum and
teaching methods which might enhance the success of organisational
changes.

Some of the more basic references relating to international comparisons are
as follows: Baron (1966); Bowles (1963); Cramer and Browne (1965); Dixon
(1965); Grant (1968); Halls (1965); Hans (1963); Holmes (1965); Kazamias
and Massialas (1965); King (1963, 1965a, 1965b, 1966, 1967); Knoll (1967):
U.N.E.S.C.O. (1955-1966).

International comparisons of achievement

The most exhaustive cross-national study is the study of achievement in
mathematics by the International Project for the Evaluation of Educational
Achievement (Husén, 1967 ; Postlethwaite, 1967). The twelve countries partici-
pating in the study were: Australia, Belgium, England, Federal Republic of
Germany, Finland, France, Israel, Japan, Netherlands, Scotland, Sweden,
U.S.A. Four populations were chosen for sampling and investigation. These
were (1a) all 13 year-olds, (1b) all students in the grade where most 13 year-
olds were to be found within three months of the end of the school year, (3a)
pre-university students studying mathematics as a major subject, and (3b)
pre-university students not studying mathematics as a major subject. From
this complex and wide-ranging study certain findings can be abstracted as
being of interest to the Commission. These are the conclusions which
Postlethwaite draws from the analysis relating to differentiation, retentivity
and specialisation.

(a) Differentiation of Population (1b) pupils into homogeneous groups
either through a system of separate schools or a system of streaming
within schools was found to be associated with large standard devia-
tions, that is it appeared to lead to a wider range of mathematical
achievement. This was also found with the Japanese data, and it is
argued that the reason for this is that within the junior high school and
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senior high school structures there is a hierarchy of schools with severe
competition amongst students to enter the best school. Discussing the
evidence relating to the effects of differentiation Postlethwaite writes:

‘Educational policy makers should be aware of the relationship
between these educational practices and the spread of scores on
achievement tests in mathematics. This is of particular importance in
the debate concerning selective versus comprehensive systems of
education. Ability grouping within schools is associated with large
standard deviations in a school system, even though that school
system may have no inter-school differentiation. Furthermore, it is
not enough to take an administrative decision concerning differ-
entiation without, at the same time, changing teachers’ attitudes
about differentiation. These findings are also of interest to those
concerned with the ‘culturally-disadvantaged’ child, since certain
differentiation practices can exacerbate his plight, whereas it would
appear that non-differentiation might improve it.’

(b) ‘Retentivity’ refers to the proportion of an age group being retained in
full-time schooling in a system to the end of secondary schooling. An
examination of the achievements of the pre-university populations
revealed that although the average score drops when a higher pro-
portion of the age group goes through to the pre-university year (as in
the U.S.A.) the performance of the best students does not deteriorate.
But average scores can be misleading when one considers that in
England 5 per cent of the age group is studying mathematics in the
pre-university years whereas the comparative figure for the U.S.A. is
18 per cent. Therefore attempts were made to compare the yield (i.e.
‘how many students are brought how far’). On this criterion, which
Postlethwaite concedes is crude, it would seem that the systems with
higher retentivity have greater yields, but it is also noted that yield is
to a certain extent a function of retentivity. Postlethwaite writes:

‘The data obtained in this study reveal clearly the possibility of
having both a high overall yield and an undiminished elite yield.’

(c) The number of subjects studied by pre-university students studying
mathematics ranged from an average of three in England to an
average of nine for all the European countries. But a comparison of
average mathematical scores between systems with 8 or more and 4
or fewer was made and there was no significant difference in these
scores.

A recent re-analysis of the I.LE.A. data (Harrison, 1969) derived measures of
pupils’ opportunity to learn particular mathematical topics, their social class
background and their school performance. Samples selected for the study
were 13 year-old students in six countries: the United States, England,
France, Japan, Scotland and Sweden. The samples were drawn to yield four
groups: advantaged-successful, advantaged-non-successful, disadvantaged-
successful, disadvantaged-non-successful. The central question of the study
was: to what extent does the opportunity to learn afforded the successful
students differ from that afforded the non-successful students ?

The findings revealed that in five out of six countries (the United States,
England, France, Scotland and Sweden) most non-successful students are
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not given the opportunities to learn mathematics that are afforded to the
successful students. And in four out of six countries (the United States,
England, France and Scotland) disadvantaged students are not given the
same opportunities as advantaged students.

The lack of relationship between home background and opportunity in
Sweden and Japan is held to be explicable by the centralised core curriculum
which is offered to all students until at least the age of thirteen, and this
homogeneous educational programme is held to explain the absence of a
relationship between success in school and opportunity in Japan where lack
of success must be attributed to other factors than lack of opportunity.
Harrison concludes: ‘While the possibility remains that all students will not
be able to benefit from such opportunities, the opportunities offered advan-
taged-successful students should be offered to all students if success for most
is valued.’

Education in Sweden

The Commission paid special attention to the educational system of Sweden,
including a visit by several members. The structure of the Swedish system
and the history of recent changes was considered (Marklund and Soderberg,
1967; Orring, 1962; Dahllof et al, 1965). Attention was also paid to recent
educational research in Sweden and particularly to the relationship between
research and policy.

