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INTRODUCTION

BCOPE AND OBJECTIVES OF THE THESIS

It is the function of psychologists to Investlgate those
features which are psychologically beneficiel or harmful
to indiv¥idual children, to the school and to soclely ...
They should not Teel committed to attack or to support
the presant systam.

F.E. Vernon
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We are now pessing through ons of thoss periods of transitlonm
which see the efflorescence of new theorles of education, whose
practical realization is dependent upon conditions beyond the
coantrol of educators,. (Kandel, 1951, p. 17.)

Characterized by increasing knowledge, technological advance,
new methods of transportation and transmisslon, Ilncreamsing popula=
tion concentration in the cltles, concentratlion of industry,
multiplicity of occupations, rise of standard of living, entry of
women en masse into economic life, greater mpecimlization, more
lejsure, more human contacts, vet grester lonsliness of the
individuasl, this perliod of transition has seen, perhaps has been
precipitated by and, in turn, produced two catastrophle world
warg; 1t has felt some of the effects of the emergence of
Communiss as a rival to Capltalismj 4t has seen the Tirst succems-—
ful earth satelllte,

S0 great the lmpact of this peried, so tremendous the challenge
to every country, that esach has been compélled to adopt measures of
adjustment to rapid change. Although the reaction of each country
to this impact and challenge has besen different, there are, never-
theless, some leatures which are common to mll, viz. each has
sgrutiniged and is recasting many of Ats agencles of guldance and
its systems of constralntia, Most important of these agencies and
systems is the educational system of each country.

The educational systems of Europe had, until the Second World
War, retained the schools more or less In thelr original patterns,
These schools were, briefly, of three distinct kinde:

i. the primary or elementary school which was eriginally
started for the children of the poorj latterly it provided
elementary education for the masses up to the sge of lfourteen
years, Lo which age education had originally been compulsery
because this was the age of confirmation In church memberahip,



1. the school which prepared the children af Lha riech for
University careers]

1ii. the higher grade aghoal in England and the "Mittelschule®

in Germany which provided eclementary education for the new scono-
mic clasg. Thizs schonol had develeoped in the wake of the Indud-
trisl Revolution as a result of the realizatlen by this new class
of the mdvantages of education in securing higher pald jobs, and
ita imability to mfford the schools for the rich. Fupils were
usually kept at this kind of school until they had turned fifteen
years of agef. (Eandel, 1051.)

Prior to the perlod of post-war reconstruction, therefore,
there weres in most countries in Edurope dual systems 67 educatlon,
vizg. elementary and secondary, each being regarded as a type
different in gquantity ond quelity. Although Russlan successes
in space had shocked Americn to severe criticlsm, with a view to
improvement, of lts educational aystem, reconstructlion in America
has takem a somewhat dilfferent trend from that In European coun-
tries, for Amarica has, aipce the first yeara of the Lwentlath
century, had a common school system with continuity betwaen ita
elementary and secondary achool levels.

From Amerlca Ethe western European codntrlés have learnl that
money spent on educmtlion I8 a sound lnvestment, that the greatest
asset of any nation = its children - should be developed to ita
full extent and that its wastage should be avolded at mll costs.
(Kandel, 1951.) FPost-war plens For reconstruction have empha-
slzed not only economic vymlues, but fdealistic, spirltuanl amd
cultural values as wall.

In this reconstruction in educational systems of Wostern
Europe three main common tendencleés are ohservable, The Tirst
is A movement away Tram a primary educmtlon whilch 1s regarded as
B distinct type ol education to a primary education which Ls to be
conaidered &8s the flret stage of a continuous process of géneral
education, This first (primary or elementary) stage Is followed
by the second stage which Ils that of secondary education provided
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equally for everyone, There is, however, to be recognition of
the fact that young people of secondary school stage have differ-
ent abilities, aptitudes and interests. (Elvin, 1061,) The
second maln common tendency 18 a search for the most effective
means of making an organic connectlon between Lhese two stages
of education, each of which was developed for different purposes
and different children. These differences create difficulties
in smooth transltion and in the organization of & well erticu-
Ilated aystem of #ducation, (Parkyn, 1861.) The third common
tendency consalets of the realization, Tirstly, that the provi-
aion of secondary education equally for everyone raises the
question of equality of educational opportunity, and with it

the question of vocational oppoartunity, and secondly, that these
fquestions eannot be anawered apart from the guestion of the ax-—
ténmion of compulsory school attendance and the raising of the
school=leaving age. {Unesco, L1B51l:)

The Lintroduction in all eountries of compulsory school
attendance to an age not lower than sixteen years as soon as
clrcumstances permit was sdvocated by the Internationsl Labour
Conference in 1945, It recommended that im all ceses school
attendance should be compulsory up to the minisum age for ad-
misslon to employment, with continuation of education compul mory
up to the age of eighteen years, (Kandel, 1951,)

Turning to the Republic of South Africa and to Natsl, in
particular, we find that the school-leaving age in 1959 for
white puplils in the Cape Province was sixtesn Years or Stan-
dard VIII, in the Orenge Free State it was sixteen years with
the alternate standard as Standard VIII, while in the Transvaal
it was sixteen years with no alternate standard, and in Natal
it was fifteen years or Standard VIII, Natal, thus, had &
school-leaving age lower than that of the rest of the Republiec
of South Africa., Such recognition of different school=leaving
ages for different perts of s country is not sound palicy



for that country. (Eandel, 1‘!1.}1

The forces which in countries in Europe had brought about the
need For reconmtructlien of thelr systems of educatlon ware felt,
too, In the Republie of South Africa, while reforms which had bean
suggested and/or introduced in those countries had been studied by
the Provinces of the Republic. The Cape Province had, ffnn 1853,
been experimenting with new courses and syllabi., In L0556 the
Tranavanl had sent & commigslon overseas to Investligate educatlonal
reconstruction In Europe (van Wyk report, 1058), and had intro-
duced & aystem of differentiation in its mecondary schools. In
the Orange Free State, slnce 10854, no pupil who had turned fourteen
years of age was to remain in the primary scheols This meant that
every pupll would be assured of at least two years of secondary
education, In 16854, too, the external examinstion at the end of
Btandard VIII had been abolished. In 1058 s committes had been
appointed to investigate the question of enrichmsent of the school
programme for gifted puplls. (Orange Frees State, Education
Depta., 1858a.)

In Natal the standard alternstive to age of school-laaving
had been ralsed, In January 1051, from Standard VI to Standard VIII.
(Natal. Educatlion Dept,, 1955b.) A pupil could, nevertheless,
#till leave school at the end of the year in which he turned fif-
teen years of age,

The ralsing of the standard at which a puplil might leave
school was in part implementation of one of the recommendations
of the Wilks Committes of 1048 (W'lks report, 1048) and of the
earller Broome Commisslen of 1037 (Broome report, 1938), both of
which recommended that the school-leaving age be ralsed to the end
of the year In which n pupll turns sixteen years of age.