Educational research in Sweden

Research has become an institutionalised part of educational change in
Sweden. Each of the official investigations which preceded each change either
commissioned research directly or drew upon existing research findings, and
it would appear that these had considerable influence upon the final
decisions. There are a number of brief summaries of these researches (e.g.
Harnqvist, 1961; Marklund, 1966). The following are summaries of the more
important and interesting investigations:

(a) Elmgren (1952) investigated the relationship between ‘theoretical’ and
‘practical’ abilities. The former were assessed by two verbal and one
non-verbal group intelligence tests and the latter by a modification of
the Minnesota Assembly Test. The Tests were given to 4,151 boys and
5,154 girls between the ages of 10 and 15. He found evidence of a
correlation between the measures of the two abilities, those who did
well on the theoretical test tended to do well on the practical test and
vice versa. But the correlations were not high and Elmgren himself
pointed out the dangers of correlating intelligence scores and the
single test of practical aptitude. He writes: ‘Any comparison between
the level of this homogeneous general intelligence and the corres-
ponding levels of a single variant of practical aptitude, which is con-
siderably more complex and at the same time more loosely integrated,
must consequently be undertaken with a strong insistence on
relativity of the results thus obtained.” Nevertheless the Swedish School
Commission interpreted Elmgren’s findings as supporting later
differentiation on the grounds that one could not adequately dis-
tinguish between the two types of ability until a later stage. (Elmgren
was ambivalent about this interpretation of his work, and it was also
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criticised by a number of other educationists—a point referred to
below.)

Orring (1959) conducted an investigation of pupils’ progress through
the academic school using a 20 per cent sample. He found that in spite
of the fact that there was rigorous selection only about half of the
entering students reached graduation in the allotted time. There was a
considerable percentage of pupils (varying between one-fifth and one-
third) who left school without taking an examination or continuing
with their studies in pre-university classes. There was also a consider-
able amount of grade repeating. Drop-outs and non-promotion were
correlated with entrance marks but the correlations were not high.
First year marks did not have a high predictive value. In a special
analysis of the drop-outs and non-promotions carried out by Husén,
it was found that when entrance qualifications were controlled pupils
from working class backgrounds failed more often than others.

Harnqvist (1960) carried out research into the psychological basis for
differentiation in terms of individual differences. Comparable samples
of 500 children were drawn from each of Grades 4 to 9 in compre-
hensive schools. Each pupil took a series of tests for different ability
factors and also completed an interest inventory. The scores were used
to construct developmental curves for the average performance of
pupils in different grades. Intercorrelations between the scores reflect
the size of the differences between various factors within the individual.
It is assumed that this intra individual variation increases with age so
that it becomes increasingly easier to distinguish the particular traits
of a given individual. The study confirms the hypothesis for interests but
does not show a clear upward or downward trend for ability factors,
i.e. it is no easier in the higher than the lower grades to determine
what an individual’s particular abilities are. Harnqvist draws the
following implications for practice:
‘As to the organisation of differentiation, the author draws the con-
clusion that, when alternative courses of study are offered, the
pupils should be free to choose more difficult courses in some
subjects and easier courses in others, and not be forced to choose
the same level of difficulty throughout, since differences within the
individual are often so great that such flexibility is needed. Further-
more, transfer between different courses should be made easy for
this by no means few pupils who develop irregularly during the age
period concerned.’

Johannisson and Magnusson (1960) studied children in a hundred
classes at the seventh grade level representing academic, comprehensive
and elementary schools. The variables which they investigated were
sociometric choices and attitudes to class-mates, teachers and the
school situation in general. They also studied parents’ attitudes
towards education, and the teachers’ views on teaching methods and
educational philosophy. Harngvist (1961) summarises the findings as
follows:

“The study is full of interesting results, but does not reveal any

general superiority of any one of the school systems compared

where social development is concerned. The number of years the
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class-mates have been together influences the sociometric structure
of the classes. Elementary school pupils with one class teacher for
the majority of subjects gave a more positive attitude towards the
teacher than pupils with different subject matter teachers. Such
findings are to some extent reflected in differences between the
school systems.

Among the most interesting results of Johannisson’s study is the
interaction shown between the parents’ attitudes towards education
and the pupils’ attitudes towards school, teachers, and class-mates.
When parents have high ambitions for their child’s education and
take an active interest in its school work, the child tends to be
interested and ambitious too. This is especially the case in the
comprehensive schools where the variations between parents’
attitudes are greater than in the positively or negatively homo-
geneous school systems.

Magnusson has studied the level of self-appraisal among pupils of
the different school systems. He finds a general tendency for the
pupils to rate themselves somewhat below an average rating made
by their class-mates. This tendency of underestimation is more
marked in the schools where a selection procedure has taken place
between the sixth and seventh Grade than in the comprehensive
schools. He concludes that a selection procedure is likely to influence
self-appraisal in a negative direction.’

(e) Svensson (1962) carried out an investigation into the effects of different

forms of school organisation on achievement. The study was carried
out in Stockholm between 1955 and 1960 when three forms of
secondary organisation were running concurrently. Pupils who went to
schools on the South side were differentiated by ability after 6 years
(i.e. at 13+4) in both the realskola and the comprehensive school, the
difference between them being that the comprehensive school provided
for a gradual transition to academic courses in Grades 7 and 8. Pupils
who went to school on the North side were differentiated into select-
plus and select-minus after Grade 4 (i.e. 114). Academic classes were
taught by subject teachers and non-academic and undifferentiated
classes by class teachers. Standardised objective tests were used to
determine levels of intelligence, reading, mathematics and incor-
porating, as the pupils went up the school, tests in English, German,
history, chemistry, etc. These attainments were measured on several
occasions as the pupils progressed from the sixth through the ninth
Grade. Comparisons were made, where appropriate, between the
achievements of the different groups on the realskola final exams. In a
pre-test at Grade 4 level each pupil’s intelligence and achievement
levels and the socio-economic status of his parents were determined.
These two variables of qualifications and social class were held con-
stant throughout the investigation. The investigation involved a
complete age group of 11,000 pupils from 84 classes (20 plus select,
24 minus select, 40 undifferentiated).

Svensson naturally presents his findings in some detail, and from these
he is able to derive support both for early differentiation (especially in
the short run) and also for later differentiation. The picture is different
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according to such factors as age, initial levels of ability, socio-
economic background and on the different attainment tests. His own
brief summary of the findings is as follows:

‘A recurring argument is that early transfer of talented pupils to
separate classes or schools is essential if they are to make optimum
educational progress. On this point we think the present study has
some clear-cut answers to give:

(1) It made no difference in the long run to the achievements of
plus-select pupils whether they received their prior instruction in
one or the other class-type. Whatever superiority early-differentiated
pupils may have enjoyed in their previous schooling had been
reduced to practical nullity by the time all pupils reached Grades
8 and 9.

(2) Over the long run, the placement of plus-select classes in State
secondary schools, or of both plus-selects and minus-selects in
elementary and comprehensive schools, had no bearing on the
achievements of pupils of comparable initial scholastic aptitude
and home background.

(3) To minus-select pupils it was ultimately immaterial whether
they were assigned to their respective classes early or late.

It should once again be emphasised that our inquiries were confined
to the scholastic attainments of pupils, which admittedly is a limited
sector of the school’s activities. The findings are therefore unable to
sustain generalisations of broader scope. On the other hand, it must
be said that the sector we have covered is a great one, embracing as
it does not only an assessment of general ability but also those
subject matter areas which enjoy high prestige value and are con-
sidered essential both in the school and the larger community.’

(f) Harnqvist (1966) reports an investigation which demonstrates the effects
of the common school on educational aspirations. The experimental
group was a 10 per cent sample (n=9,298) of children born in 1948, In
1961, when the children were thirteen years old, data were collected on
educational placement (the type of school, course, etc.), school marks,
parental background, intelligence test scores, interests, educational and
occupational plans, and school adjustment. As the data were collected
when the experimental and traditional systems existed side by side, it is
possible to study their comparative effects—65 per cent of pupils
belonged to the traditional system. Two questions were selected for
special study: Question A concerned choice of course for Grade 7 and
Question B concerned the possibility of taking the ‘Studentexamen’
(i.e. the certificate on which university selection is based).

The major findings of the study were as follows:

(1) The proportion of children opting for academic courses was 15-16
per cent higher in the experimental system than in the traditional
system—although because of difficulties in comparison the dcfinition
of academic choice was less strict for Experimental than the Tra-
ditional.

(2) Twenty per cent of pupils think that they will take the ‘Student-
examen’ and thirty per cent claim that they are uncertain. Again the
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aspiration is higher in the Experimental group—although insufficient
numbers have reached this level to compare actual choice.

(3) The distribution of the socio-economic scores (father’s occupation
plus educational level) differs between the two groups, i.e. the agri-
cultural group over-represented in the traditional system and the
better educated in the experimental system. But the data show that
although in both systems there is a trend for children of higher social
classes to plan an academic course to a greater extent, there is a greater
tendency for pupils to choose academic courses in the Experimental
system than the Traditional system at every social level.

(4) When intelligence is held constant, father’s occupation and educa-
tion is less important as a factor determining academic plans in the
Experimental than in the Traditional system, but there remain large
differences between socio-economic groups which cannot be accounted
for by means of aptitude differences.

(5) When looking at plans to take the ‘studentexamen’ the hypothesis
that choices are less influenced by social background in the Experimental
system than in the Traditional system does not hold.

(6) When an examination is made of the relationship between school
marks and choice of academic course, there is less difference between
the social classes in the Experimental system especially at the higher
levels of attainment i.e. lower class pupils with high marks have a
greater tendency to indicate a preference for academic courses than
their social class equivalents in the Traditional system. The same
generalisations can also be made for expectations regarding the
‘Studentexamen’. Harnqvist’s broad summary is as follows:

‘According to our results, social background still plays an important
role when pupils plan for an academic type of education beyond the
common undifferentiated school stages. Even if this influence seems
to be somewhat less strong in the experimental comprehensive than in
the traditional segregated system, the principal difference between
systems is in respect to the over-all frequency of academic choices at
a certain aptitude level: it is much more likely for a pupil in the
experimental system to plan an academic choice’.

(g) The Swedish school reforms imposed new functions upon the teacher,

in particular those teachers who had formerly taught the academically
select group in Grades 7 to 9 and had henceforth to deal with a mixed
scholastic population representing all levels of ability and inclination.
On the other hand the changes imposed by the reforms had rather less
impact upon teachers who had taught Grades 1 to 6. On the assumption
that attitudes to one’s job affect performance, Marklund (1963) con-
ducted an investigation to compare attitudes to the reforms of those
teachers who had been considerably affected by the reforms and those
who had been less affected, and also of those teachers who had gradu-
ated from teacher training establishments of the new, reformed type
and those who had graduated from traditional teacher training estab-
lishments. Thus there were four groups of graduating teachers in the
study as indicated in the following table:



APPENDIX 5 95

Teachers
Whose working con- I: Graduated II: Graduated
ditions will be altered from Teacher from Traditional
by the school reform Training Establish- Teacher Training
ments of new, Establishments
reformed type Total
A. To only a minor !
extent 47 667 724
B. To a considerable
extent 31 198 229
Total 78 ‘ 875 953

A I. Normal schools (for elementary school teaching).

A II: Intermediate-grade curriculum of the school of education.

B I. Probationary-year schools (postgraduate professional training).
B II: Higher-grade curriculum of the school of education.