The need for reform of the educational system of Natal slong
the lines auggested in the Hadow Report (Hadow FEport, 11211.1-

8 These school-leaving nges apply only to white puplls of the
Republic of South Africa. This legislation is not in respect of
other racial groups. It is the education of white puplls only
ol thetztpubllr of South Africa which forme the basis of this
resear -



referred to in wvarlous reports of the Superintendents of Education,
the name being changed in 1838 to that of Director of Education.
In the report for the year 1020, Inspector Mr. W.R. Murray Brown
mentioned s proposal to solve the over-age problem on the model

of the system then followed in England by the sutomatic transfler
of pupilsa mt certaln ages, irrespective of thelr academlc status,
to schools clasmified on emn age basis. (Murray Brown, 1030.)

It was suggested by Mr. Hugh Bryan, Superintendent of Education,
that pupile of thirteen years of age should be In the secondary
schools .

In this report, too, reference is made to the new Matricu-
lation propossls which Aintroduced different subjects Tor girls.
(Natal, Educstion Dept., 1930,)

In the report for L8230 Inspector Mr. O.K. Winterton &y-
pressed the opinlon that within the schools traditional schemes
of organization had become obsolete, and that promotion ought
to be based entirely upon the pupils' attainments in (i) main
language, (11) arithmetic, and (144) » group intelligence test.
(Natal. Education Dept,, 1831.)

In his report for 1933 the Superintendent of Education,
Mr. F.D. Hugo, commented on the fact that twenty-nine of the
530 schools of the Department had provided post-primary courses
of the academic, commercial and technical types, (Natal.
Educatlion Dept., LP34b,.)

In the Reports of 1933, 1934, 15036, 1934, 1930, 1043 and
1852, the mecessity for a re—organization of the system of eduo-
catlon was emphaslzed, [Natal. Education Dept,, 1834b, 1935,
1938, 1941, 1047, 1056a,)

To the problems of (a) raising the school-leaving age to
sixteen years, (b) providing standardlzed tests Tor Natal
schools, (c) the increaming number of cholces of subjects for
Matriculution, and {(d) the provision of differentiated edducatlion,
frequent and recurring references are made In these reports, 1.&,
for 1832, 1033, 1635, 1936, 1938, 1939, 1943, 1052, (Natal.
Education Dept., 1934a, 1934b, 1937, 1839, 194}, 1947, 1956a.)
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In 1048 the Wilks Committee (Wilks report, l846) hed recom—
mended thet all schools should be multi=lateral Lln charscter.
Although there was & choice of various subjects for Matriculation,
these subjects were combined in courses which, by and large, were
preparatory courses to a Unilversity career, With the introduc-
tion in 1954 (Natal, Education Dept., 1858b) of the Natal
Benlor Certificate some provision was made for thoee puplls who
did not wish to proceed to University.

That the question of grouping pupils in thelr first year of
pecondary schoollng im one which has for long presented difficul-
tiem which teachers have tried to ovércome is evident from the
Report of the Director of Education for 1852, (Natel, Educa-
tion Dept,, lO9Séa,) In this report mention is made of the
examination papers which were drawn up by m group of head=
masters, which wam Known as the "Exodus Club", These were not
standardized oblective tesls but ware & composlte of papers set
by all the schools of the Province and they were to be used ot
the end of Standard VI. In this report, teo, the Director,

Mr, C,M. Hooysen, expressed the opinion that an Investigatlon
into the whole problem of the adulssion of pupils to secondary
education would have to be undertaken,

In his report for 19053/54/58 the Director of Educatien wrote:

The result of the ralsing of the school leaving age to the
end of the year in which the child turns 15 or until] he has
passed Standard VIII is now belng felt in the schools,
Standard ¥I no longer marks the end of the primary school
¢ourse bul becomes the introduction to the secondary courme.
The Standard VI year is regarded as an exploratery perlod
and mew subjects such as Mathematice, Ceneral Science or a
Ehird language are introduced Into the currliculum, In thins
Year, the type of sccondary educatlon best sulted to the
individual is determined, Most puplls, whatever Lhelr
mbllity, now enjoy some secondary education, {Natal.
Education Dept,, 1858b, p.8.)

It is thus obvlious that reconstruction of the educational
system which raised the gquestions of extension of the period of

compulsory educatiomn, the need for farther differentiatlion, the
comparability of standards of merks from dlfferent schools and



transfer on age, was very much in the minds of the educators of
HI:IE-HI-

In 195% the schools of Natal introduced the Practlcal Course,
the aim of which was to meet the needs of less gifted pupils in
Standards YII and VIII; the courses for all other puplls were
unchanged, This new course immediately created the problem of
selection of pupils, and the practice adopted was the negative
selection of pupils to the Practical Course on the results of &n
internal old-type examination at the end of Standard VI, (see
Part I, Chapter III, "Exeminations™ in this thesis) 1.,e. those
pupils who fell below & certain mark had a P2 pass and wers
placed In the Practicel Course. (Natal. Educatlion Dept.,
1960 ,)

It was &t thls steage, l.e, when the Tfirst steps had been
taken to re-organize secondary educatlon for Europesn children
in Natal,; that the research leading to this dissertation was
commenced . The alm was twofold.

The first aim wes to teke o good look at the examinations
and procedureés which formed the basls of selecting the less
gifted puplls, and Lo try to offer something more concrete than
suggestiona to help the teachers and pupils In Natal schools.

In this connection Bn ettempt was mede to understand the
educationnl alms and assumptions of the suthoritles and spokes-
men of the Matal Provinclal Education Department, and then to
sel utl-nLll; rnn]-l!!.l'l,g' guch contribution to a&an llpl‘n\fEIenL in the
examinatlion and classiflecation procedires as seemed necessary
and posaible et this particulsr stege in the development of
secondary education In Natal. The most valusble immediste
contributlion appeared to be the construction and standardi-
zation of scholastic pittainment tegts for puplls at the end or

thelr Standard ¥ year and whose average sge was about twelve
¥Eears.,

In countries where properly standardized tests of scholos-
tic attainment have long been in use, as an integral component
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of gelection and streaming procedures; the absence of sultable
standardized tests must appear very surprlsing indeed, There
are standardized scholastic tests in South Africa. The National
Bureau of Educationel and Sccial Research has consbtrucied a
series of tests which has been made available to the schools of
all four provinces. IL is, however, not advisable to use these
tests for selection of pupils to specifle streéama In the secon-
dary school, A detailed discusslon of the reasons wlll bhe [ound
in Part I, Chepter III, "Scholastic tests", emd in Fart II,
Chapter I of this work.