The respondents completed a questionnaire containing 14 ‘negative’ state-
ments on school reform such as:

‘After four years in elementary school the pupils have progressed in their
studies at such different rates that sectioning by scholastic qualifications is
advisable’. The respondents were asked to score these statements on a scale
from 1 (full agreement) to S5 (full disagreement). An information test
relating to the organisation curriculum etc. of the new schools was also
administered to the groups. The findings can be summarised as follows:

(1) The ‘B’ teachers (i.c. prospective teachers whose working conditions
would be markedly altered) responded more negatively than the ‘A’
teachers.

(2) Prospective teachers who had experienced the new type of training had
more positive attitudes in both the ‘A’ and ‘B’ categories, and especially
in the type ‘A’ group.

(3) On the information test the students having experienced the new type
of teacher education (type I) scored significantly higher than those of
type II.

(4) High knowledge levels were related to positive attitudes, and low
knowledge levels to negative attitudes. (It was not possible to demon-
strate the causal connection, Marklund hypothesises that the more that
is known about school reform, the more favourable the atmosphere
which can be created for implementing the reform.)

Marklund writes:

‘Attitudes to the school reform held by the new teachers range from the
strongly positive to the strongly negative. The majority appear to have
adopted a wait-and-see frame of mind. A certain distrust of the reform is
discernible in many of the responses. And some teachers seem to be
explicitly hostile to the comprehensive school.

Higher-grade teachers are decidedly more negative to the reform than
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those in the intermediate grades. When responding to the questionnaire
(May 1959), a not inconsiderable portion of the former group was appar-
ently not disposed to accept the fact that the lower secondary school
would gradually be displaced by the comprehensive school’.

It will be noted that Marklund takes the view that once the decision to reor~
ganise the system had been taken the problem becomes one of inducing new
teachers to accept it and make it work.

The research associated with the Swedish school reform has usually been
quite sophisticated in design, but there have been some inevitable limitations.
A particular problem has been to control the variables in a non-experimental
situation. It should also be noted that problems for investigation have been
determined by the needs of the reformers. (A further comment on this topic
will be made in the next section.)

In general, it is probably true to say that the researches reported here, and
others which have not been reported, do not provide conclusive evidence
against the reforms, but neither do they provide any overwhelming evidence
in favour of the experiment on academic grounds—although such non-
intellective factors as interest, attitude to school, demand for a longer educa-
tion and social relationships appear to develop more (for the majority) in the
comprehensive system. On these grounds the Swedes have felt justified in
going ahead with the reforms.

The relationship between educational research and policy

Since 1894 Swedish education has been transformed from a dual system of
free but terminal elementary education and an academic secondary schooling
which could be purchased to a free, common nine-year comprehensive
school. This transformation parallels the rapid industrialisation of Sweden
and also the growing dominance of the Swedish Democratic Party which
entered the Government in 1917 and has been the party in power contin-
uously since 1932. During the 1950s economic development was the major
political pre-occupation and education received little attention. As in Britain,
the dual system provided for some social mobility especially amongst the
children of farmers (15-20 per cent. of pupils in the academic schools) and a
little upward mobility for the sons of farm and industrial workers (5-6 per
cent entering universities by the 1940s).

The 1940 School Committee was divided along lines of interest and ideology.
The proposal for a six year school was supported by the elementary school
teachers and opposed by the secondary school teachers, presumably on
grounds of interest. Some members of the Committee urged early selection
for secondary education, a view supported by the four professors of educa-
tional psychology who were consulted, but another group took the view that
differentiation at the age of 11 would be affected by irrelevant social and
economic factors. This group also emphasised particularly the social argu-
ments for educating children from different social classes together.

The 1946 Parliamentary School Commission was appointed by the Social
Democratic Party and included a number of left-wing members. There were
no teacher members. The General Secretary was Dr. Stellan Arvidson,
principal of a secondary school and one of the leading party intellectuals.
The Commission began its work in the period of post-war optimism with a
climate conducive to innovation. Alva Myrdal’s membership of the Com-
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mission perhaps led to the ideas of the American ‘progressive education’
movement having some influence. It solved the ‘transfer’ problem which had
beset the 1940 Committee by proposing the comprehensive school. A lively
debate began, even before the Commission had finally reported, on the basis
of statements by Arvidson and others. Almost all secondary teachers were
against the proposals (only 3 out of 234 faculties were in favour). The Com-
mittee made its recommendations partly on the basis of the findings of
Elmgren on the relationship between theoretical and practical activities
(referred to in the previous section), but as the report of these was not
published until 1952, a great deal of misunderstanding arose in the debate.
The eventual publication of these findings led to some strong criticisms from
‘conservative’ educationists. Professor Sjostrand of the University of Uppsala
criticised both the research itself and the logic of the interpretation which the
Commission placed on it, particularly the simultaneous endorsement of the
view that it is not possible to assess practical aptitude until 15 years and the
view that the relation between theoretical and practical ability can be assessed
at 11 years. (The Commission had stated that selection according to
‘theoretical’ ability at 11 would steer able people away from the ‘practical’
courses where there was a need for them.) And although no conservative,
Husén (1962) levels some important criticisms against the interpretations.
Many of the bodies evaluating the report of the Commission registered
concern about the effect of the proposals on the gifted. The major argument
was that in hetrogeneous classes bright pupils would not be extended and
would become bored. The Royal Board of Education which had to summarise
the views of the education profession found it ‘hazardous’ to ‘support such
radical action’ as postponing differentiation until the age of 15 upon such
‘inaccurate and from the point of view of developmental psychology,
insufficiently substantiated statements, as, for example, that practical ability
cannot be assessed until rather late’.

This aspect of the debate reveals a familiar dilemma. The views of those
working within education had considerable significance because they arose
from a familiarity with the situation at the ‘coal-face’, but at the same time
the value of this first-hand knowledge was partly vitiated by the reluctance of
those within an institution to accept proposals for its reform. The decision
was eventually taken on broad socio-political grounds. The Minister gave
the following reasons for reform:

‘A reform work which is intended to bridge the old gaps between social
classes must see to it that the school system appears to all groups in society
as a unitary construction, within which there are available and open ways
for all young people and where each growing individual, independent of
his social starting point in life, will have the opportunity to learn how he
can best utilise his potentialities for his future tasks. Such a goal cannot
be compatible with an overt or disguised parallel school system. A
differentiation into separate schools should not according to my con-
viction take place until it is necessary with regard to vocational choice.’

He did not, however, favour one particular system of differentiation but
argued for a ten-year experiment.

‘The debate on differentiation has now been carried on so far that it seems
impossible to me that any further gain shall be made by this type of
inquiry. The decision must now be based upon practical experiments. The
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10 years ahead of us before the school reform can be carried through on a
wider scale, must be well used in order to determine the teaching resources,
to reconsider the stability of the various structures, and to draw the
definitive conclusions concerning the controversial points in the organisa-
tion of the comprehensive school.’

The Act was passed almost unanimously by Parliament and the experi-

mental period began. Husén (1962) is in no doubt as to the basis of the

proposed reforms:
‘One might argue whether pedagogical or social reasons weighed upper-
most in the minds of those favouring the introduction of the comprehensive
system. According to the view taken by the present author, the School
Commission regarded the social aims, creating social and cultural unity,
as the most important, and conceived the psychological aims, the differ-
entiation of aptitudes and the possibility of assessing them, as only
subsidiary. In any case, some of the politicians contended the social
reasons were most important.’ '

It was assumed that the important experiment would be a comparison of the
comprehensive school and the realskola, but as noted above the methodolo-
gical difficulties really precluded the possibility of findings with sufficient
scientific validity to justify action. The ‘conservative’ Sjostrand argued for
the comparisons, the ‘radical’ Arvidson refuted the empirical investigations
and regarded the experimental period as a period of practical development.
Sjostrand interpreted the research findings as follows:

‘The experimental activities have not proved that a postponement of
differentiation until Grade 9 is practicable.’

Husén interprets the findings as follows:

‘On the basis of the experiences gained from the majority of school
districts, where a differentiation in terms of number of languages has been
applied, one is justified in saying that the system of electives (one or two
out of four in Grade 7, two or three out of six in Grade 8) has on the
whole achieved the same result as the dual system with selection of
students after Grade 6. But the system of electives has had at least one
important advantage: that of being much more humane to the students.
Those who had failed in the reputable realskola had to go back to the
elementary school if they were still at the age of compulsory school
attendance. Those in the comprehensive school who take courses in
Grades 7 and 8 which they cannot manage, or who are not capable of
coping with the demands put on them in the 9g track, can go over to
another class in the same school building.’
The debate has continued along predictable lines. The conservative poli-
ticians, educationists and press have argued that the reforms represent an
anti-intellectualism which is inappropriate at a time when an industrialised
country is highly dependent upon the development of talent (see Sjostrand,
1967). The radical supporters of the reforms have argued that the compre-
hensive system does not necessarily handicap the gifted child but does
encourage the emergence of talents of different kinds at different levels, and
that moreover the comprehensive school is desirable upon social as well as
educational grounds. Although on the whole he is a supporter of the reforms,
Husén (1962) concludes a balanced evaluation with the following comment:
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‘One way out of the dilemma between the necessity to provide for each
child an adequate education and creating more efficient educational
climates by means of homogenisation, is to set up groupings, which will
guarantee a higher degree of flexibility and at the same time facilitate
teaching. Ability groupings, as combined with alternative courses in a
system which really takes individual “profiles” into considcration, but
does not lead to a homogeneous grouping of the class differential type, is
one of compromise.

The differentiation problem could—within the frame of reference of a
certain value system—be looked upon as that of setting up the best
“strategy”. If the main goal is to provide for a maximum sum total of
adequate education then one has to balance the advantages and dis-
advantages of a selective, rigid and stratified system against those of a
more comprehensive, flexible and fluid system. Too much flexibility runs
the risk of disintegration, and lack of ordered meaningfulness. Too little
flexibility often creates a situation of fateful finality of choice or selection.
Then, too—and this is often forgotten—it is a problem of weighing
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respective provisions for the “few’ and for the “many”.

The Swedish movement towards comprehensive education has been

explicitly based upon a social philosophy. Tomasson (1965) has summarised

the position in this way:
‘The central official goal that has come to dominate pre-secondary educa-
tion in Sweden is essentially that the school’s central concern be the general
democratic development of the individual child. It is to be an education
where the influence of geography, social class, and cultural background on
the educational paths a pupil will follow are to be minimised. But most
significantly it reflects a radically egalitarian philosophy of education
where academic intelligence is no longer to be regarded as of central
importance. It is an education which has changed its major emphasis from
“the communication of limited knowledge to character training”. The
correspondence to dominant American educational thought, particularly
that stemming from John Dewey, is close here, and American thought (but
not American practice) is quite certainly one of the central influences in the
development of the new grundskola. It is important to remember that these
are still statements of ““official’’ goals, not those discovered from inductive
observations of the teaching in Swedish schools’.