The [}rﬁt gim, Lhen, one might Bay, was 8 purely technical
onei to improve procedures, Lo do so immediately, and to do so
with the understanding of the almg and assumptlons of Lhe autho-
rities responsible for, and gulding secondary sSchooling In Natal,
but without questlioning those ailms and essumptions.

The second alm was to toke & broader look at secondary
education, with a vilew Lo analysing the relationship between
what educgtion is to achleve, on the one hand, and procedurecs
for selectling, grouping, and streaming pupils onm the other,

Ideas of Lhe educational auwLhoritles in Matel concernming
the best ways of educating Lhe less gifted puplils were in & state
of Tlux even when Lhis research was started, and chenges have
been made since Lhen. Reference to some of these changes will
e made in the next chapter which attempts to describe those
Tacets of #duceatien in Natal which are relevant to the Lopic aof
this research. The “broader look" was intended to bring into
the orbit of discussion in Natal, at this vital stage in the

evolution of a new s¥siem of secondary education, two sets of

datat

i, some of the implications of developments in the other
provinces of the Republic of South Africa and in other countrles

that have faced, or are faclng, a situation similar to that of
Natalj;

1i, some of Lhe recently expounded idens that play a



1o,

prominent part in the thinking and experimentation of educationaml
psychologists, child psychologists, soclal peychologists, mental
hyglenlsts, as well as in the flelds of mantal testing and In
research aon creativity and gifted puplls,

To deal with the implicetions of developments slsewhere I have
selected for special scrutiny the practices of the following: the
Orange Free State, the Cape Province, the Transvaal) Scotland)
England; the Central African Federation; the Netherlands) Nor-
wa¥; Sweden. The information relevant to the discusslon 1w
presented systematically in Part I, Chapter II, Sections B oand D.

Recently expounded ldess that play a prominent part Ln the
thinking and experimentation of psychologists are presented sys-
tematically im Part I, Chapter 1I, Sections A and C and in
Chapter III.

It is not suggested that none of these Implications and
ideas has #ntered into the discussiom In Natal; of course some
have., With a view to learning from Lhe &xperlence of others
the Province of Natal has at various times sent semlor cducation-
a2l authorities overseéas Lo report an developmants Ln the Fleld
of secondary education In Lhe countrles of Western Europe.

The Directer of Education, Dr. W.,0, McConkey, was chosen Lo
proceed overscas in 1853, and Mr, L.J.T. Blebuyck, the present
Director of Educatlon, pald a brief vialt overseass in 1981,
However, a proper stock-taking appeared to offer the prospect of
wlidaning and deepening the discussion, and of helping to define
the lasues more clearly. In particular, the contributions of
paycholougicenl thought nnd experimentation In recent vyears seem

teé hiava besn neglectad, It ia lor this reasom, and also because
af theéelr fundamentml Importance, that these will be emphasized.

It La the second aim, namely, to take & broader look at
fecondary education and to reflect, in the light of experience,
experimentation, and theory, on the possible and probable out-
comes of varlous procedures for selecting, grouping, and stream—
ing of pupils, that is implied in the title of the dissertation:
“A gritical nnalysls of methods of selecting and streaming secon-
dary school puplles ; « " It is to be & critical analysis, not
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in the sense of being destructive only, for it is so very easy to
point to the flaws in any system of gducation and in any procedars
of melectlion, but in the sense of making us aware of the assump-
tions underlying, and the consequences of using, varlous methods
of selecting and streaming pupile.

I have saald that changes have been made In mecondary educa-
tion in Natal since this research was atarted, I must ndd that
many more chanmges are contemplated, It Is hoped that this
dissertntion will help to clarify somé of the lssues.

It seems sppropriste to mention here that the title of thins
work usesd the words "selecting and streaming secondary school
pupils . . . in that order because in the secondary school
pupils are first selécted and then streamed, In the pattern of
the development of educational systems and procedures, however,
pupils were originally placed in groups, and this grouping was
haphazard. It was only later that scientific methods of selec-
tion were developed. Then, too, methods of selecting and
streaming have & speclal connotatlon when used In conmection
with procedures in the secondary school., This specisl connota-
tion is discussed in Part I, Chapter II, Sectiona A and B, The
practice of grouping is older than elther selecting or streaming,
and because this is so, & discusslon of grouping must precede a
discussion of streaming used in the special sense in the secon-
dary school. This means that the topics of selecting and

streaming are not dealt with In the order in which they appear
in the title of this work.
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CHAPTER 1
THE PRESENT SITUATION IN NATAL

keform in one part of the educational system cannot be suc-
cessful without consideration of the total gystem, and edu-
cationlsts should have considered the education of infants

and jumiors hefore proceeding to the education of the adoles-
cent .,

5.J. Curtis

13.
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This chapter 1s devoted to a description of certain aspecta
of the educatlonal aystem In Natal as they were when this Lnvesti-
gatlion was started, Any major changes which have been made and
have bearing on this work have been Indicated.

1., ORGANIZATION OF EDUCATION IN MNATAL

The Department of Education, with the Director at its head,
is responaible for carryling out the pollcy of the Provinclal
Administration, L.e. the Adminlstrator, appointed by and respon-
sible to the Prime Minister, and his Exeécutive Committee, It
gontrols the aducatlon for European, Indian and Celoured children
{not African children) In the Province of Natal, as well as the
tralnlng of primary school teéachers, and to a certaln extent
teachers for intermediate classes, for these thres groups. For
administrative parposes all achools in the Province are divided
inta the following categories;

i. Government schools

ii. Government-aided schools
iii. Farm schools

iv, Private schools

Y. Special schools

and these are further divided into schools for European, Coloured

and Indian pupils respectively. (MNatal. Education Dept.,
1949,)

2. CONTROL OF EDUCATION

i. Provincial control

The Provincial education system which is highly centralized
divides itssll into two main sections:

8. primary education which extends from Class I to
the end of Standard ¥V, 1.e. Classes I and 11,
Standards I, IXI, III, IV and V.
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b. =econdary educatlion which makes provision for
Standards VI, VII, VIII, IX and X.

pifferences im abilities and needs of puplls have long been
recognlzed by the Education Department which provided; as early as
1917, for the physically handicapped, and 1825 for the mentally
handicapped child, [Matal . Education Dept., l955bh.) By LB5E
the Practical Course had been Llntroduced for the less gifted
pupll, but no special provislon had then been made Lo meet the
dirrering needs of normal anmd gifted puplls.

i1. The Central Government

The Soulh Africa Act of 1808 conferred on Che provinces the
respongibllity of education, other than higher, for a periocd of
five years, This policy continued untll 1825 when, Tor finen-
cial ressons, all vocational education was transferred to the
Central Government., The implications of this dichotomy Bre
discussed in Part I, Chepter II, Sections B and C.