The protagonists of the reforms concede that educational reform is basically
a variety of socio-political reforms. For example, Husén (1963) writes:

‘At a recent P.T.A. meeting where I lectured we came into the problem of
secondary education. The local school principal asked in a caustic voice,
“What’s behind this reform—pedagogy or politics?’ My answer was,
“Politics, of course”. Like all other social reforms, the school reform
ultimately rests on political evaluations, as expressed in our democratic
society by parliament. Social workers do not decide the principles governing
social reforms, nor do military officers determine our country’s policy on
national defence. The school is no exception to the rule that citizens must
comply with the democratically arrived-at decisions of the community at
large. Naturally, this in no way deters the teachers from giving voice to their
opinions on the methodological and pedagogical aspects of school reform.
And they have done so in abundant measure. No doubt they would have
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won a more sympathetic hearing had they generally realised that the
educational drawbacks cannot ever outweigh the national and individual
benefits accruing from a school which caters for everybody’.

This raises the question of the role of research in the Swedish school reform.
It might be argued that insofar as the investigator’s problems are defined for
him by policy-makers, the findings are compromised from the outset. On this
question Husén (1966) makes the following points:

‘In the first place the researcher has a rather wide margin of freedom in the
sense that he must almost without exception have to re-frame the problem
turned over to him by the policy maker, split it up into sub-problems and
bring out its implications before he can sit down and try to work out a
design which will then form the basis for a budget which he will then have to
turn in to his Ministry. Secondly I cannot remember any case when I have
not had complete freedom in choosing the methods I wanted for tackling
the problems. The same applies to my colleagues. Thirdly, when collecting
data and analysing them, in spite of very often conducting the study within
a tight time schedule, it turns out that you run across problems that you
otherwise would not have met, problems that are really basic.

Thereby this kind of utilitarian, short-time research can contribute to
promote the kind of research that academicians usually praise at their
banquets, namely research that is of no use to anybody.’

There is a growing recognition among Swedish educational researchers that
they must increasingly turn their attention to action research. Marklund and
Soderberg (1967) write:

‘In the last analysis the reform of education is a political question. None
of the various types of differentiation has been shown to be superior to
others. As far as acquisition of knowledge by pupils is concerned, it is
becoming increasingly clear that the differentiation model is of subordinate
importance, or that its importance is only secondary since it provides the
framework for different forms of study and work. Then it is necessary to
discover where different forms of work and study lead. It is probably in
this that the greatest cause of the differences will be found. There is good
reason therefore to make forms of study and instruction the prime tasks of
educational research’.

Thus the structure of education is taken as given, the outcome of political
decisions based on an egalitarian philosophy, and the problem becomes one of
maximising the effectiveness of different curricula and methods of teaching,.
The most recent investigations have been carried out in these areas and also
in the area of teacher education. (See Husén, 1965, Husén and Dahllof, 1965,
Husén et al, 1965.)

Conclusion

As a most general conclusion it can be said that those countries which have
had an educational structure which has segregated the most intelligent
pupils at the secondary level tend to be moving towards comprehensive
education, but at different rates. Those countries, such as Sweden, which have
made the most progress in their transition to comprehensive education tend
to be turning their attention to the problems of differentiation, curriculum
and methods within the comprehensive schools. Those countries which have
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had a comprehensive system are facing the problem of the informal stratifi-
cation of schools and are also concerned with problems of differentiation,
curriculum and methods which will compensate the culturally-deprived child
and will also permit the full development of the very able child within a
comprehensive system of education.
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SECTION 1 INTRODUCTION

(a) The general questionnaire

This was sent to the head teachers of all schools which receive direct grant.
It covers the size of premises, methods of entry to the school, the abilities of
pupils admitted, arrangements for religious instruction, comprehensive
education and the freedom and independence enjoyed by direct grant schools.
Completion of the questionnaire must have been a laborious task for heads
and their administrative staffs and we are grateful for the trouble they took
over it. The figures given relate to the year 1967-68.

For independent day schools, information about day pupils at schools
which were members of the Headmasters’ Conference, the Association of
Governing Bodies of Public Schools or the Association of Governing Bodies
of Girls’ Public Schools and a sample of other independent schools was
available from the survey conducted by Mr. Kalton and from our own work
for the First Report. We decided not to conduct a further survey of indepen-
dent schools.

(b) The survey of school leavers

This was sent to the head teachers of all direct grant schools. The aim was to
discover some outline facts about the generation who left the schools during
and at the end of the academic year 1967-68. The topics covered are the age
at which pupils left, their achievements in public examinations, their destin-
ation after leaving school and the occupation of the pupils’ fathers.

(c) The questionnaire to local authorities

This was sent to all local education authorities in England and Wales. The
survey covers the numbers of places taken by local authorities at direct grant
and independent schools, the publicity given to their arrangements, methods
of selection and progress on comprehensive reorganisation. Authorities
using independent schools were asked to send copies of their income scale if
they charged any parents a graded fee.

(d) The questions put to governing bodies

Enclosure ‘A’ was sent to the governing bodies of all direct grant schools. It
covered comprehensive reorganisation as well as the principle of central
government grant. However on comparison the replies on comprehensive
reorganisation turned out in nearly every case to be similar to those given
by the head teachers in the General Questionnaire. Since the General Ques-
tionnaire elicited a 100 per cent response while not all governing bodies
replied to Enclosure ‘A’ it was decided to confine the extracts to what the
governors had to say on the principle of central government grant.