111. Private enterprise

Mursery school (pre-school) education is left to private
enterprise as are private schools. These private schools are
based on the public schools of England end provide education for
boys and girls separately, While some mchools are for sEecon-
dary school puplls only, others are for both primary end secon=-
dary school puplls.

Churches of many denominations, excluding the churches of
the Afrikaans-speaking section of the population, have alag
eéstablished schools which provide separately for boys and girls,
and For varlous standard ranges., {5teenkamp, 1941.)

Many of these private and church schools recelive provincial
subsidies g0 that the province has the right of inspection,

3. BSEX

Some schools, both primary and secondary, provide education
for hoys and girls together, while others provide only lor either



18,

bays or girle, The examinations in all classes are used Lln exact-
ly the samc way for boys amd girls.

4, WISHES OF THE FARENTS
s Medium of instruction

The right to choose the medium through which their children
will be instructed in school was given te parents by the Language
ordinance No. 13 of 1918, and this right is still upheld in the
Ordinance No., 23 of 1942, "The Natal Education Ordinance 1042",
as amended on December 31, 18868, (Neatal, Provinclel Adminis-
tration, 1858,) Parentnl cholees in the selection of a stream
in the secondary school Lls discussed in Part I, Chepter III.

11, ols and Urae

An instruction in regard to admission of puplls to secon-
dary schools in the Schools Handbook (Natal, Education Dept.,
1058a, p. 108) states: “As much guldance as possible should be
given parents in selecting the courses and schools for thelr
children,."

Although parental wishes are considered, the parents' cholce
of o school or & course is not the declding Tactor.

£, COMPULSORY SCHOOL ATTENDANCE

It is lald down In the Ordinance meéentioned im 4, 1, that a
pupil must resain at achool rfrom the completion of his seventh
year until cthe end of the school year In which he turns Tifteen
or passes Sctandard VIII. In practice a child whose Tilftesnth
birthday falls in January of any year would not be compelled to
raturn to school for that Y&ar. A child who turns six during

the yaar may be admitted to school during January or February.
(1bid,) ’

The follewing flgures show what differest ages of commencing
school can mean in a pupll's age on passing Standsrd ¥, age of
eatering Standasrd VI, and in the number of years of compulsory
schooling which can be spent irn the secondary school. It is
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assumed that the pupll's birthday is on 3lst December.

Age of Age of Age of No. of years
lh:rtlns 1 passing entering in secondary
school gtd. ¥ std, VI school

5 11 1z 3

a 12 13 2z

T 13 14 1

In Class I in 1980 the numbers of puplls of varlous ages
weErel

Noa. of puplls Age In ¥ears
Zl48 under @
3781 &
483 7
48 B
5 ]
10

From these figures (Natal. Education Dept,, 1961d) it
appears that the majority of pupils start school before they have
turned saeven years of age. This means that the majority of
pupils will turn thirteen years of age durlng the Standard V yecar

{see, alsao, Table 1), so that the majority of pupils In Natal
could have two wvears In the mecondary school.

6., ACE OF PUPILS

In smeller schools, where there is only one class group or
divislon of each standard, all puplls who start school together
in the Infant classes ond who pase every year, remaln In the same
class group/divislon throughout thelr primary school yearsa,

Ir one takes into account that age of sdmisszlon cap be at
the beginning of Lhe year In which a2 child turns six oF seven,
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one realizes that in esch class there can be & spread of three
chronolegical years, excluding failure, L.e. & child with a

date of birth 31/12/1046 sdmitted 1/2/1062 Ls 5 years 1 month oldj
dote of birth 1/1/19045 admitted 1/2/1982 is 7 years 1 month old.

The following Age-Standard Table as at Jume 30th In any year
is given in the Schools Handbook. (Natal., Education Dept.,
18558, p. 188,)

Table 1
Median e for Eac andard
Medion Age (Upper Age Limit to Neormality

Standard (years) (years)
Clusn I LI &
Closs II 7.0 ]
Btandmrd I a8 10.8
Btandard IX .0 11.8
Standard III io,T 13
Btandard IV 1L.7 14
Standard ¥ 12.7 15

Any pupll whose age at 30th June 1s greater than that shown
in Column II for his class should be consldered s deserving of
specinl sttencion, If, in ndditlon to this; his school work la
unsatisfoctory in relatlon to the work of him clapametes he
should be referred to a payvchologist, without much forther con-
sideration., {ibid.)

It will be seen In Teble 2 thet the possible spresd of thras
chronological years in any standard has stretched to eight years
at the end of Standard VI, L.e. in Standard V from nine years of
nge to sixtoen years of age and In Standard VI from eleven years
of age to eighteen years of age.
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Table 2
Ages of P s in Standards ¥V and V
Standard V Standard VI
Age
Boya dirvls Boye Girlse

Under & years

8 years

7 years

B years

¥ wvears 1

10 wears 13 17

11 wears T13 758 F | 3

12 years 1482 1372 654 873

13 years 533 481 1435 1320

14 years 170 112 a8s 518

15 years 52 8 187 200

16 years T | TT 48

17 yearas in F

18 years 1

(Natal . Education Dept., 19681d.)



Table
a of Pupils aver Thirteen ndard v
No, of pupils Age in yoars
] 1A
7A 18
282 14
386 over 13

The total number of pupils in Standard ¥V was 5838, so that &%
of Stendard V pupils wers over thirteen years of age. (ibid.)

The mges of puplls who were over thirteen years of age in thes
primary school, 1.#, Class I to Standard V ineluslve, are givén in
the followling table.

Table 4
5 of Puplls ov T n tha Pr r hool

No. of pupila Age in years
111 15 years and older
3487 14 - - "
4TH 1.0, older than thirteen

1: PROMOTION
1. tlon i scho

In Standards III and IV the promotions are based on internal
examination results in the following subjects:
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1. Maln Languege sssss 300

2. Arithmetlic sanas 200
3. Second Language .seoe 150
4, History sssss 18
6. Geography seasn _19

Totlal sanns OO

Rigid conditions are not lald down for promotion., It L=
suggested that sultable conditlions would be a pass mark of be=
tween 40% and S0% In maln language, arithmetic and aggregate.
(Natal. Education Dept., 1958b, p. 14,)

11. Promotion to the secondary school

Promotion to the secondary school will occur from both the

end of Standard ¥V and Standard VI, hence speclal care Is necess-
ary to ensure that the results of the examination reflect the
sultability of the pupils for promotion, (ibid, p. 18.)

The subjects to be examined for purposes of promotion and
the meaximum marke are as follows:

l: Mnin Language sesss SO0

2. Arithmetic ssaans 200
3. Bocond Language ...s. 200
4, MHistary i e ens 100
§. Geography sssss 10O
B, Sixth subject seasa 10D

Tatal 5 5« &« 100D

The sixth subject referred to above 18 to be the one of the

additional subjects in which the pupil has obtalned the highest
marks.

In Standard ¥V the additional subjects are nature study and
hesnlth education. In Standard ¥I the additional subjects arej
general sclence, msthematice, and (where the subjects are taken)
Latin or German (provided that in & special class the sixth sub-
Ject may be handicraft or housecraft.) (ibid.)



El1i. Conditlons Tor Promotlon and Tor Leavimg Certificate
end of Year
Standard Fromotlon Leaving Certificate
andard V Maln LanguagEs .. =¢ =% s 24 w2 =5 == 45%
ATLIChE®EL8 s s 1+ =+ 2o w8 ma =5 w=
Two other -“h.lﬂctl-- 5 & § W 5w 5 E & ® -'H'.'! ench
Maln LANBUAR® .. ws ss 22 =5 == =sx == |
Arlt-h!t-l-':!r LI L L - - - LI a ] *‘trtnt‘t
Becond LANEUAE®. «¢ «v ss s& ss as  wa ) of slx
.1.-!.&""' & & = - & Y 5 & s == ] l‘“h.lﬂ‘ﬂt-l
Geography .. s Wl ko Tete Cace
One of Nature !tlu:dy or Itelll:.h. Educmtion. R |
indard VI ’1 Course
Maln Language .. .. o2 «0 == s+ a= 45% Maln LEnguags .. «s se 53 48 &8s == 2a 358
Arithmetic o 5 o4 R S Sk« Two other subjects fromi
Three othar saubjects rrul: Arlithmeclic & m . - & ® & & & & & & ]
Sécond ]-l.-“l.'ll-“ & o & W - & . & w } Second Lll‘l“lll.‘! & & & & == - - -m L ]
Iiltnr.'_ll - -w - = m = == s -m m History .. - - -m aE - & & & s & ] M
ﬂ:n;‘rlphr. - " w -w o - w -a - ﬂ:'ﬂl:r'l_lﬂ'll'- &= &= - &= - - w = m W ]
Sixth Sabject. - . = - &= Sixth -“b.itﬂt-- = w & - - - - & }
Aggregate of alx subjfects .. ..o +s5 = AR Aggregate of six subjects .. «s o2 o3 = 308
H.B.= Bixth subject te be the best of Latin ar N.B,- SBixth pubject to be best of Latin or German
German or Mothematics or Goeneral Sclence. or Eth-lltl.ci or Ganeral Science or Aoma-
ndard ¥ Pz Course
Maln LANEUAE® .o oo o e ah e 40K,
Arithmetic or Second I..n;“;: Y 33kx
Two other subjects from:
Arlthmetlc .. <3 2+ o2 a8 a5 2= )
Second LangUEE® .. .. +2 =2 == ;
.L‘.t’nrjl LI L] L L LR L L “
Qeography . " wa v . an “u " i
Bixth BubJeet. .. +: 2 52 +:5 +a |
Aggregate of six subfects .. .. +:& o= AR
H.B,- Sixth subject ta be best of Latin or
German or Mathematics or General 3clence
or Homecraft or Handloraft.
dard ¥II NMaln LEDEURES .. oo s: s& &5 &5 44 aa aske Maln LANFUAE®E .. «: == &5 s s ww J0E
Four ather subjJects. .. .. .5 2= 25 = 335% emch | Four other SubJEctE .. e. «s e s& 28 as 30% each
Aggregate of seven sublects. .. ss5 &35 sa 407, Aggregate of seven spubjects.. .. <2 s - 358
dard IK Haln LAanguage .o «s  ss  ws  sx  ss  #r ss 3358 Maln LARFUBEE w5 ss s+ =5 s . . 33k%
Four other subjects. .. «: w5 52 we 2= 334% each | Four other BuUbJEctB.. .o ox s 65 su s 30% each
Aggregate of Gl BUBJECEE .. «u sa ws s 40% Aggregate of six subjects T - L 35%

(Matal,

Education Dept,, LBS6L,

p,lld
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8. FAILURE

An amendment to the Schools Handbook states thati

No child should be allowed to remaln for more than three
years in the infant classes, (i.e. Class I and Class II)
unless the case has been investigated and reported on by the
Peychologist.

From Standard I to Stendard ¥V no pupll should be allowed
to remain in any class for more than two yeéars. ... Should
a pupil still fall to satiafy the requirements of the school
with regard to promotion after two years' attendance in a
class, the case should be referred to the Psychologist,
(Matnl. Education Dept., 1956b, p. 6.)

A pupll may falil Standard ¥V yet leave school if he has

turned Tifteen years of BEe. If he has not turned fifteen he

must repeat Standard V.,

9, OUIDANCE SERVICES

Although Vocational Guldance is highly organlzed from Stan=
dard ¥I in some secondary schools, in others It Le provided only
for those puplls who intend to leave school at the end of Lhe
YEear.

An lntelligence test, the New South African Group Test, has
been given to most but pot all pupils by the time they have
reached the énd of Standard ¥. There ig no planned use of
standardized objective tests of attalnment in school subjects
and no orgenized educational guidance in the primery school,

School record cards were lntroduced inte the schools im
1948 (Coetxee, 1858), a cumulative record card being kept for
eévery pupll during his stay at nnhunl.. The use of this kind of
record is further discusszed in Part I, Chapter III.

10. CERTIFICATES

A school leaving certificate is issued to a pupil who leaves
school when he has turned fifteen years of age.

A Junior Certificate ile igsued on the results of the Depart=
mental examination at the eénd of Standard VIII.
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The Natal Senlor Certificate ls awarded under regulations
approved by the Natal Examinatlions Board, while Matriculation
Exemption is awarded only to those candidateés who have selected
thelr subjects according to ceérteln groupings end obtained a
minlmum pass mark In selected subjects lald down by the Jolnt
Matriculation Hoard. The possession of this Matriculatieon
Exemption le necessary in the cese of students whe desire sdmis-
Flon to u South African University.

11, BSUBJ i T IK

The following fourteen subjects are taken in Standard VI:

Religious Education
Health Education (including Physicsl Education)

Skill subjects:
Mailn language

Second language

Aritheetic
Knowledge subjects:

Geography

Hlatory

Cleizenahip

General Sclence
Ezploratory subjects;

Elementary Mathematica
Angther language

Asathetle subjects:

Musle
Are

Manunl mkilly:

Handicrafts (woodwork, metal work, domestic science,
needlework, practieal agriculture.)

Optional. {Natal, Education Dept., 1855a, p. 276.)

The work in this Standard should be looked u n as
the secondary curriculum, and should be uﬂnnlu::td up:r:riE
paration for the more formal work of the higher standards
With the ralsing of the school=leaving age comparatively ;c-
pupils will be permitted to leave sehool on completion of
this Standard., At the mame time it has not ¥et been pos-
sible to transfer all the Standard VI clasnses in primary
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schools to secondary schools, There devolves therefore a
perious responsihility on Principals to ensure that the work
in this Stendard i® so directed as to serve the purpose for
which it is intended and the Standards of schievement expec-
ted of pupils Are such that they cen be expected to profit
from promotion to higher Standards. The curriculum has been
devised with this end In view. ([ibid. p. 274.)