NOTES ON TERMS USED

(2) A stop (.) appearing in the body of a table indicates a negligible per-
centage. A dash (—) indicates a nil return. Percentages have been individually
rounded so that the sum of the percentages may not exactly match the
appropriate total (100 per cent unless otherwise stated). Local education
authority has been abbreviated as L.E.A. in some places.
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(b) Upper and lower schools

One hundred and nineteen of the 178 direct grant schools have junior depart-
ments, known as lower schools (see Chapter 4). Figures about upper schools
therefore relate to all 178 schools, figures about lower schools only to those
119.

(c) Boys’ and girls’ schools

There are 81 boys’, 95 girls’ and 2 mixed schools on the direct grant list.
Unless there is a statement to the contrary, the mixed schools have been
included only in tables relating to all schools and all pupils.

APPENDIX 6

(d) Day schools and boarding schools

Boarding schools should be taken as all schools with 25 per cent or more of
pupils boarding, unless there is a statement to the contrary.

(e) Roman Catholic schools
There are 19 boys’ and 37 girls’ Roman Catholic schools.

(f) Schools with large sixth forms

These are the twenty boys’ and twenty girls’ schools with the largest sixth
forms at January, 1968, excluding Roman Catholic schools. Size of sixth
form was used as an objective criterion which would include most of the
large civic schools with which the term ‘direct grant’ is so often associated.
Inclusion in this list or exclusion from it does not imply any view upon the
part of the Commission of the excellence of any particular school.

Schools with large sixth forms

Boys’ schools
Abingdon School
Alleyn’s School, Dulwich
Bablake School, Coventry
Bedford Modern School
Birkenhead School
Bolton School
Bradford Grammar School
Brentwood School
Bristol Grammar School
Haberdashers® Aske’s School, Elstree
King Edward’s School, Birmingham
King Henry VIII School, Coventry
Latymer Upper School, Hammer-
smith
Leeds Grammar School
Manchester Grammar School
Merchant Taylors’ School, Great
Crosby
Newcastle Royal Grammar School
Portsmouth Grammar School
Queen Elizabeth Grammar School,
Wakefield
William Hulme’s Grammar School,
Manchester

Girls’ schools
Birkenhead High School
Bolton Girls’ School
Bradford Girls’ Grammar School
Bury Grammar School for Girls
Croydon High School
Dame Alice Harpur School, Bedford
The King's High School, Warwick
King Edward VI High School for

Girls, Birmingham
Manchester High School
Newcastle Central High School
North London Collegiate School,
Middlesex

Nottingham High School
Perse School for Girls, Cambridge
Putney High School
Queen Mary School, Lytham
Stamford High School
Sutton High School
Talbot Heath School, Bournemouth
Wakefield Girls’ School
Walthamstow Hall, Sevenoaks
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(&) Trinity School of John Whitgift

This school became independent on 1st August 1968, and did not complete
the Commission’s questionnaire. The figures in the Appendix therefore omit
any details for this school. This accounts for some slight differences between
these figures and those in the Statistics of Education 1968.
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(i) Copy of questionnaire
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PUBLIC SCHOOLS COMMISSION
CURZON STREET HOUSE CURZON STREET LONDON W1

QUESTIONNAIRE TO HEADS OF DIRECT GRANT SCHOOLS

NOTES
(i) Where a question has a series of alternative answers, ring the appropriate answer.
(ii) The term “upper school” is used as defined in the Direct Grant Schools Regulations, 1959.

(iii) Academic year means 1st August to the following 31st July.

1. Name of SChool ......coiiiniiiiiii e Number......[.........

2. School premises
What is the approximate area of :— Acres

(a) the entire school site, including buildings,
playing fields, gardens, paved areas etc.

(b) that portion occupied by buildings including
courtyards and paved areas

(c) that portion allocated to playing fields

(d) other areas

3. Number of pupils
(i) Upper school

Give the number of pupils in the upper school on Thursday, 18th January, 1968,
in each of the following categories:—

L.E.A.
L.E.A. reserved Governors’ | Residuary Total
free places places free places places

Boys
Day

Girls

Boys
Boarding

Girls

(ii) Lower school (where applicable)
Give the number of pupils in the lower school on Thursday, 18th January, 1968.

Boys
Day
Girls
| Boys ‘
Boarding ‘
| Girls
{
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4. (i) Give the number of new entrants to the upper school in the academic year 1967-68
at the following ages:

Number of pupils admitted in 1967-68 whose age
on 31st December, 1967 was:

10 11 12 13 14 15 16 Total
orunder or over

L.EA.
free places

LEA.
reserved
places

Day Gover-
pupils | nors’ free
places

Residuary
places

Total

LEA.
free places

L.E.A.
reserved
places

Board-
ing Gover-
pupils | nors’ free
places

Residuary,
places

Total

(ii) If there is a lower school, what is the normal age for entry?
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5. How many pupils have been admitted to the upper school, from which local education
authority areas, in the past 3 years? Please give separate figures for each local education

authority in columns 3 to 6

Day pupils
1 2 3 4 5 6
L.EA.
L.E.A. L.E.A. reserved Governors’ | Residuary
areas free places places free places places
1965/66
1966/67

1967/68
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Boarding pupils
L.E.A.
L.EA. L.E.A. reserved Governors’ Residuary
areas free places places free places places
|

1965/66
1966/67
1967/68

Selection of pupils

6. What do you tell parents who inquire about the selection procedure for admission to
the school? Please attach two copies of any leaflets which are given to parents who
seek information about the school or about the procedure for selecting its pupils.




7. Emtry of day pupils to the upper school
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(i) Please enter or ring the appropriate answers in each column below. Details
about any exceptions to the general practice should be entered in answer to
question (iv) below.