The Matal Education Department is trying to meet the need to

[

accommodate sll Standard ¥I puplls in the secondary school.

12, TRANSITION TO A SECONDARY SCHOOL

This may be at the end of Standard ¥ or the end of Btandard
VI (Matal. Educetion Dept., 1855a, p. 274), or not at asll, lor
in some areas the whole primery and secondary range forms one
school which is controlled by one principal, All Standard VI
pupils , however, follow the samé seécondary school course and
write the same kind of examination, i.e, an "old-type" examina-
tion (see Part I, Chapter III) which is met by one or more tea-
chers, sometimes the headmaster alone, of e#ach school separately.
Obvioualy boys and girls take different menual skilla.

The last externasl examination for Standard VI was writtem at
the end of 1848, [Coetzee, 1B58.)

13, STANDARD VI AS AN EXPLORATORY PERIOD

The Standard VI year ls an exploratory perlod during which
mathemetlics, general sclence or a third lenguage are introduced
IAto the curriculum.

l4. ADMISSION OF PUPILS TO SECONDARY SCHOOLS

Puplls can only be admitted to secondary schools provided
they have been promoted by the principal of their primary
school from the class immediately below the lowest claess in
the secondary school to which they wish to go.

Pupils proceeding to secondary schools should be furnished
wlth transfer cards Indicating their promotion and standard
of achievement ,
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Conslderable difficulty has been experlenced im a number of
achools in Durban and Pletermaritzburg doing post-primary 1
work wlth regard to the admission of pupils te Standard VII.
The applications have in these cases exceeded the number of
yacancles and some parénts have besn disappointed.

In nn endeavour to derive a system of admissions which will
be Talr to mll the following procedure has besen laild downs

(n) Principals of primary schools must timeously advise
the parents of thelr pupils who will be seeking admisslon to
pos t=primary schools to apply personally to the Princlipal of
the school of thelir choice am early as posslible during the
year prior to transfer,

(b) As much guldance as possible should be given parents
in welecting the courses and schools for their children.

(e] Parents should be urged, wherever possible, to select
a school in the area of thelr domiclile, If such school offers
the course they have chosen for thelir children. They should
nlmo be mdvised that not every combination of subjects
deslred can be given and that they ahould consult the Princi-
pal of the school selected In this connection,

(d) Parents should be made to realise that no final deci-
alon regarding the admission of a pupll to & school can be
made until his promotion has been certified by the Principal
o6f his present school.

(e} Principals of secondary schools are advised to make
eéarly contact with the parents of applicants. They are
entitled to give sound advice to parents in regard to courses
and to suggest alternatives even LIf this would entall atten-
d-n:: at another school If such is in the Interests of the
pupil;

The Executlve Commlttee has resolved "that the selection of
puplls for sdmlsslon te secondary schools in Fletermaritzburg
mnd Eu{itn be¢ made from lists arranged in strict order of
receipt,

Totally unsuitable puplls do not have to be admitted meraly
becouse of their prior position in the order of applications.

Principals should advise parents to apply elaewhere
namcer of thelr children are &0 low dnwnpznlthl l1ist thi: tﬁu
thelr chances of admisslon are remotes, (ibid. pp. 188, 170.)

1. §imiler difficulty has also been experi 4
pupils who mre sdmitted to Standard ¥I, pirisnced with regard to
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15, EONINO

In those Lowns or sresgs where zonlng regulations have been
applied, principals must see that the limitatlons imposed by
these are observed. Children residing outside the area defined
a8 the zone served by the school may only bé admitted with the
written authority of the District Inapector. (ibld,)

1. Smaller towns

In smaller towns where there la only one secondary school,
there Is little or no problem with regard to admission of
pupils Inte the lowest standard of the school, l.e. Standard VI
or ¥YII. There are, however, twe lactors that have to be consi-
dered here;

B, Not all subjects are offered at all schools.

b. More than ene primary school may be a Feeder
gchosl to the secondary school,

i1. Larger centres, particularly Durban and Piletermaritz-
burg

a. Zonilng regulations have besn applied in certain
areas. There are, however, certaln provincial
schools at which puplls pay femes, sc that it is
not possible at the present time for zoning regu-
lations to be rigidly applied,

b. In a number of schools In Durban and Pietermaricz-
burg the applications have exceeded the number of
vacancles,

€. BSelection of pupils for admission to secondery
schools in Pletermarltzburg and Durban is to be
made from lists arranged in strict order of re-
celpt (ibid. p. 170), except where puplils are
"unsultable™,

d. Factors a. and b. mentioned Iin the previous para-
graph 1. will, obviously, also operate in the
larger centres,

e. Parents are to be advised to apply personally to

the principel of the achool of thelir choice as
early as possible durlng the year prior to
transfer.
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f. "Principals should advise parents to apply elsewhere
if the names of theilr ehildren are so low down on
the list that their chances of admission are remote.”
(Lbid. p. 170.)

16, MAP OF NATAL

The map of Natal which is givenm here will, it is hoped, make
clear the posftion of the secondary schools in the larger centres,
where pnumerous primary schools send pupils to secondary schools,
lets there are numerous primery feeder schoocle to one secondary
schiool .

17. OGROUPING OF PUPILS WITHIN TANDARD

The Schools Handbook (ibid.) makes referénce to the place-
ment of retarded, scholastically backward and mentally hardicapped
puplls, but no instruction is glven regarding the grouping withip
the standard, i.e. ln Class I, Class II, Standard I, II, IIL, IV,
¥ VI, etc. of normal pupils when there are more puplls than can
be accommodated inm one room,

Many teachers have expressed the opinlon that grouping ls a
very difficult problem especially at the beginning of the s&con=
dary school which starts at Standard VI,

The following are some of the methods that were used in

secondary schools at the beginning of 1959 for grouping Standard
VI pupils into groups or divisions within a standard:

L. The intelligence quotient From the primary school was
used. Where no intelligence gquotlent was available the pupll
was glven a temporary place until the intelligence test had been
given by the registered tester of the school .