L.E.A. Governors’
L.E.A. reserved free places Residuary
free places places (if any) places
(a) Do candidates for Yes Yes Yes Yes
entry to the school
take a written en- No No No No
trance exam ?¥ or No free places
(b) If yes \
Is the examina- , competitive competitive competitive competitive
tion competitive
or qualifying 7* qualifying qualifying qualifying qualifying
|
(c) Please add any
further comments
which you think
are necessary to
explain the charac-
ter of the examina-
tion !
(d) Who sets the ex- LEA. L.EA. LEA. L.EA.
aminationt.? school school school school
another body | anotherbody| anotherbody [(another body
(e) If *“‘another body”’
at (d) above, please
name the body
(f) Who marks the LEA. L.EA. L.EA. LEA.
examination? school school school school
(g) What other fac- [ interview interview interview interview
tors are taken into report of report of report of report of
account  besides prima : : :
‘ ry { primary primary primary
performance  in | gopoo) school school school
the written exam- ] . . .
ination ? distance of distance of distance of distance of
: home from home from home from home from
i school school school school
a parent is a parent is a parent is a parent is
an old pupil an old pupil an old pupil an old pupil
brother or brother or brother or brother or
sister in sister in sister in sister in
school school school school
denomina- denomina- denomina- denomina-
tional ] tional tional tional
preference preference preference preference
others others others others
(specify) (specify) (specify) (specify)

* Examination includes test.

“Competitive examination’ implies that candidates are

admitted to the school according to order of merit in the examination. **Qualifying
examination” implies that all pupils reaching the set standard may be considered for
admission: selection within this group would then involve other criteria besides success in

the examination.
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(ii) Please specify any differences in the selection of pupils between the four categories
of places—L.E.A. free, reserved, Governors’ free and residuary—which are not
brought out clearly in the above answers (e.g. do any entrants take different
papers in the entrance examination or are there different pass marks).

(ili) If there is no written examination for some or all entrants, what is the procedure and
what are the criteria for selecting pupils? (Distinguish as necessary between L.E.A.
free places, reserved places, Governors’ free places and residuary places).

(iv) Any comments intended to clarify the above answers (e.g. are there different
arrangements for pupils entering at 13 plus rather than 11 plus; do the practices
of different L.E.A.s vary?).
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8. Entry of boarding pupils to upper school

(i) Are there differences between the methods or criteria for selecting pupils for board-
ing and day places?

Yes

(ii) If so, what are these differences?

9. Transfer from lower school (if applicable)

(i) Do the arrangements for entering the upper school from the lower school differ in
any way from the procedures at 6. and 7. above?

Yes
No

(ii) If yes, what are the differences?

(iii) How many pupils left the lower school in 1967-68 (to go to the upper school or any
other school) on reaching the age of transfer to the upper school?
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(iv) How many of them applied for admission to the upper school (i.e. to enter in
1968-69)?

(v) How many were successful ?

(vi) How many of the successful candidates had attended maintained schools immedi-
ately prior to entering the lower school?

(a) Those awarded L.E.A. free places in the
upper school

(b) Those awarded Governors' free places in

the upper school

(c) Those awarded reserved places in the upper ]
school ‘

(d) Those awarded residuary places in the

upper school |
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10. Intelligence quotients

For pupils admitted to the upper school in 1967-68 (or latest year available)

123

Please give the distribution of 1.Qs* or V.R.Qs at about the time of entry to upper

school

Numbers of pupils

1Q. IQ. | 1Q.

or or or

Not Less | 90-99
known| than
920

1.Q. 1.Q.

or or

V.R.Q| V.R.Q!| V.R.Q| V.R.Q/| V.R.Q.

100-109{110-119

1.Q.
or
V.R.Q.

1.Q.
or
V.R.Q.

120-129(130-139

1.Q.

or
V.R.Q.
140 or
above

LEA. !
free
places

L.E.A.
Day reserved
places
places

Governors’
free
places

Residuary
places

L.E.A.
free
places

LE.A.
Board- | reserved
ing places

places |Governors’
free
places

Residuary
places

* Note Based on a standard deviation of 15 (e.g. Moray House). If tests were based on a
different standard deviation please state the name of the test and give the standard

deviation (if known)

SC2—E
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11. Governors’ free places and residuary places only

(i) How many pupils entering in 1967-68 had
been graded by a local education authority as
suitable for a grammar school education?

(ii) How many had been graded as not suitable for
a grammar school education?

(iii) How many had not been graded ?

(iv) For how many are the answers to (i), (ii), and

(iit) not known?

Total entering 1967-68

12. Religious worship and instruction

Governors’ | Residuary
free places places

(i) Does the school’s charter or other instrument of foundation Yes
prescribe any denominational character?

(ii) Ifso, what?

No

(iii) What, if any, is the denominational character of the school’s week-

day services?

(iv) If the school has Sunday services, what, if any, is their denomina-

tional character ?

13. (i) How many pupils are excused from religious worship and/or religious instruction

at the present date?

No. excused
from worship

No. excused from
religious instruction

(@) Sixth Form pupils

(b) All other pupils
(upper school only)
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(ii) Are any groups of pupils not given religious instruction? If so, please explain the
arrangements and state the approximate numbers of pupils affected.

14. Comprehensive reorganisation

(i) Has agreement been reached with any L.E.A. as to the role the school should play
in a scheme of comprehensive reorganisation?

(ii) If so, name the L.E.A.(s).

(iii) If no agreement has yet been reached, which, if any, of the six main forms of com-
prehensive education listed in Circular 10/65 (paragraph 3) would you consider
suitable for the school? (If more than one please indicat<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>