1i. Standard V marks from the previous school were used,
Further tests were written within the First week, The Principal
of this gchool commented, however, that "unless the tests are
definitely g#rlective they fall in thelr purpose.”
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111, All Standard VI puplls were glven a test set by the
school in arithmetic, English composition amd Afrikeans composi-
tion. - On the results of these tests the pupils were graded into
divisions within the Standard VI.

iv, For puplls who were admitted from one of the feeder
schools the marks given In the primary school and intelligence
gquotienta were used, In the same secondary school pupils who
were admitted from other Teeder primary schools were graded Into
divielonas by the Principal who had, he states: "to sct on the
réport from the primary school, taking into consideration class
position and saize of the clase at the previous school,.®

¥ Pupils were placed in divisions es neerly es pogsible
in order of merit with the very limlteéd information svailable,
because the puplils were recrulted from some six different schools,

vl. Puplls were grouped into divislons meccording te the
order in which their names had been entered in the admi=sion
register, l.e. the first 36 names were listed for the first

division, the next 38 for the following division and so on.

vii. Intelligence guotients were used where these were
available, and the results of tests In English and erithmetic
which had been set by the teachers of the secondary school wers
used Tor all pupils.

vill, The marks from the previous primary school were used,
"but", writes the principal of one secondary school, "this is most
unsatis factory."

ix. Some¢ sechools grouped Standard VI pupils according to
the marks obtained in the primary school, and re-grouped them in
August on the results of the school examination writtem im June,

X One of my students in the teacher training course was
told by a teacher that the pupils in the secondary school whers
he taught were grouped according to size, i.e. the small were
bright, and the large were dulll

At the beginning of Standard VII in 1959, the Pl or P2 pass,
(see "The practical course® in this chapter) the courses to be
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taken and the cholce of subjects avallable all added to tha com—
plexity of grouplng.

The ranges of mental snd educgtional ages obtalned from:
. one class and

b. three different schools are given in the tablas
on the rfollawlng page.
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Table 5

Age lln;g! within One Standard VID Class

Name { I.Q.{ M.A.} C.A. —1'%5—“3"—'“‘“ Spelllng-ACIMIACHIC Age

Vocab.:Parag. Age |Mechan.] Problem |
1 104 |14.,4 !|13.8 |[>15.5 [>15.5 14.3 12.7 12.9
2 114 '14.1 [12.4 1»15.5 [>158.58 15.2 13.2 14.9
3 T2 |10.3 |14.3 11.7 12.8 i12.2 10.8 1%.3
4 96 |12.% |12.9 14.8 14.3 15.0 12.7 14.3
-1 88 (12,7 |14.5 12.7 13.6 13.3 13.8 > 17.0
] 85 |12.6 [13.3 |»15.5 |>»15.5 13.4 14.2 13 .4
T 89 |12.5 |1%.0 13.8 12.8 13.2 11.2 11.4
] 102 [13.3 |13.0 | 14.2 | 12.8 14.2 11.7 17.0
9 103 [13.8 |13.4 | 12.7 | 14.3 14.1 |[»>17.0 |» 17.0
10 94 [12.6 |13.6 | 14.2 | 12.6 12.3 14.2 12.9
11 101 (13.3 |13.2 |<l0.5 |<10.5 12.2 12.7 |> 17.0
12 111 [15.2 |13.7 |>15.8 | 14.3 10.7 13.86 |> 17.0
15 80 (18.0 (16.2 13 .8 12.6 10.8 13.2 17.0
14 97 112.2 |12.6 | 15.1 | 14.3 | »17.0 12.7 14.3
15 BT (12.9 |[14.9 |<10.5 |<l0.5 10.7 15.2 11.4

16 | 88 [12.7 [14.4 [>16.5 |<10.5 | 13.3 | 15.2 | 1400 |

In Tables 5 and 6+
i. I.Q. - intelligence gquotlent on the New S.A. Group Teat;
M.A. - mental age; C.A. - chronologleal age.

11. Ages, calculated in decimals, were obtalned from
standardized intelligénce and scholastic tests.

iii. < and » indicate the age limits of the test.

12 ]
ARSBANKEs An BEandare VI clsssme in Tnres OFfertes Sehosls
Fchanl.
Tre [Fe0e nanae oA E.A, Ipriling (—ACRABSELLE Mgy |
e | ®ogkan, | Frebiee
. VI.Q| BB = 138 11.3=14.8 .r=lE .4 LELFTER S I [T BT PR TE B B=ET 8|10 8= 7 .0
VIB| 71 = Li4 IRui=18,0 13.0=14,3 AL B=nld 0 LT SR ] L B=sl¥ 0 1B 0= EWT 0 0 A=mlT .8
3. ¥I.E8) T4 = 104 ® 13.7=10.7 |aio, 6= 09.3)| b0 B=pld 8| 8.0 18,0 0= ,0 8.0= l4.8
VI.k| TE - 333 " LR M=0d.7 (el B=bif, d ARl plB A 10T T .0 R B=WFon| 0. 4=3lT .0
B VI.A| M0 = 133 L] TE PR | l‘lﬂ.lﬂ‘ﬂ.l C00  Rabl N 0| hE . 0=-017.0 I8 L=l ¥ 0] i0 . B=517 .0

= Thest mantal spes could mel bw Asilmiied Bacause Full Feeards were Bai avallabie,
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18. THE PRACTICAL COURSE

In his report for 1858 the Director of Education states:

With the object of solving the problem of retardations in
Standard VII, a practical course has bean introduced for the
legs gifted secondary pupll who wishes to proceed to the
Junior Certificate stage only. (Natal. Educatlon Dept.,
1960, p. 6.)

A pupll who obtained s P2 pass was assigned to the Practical

Coursae Iin which he might proceed only as far as Btanderd VYIII.
If he wished to proceed to Standard X he had to repeat Btandard VI
and galm a Pl pess, for only & pupll who obtalned & Pl pass was

allowed to proceed to Standard X Ain the ususl way.

The examination by means of which these puplls were assligned
to the Practical Course was one of the "old-type" (see Fart I,
Chapter III of this work), set internally in each school, mome-
timesg by the headmester aslone, sometimes by one, sometimes by more
than one teacher, and marked by the teachers in each school
separately, each teacher usually marking the papers of hie parti-
cular class.

The pupll had to obtaln certaln percentages Iin certain sub-=
Jeets, and the average (aggregate) of marks gained in certaln
subjects was also taken into consideration, ALl marks were left

AE raw scoresg,

Detalls of this Practical Course which was put into effect
for Standard VII from the beginning of 1958 are given in the
Natal Education Department Clrcular Minute, (Natal, Education
Dept., 1958a.)

Puplls in Standard ¥I and their teachers appeared to bhe
faced with many difficulties:

1. Gtandard VI was, and still is, attached to

&. someé primary schools,
b. some secondary schools, and

€. some full primary and secondary schools,

1i. Where b, was (1s) the case, pupils proceeded (proceed)
from as many as ten or more different primary schools to one
secondary school. Some principels of these secondary, schools
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expressed the desire for help and/or guidance in equating the marks

from so many different BOUTCEE.

iii. Pupils were being passed "Pl or F2" on merks from many
different primary schools.

iv. In the belief that they were acting in the best inter-
ests of their puplls, some principals passed all thelr Standard
VI puplls PLl.

¥. The Technical High School in Durban would not admit
puplls with a P2 pass.

vi, In emall secondary schools where only one course was
autherized, promotion requirements for the academlc course could
be relaxed to allow those who had qualified for promotion to the
Practical Course to take an academic course.

The following 18 an extract from the report of the Director
of Education for the year 1858

The Practlcal Course in §td, VYII was Introduced at the begin-
ning of the year. Fromotion schedules for 8td, VI at the end
of 1858 ghowed that inm many schools too few puplls had been
restricted to & P2 pass. {This impression is borne out by the
results shown in Std, VII schedules for 1958). This was prob-
ably due to the Tact that the instructlions relating to 5td. VI
promotions were iIssued rather late in 1858. Judging Trom the
letest schedules, these Instructions are now being more judi-
clously applied.

During the year;, inspections of work and discussions with
Frinclpals have shown Lhat in those subjects Tor which speclal
e¥llabuses have been complled; the differentiated course in (ia)
serving its purpose satlsfactorily. In the remaining sub-
Jects where the less gifted pupll has to cover the pame ground
af the more intellligent pupll he is handicapped and Trequently
meets with fallure, IT differentiation i to be effective,
it should be exteéended to sll subjects and the consequent prob-=
lem u{ certification faced. [Natal. Education Dept., l@8le,
P. B.

1@ I L ON IN SECOR Y COURSES

Circular Minute Ne, 108/81 N.E.D. No. 59/8 was sent to schools
on 20th June, 19681, in order to provide courses of gtudy sulted
Lo the capabilities of individual pupils. {(Natal. Education
Dept., 196la.) (See Appendix B.)
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There anre two streams, Ordinary and Advanced, from the
beginning of the Tth Standard, 1.0, thé second yYear Iin the secon-
dary school, with Standard VI aa an exploratery year. The difr-
ferentinted courses were introduced Ainto Standard VII at the
beginning of 1983.

The general principle which would be followed Ln the two
courses was that the Advanced Course would be much the same
as the present s¥llabuses and that the Ordinary Course would
follow the same broad outline, but mnot In such depth., The
puplls in the Ordinary Course would therefore be able to
cover the main points more slowly while the others would be
able to explore the possiblilities of thoae points more
thoroughly. (Cameron-Ford, 1981, p. 30.)

At the end of Standard VI there are three standards of

pass - Advanced, Ordinary and Leaving - assesped by means of the

followingsy

Subljects and Marks

1. Main Language sssss SO0
2. Arithmetlic ssnss JO0
3. Second LAanguage ...« 200
4. History senss 10O
5. Geography wenws LOO

6. General Seclence ....s 100
7. One other subject.... 100

N.B. This seventh subject will be selected from third
language (German or Latin), Mathematics and Health Educmtion
in considering s pass Into the Higher Stream. If the pupll
fails to qualify for promotion te the Advanced Stream then
for the Ordipary Stream or the Leaving Certificate the selec-
tion will be from the above subjects and Houseerafts or Handi-
ur.ILE‘hllIh: subject in which the pupil obtains his best
EArks s € Ilncluded inm the schedule, -
tion Dept., 1986la, p. §5.) weds  Shce

From 1961 promotion to Standard VII and te elther stream has
been declded on the results of the Standard VI examination at the
end of the year, according to the frollowing:



i. Advanced §tream:
Maln language
Arithmoatle
2ud longusge
Threas other subjccta

Aggregate of seven subjects

ii. Ordinary Streami
Maln language

Avithmetic or 2Znd language
Two other subjects

Aggregate of seven subjecta

1511
40%)
;5!;
4C%)

s0%

qu;:
30% )
o

sk

111, Leaving Certificate Requirements

Main languege

Two other subjects from the

gaven Listed subjects

Aggregate of seven subjects

A pupil may pass Standard VI st thej

5"]

)
30%)

JoR

{6 subjects)

(4 subjecta)

(3 subjects)

By Advanced level which leads to a Senlor Certiflcate
{Advenced Grade) with Matriculstion Exemption or a
Senior Certificate (Advenced Grade) |

11, Ordinary Ievel which leads to a Senlor Certiflcate

(Ordinary Grade);

iil. School leaving level and may leave school.

If he has falled and hos torned 1S years of age, he may

lesve schooal; AT he has foliled and has not turncd 18 years of

age, he must repeat Standard VI.

If he has passed an the "0 level but wishes to. follow an
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Advenoed Lavel Course he may repeat Standard VI dn the hope that
he may abtain a pass on the (A) Advanced level.

In Natal our primary object is to exclude from the acedemic
courad Lthose puplls who have elearly showr thelr Inability te
cape with it. ... We have of necessity, with our acute short-
age of manpower, to be more generous in our selection than
more thickly populnted countriés ... Our alm is to provide



for our weaker puplls & course which, while extending them to
the full, will yet give them a recognised qualification. ...
We relegate only 40% of our pupils to the ordinary stream.
{Natal. Education Dept., 106lb, p. 50.)

20. HUMAN RESOURCES

Originally closely linked with that of England and Bcotland,
education in Natal has, since 1810, increasingly been affected by
what 1s happening in the other three provinces of the Republic of
South Africa. Az part of a small white minority in & multi-
raclel country, Matal has to face the implications of "Job Reser-
vatlion" whiech ig part of the policy of the present Government.
Oone of the effects of this regulation is that white pupils
with low educational qualifications are debarred from certaln
occupations which are reserved for Bantu, Coloureds and Indians.

Natal is faced, too, with another difficulty in that this
province has the largest number of non-whites (2,5983,154) and
the smallest number of whites [340,283) of all four provinces
of the Republie of South Africa (Bureau of Cens. & Stat., 1880,
Sp. report no. 234), and in the present situation it is from this
Emall number of whites that the needs for professional and tech-
nical leadership Tfor the whole province will have to be provided.
This point i3 discussed Turther in Part I, Chapter II, Section C.

21. SUMMARY OF CHAPTER I

i. Education in Natal. The Natal education ayvstes im
highly centralized.

ii. Control of education, While there 1s no division

horizontally, i.e. between primary and secondary education, thera
is division vertically im that vocatlional education ies contrelled
by the Central Government, while primary and secondary education
is controlled by the provinces.

111, Bex. No difference is mede between the sexes in the
interpretation of examination marks.
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iv. Parental choice. Parents have the right to choomse the
medius of instruction for their children.

Parents have a cholice, but no right, in the declision regard-
ing the school or course in which their children will be enrolled,.

L Compulsory school attendance. Attendance at school

is compulsory from the beginning of the child's eighth year until
the end of his fifteenth year. Although this total period may
be spent in the primary school, the majority of puplls spend some
time in the aecondary schoel.

vi. Age. There is no age limit in the primary school.,

vii. Promotion, In the primary schoal, which includes
Standard ¥V, promotlion is om the results of the internal examina-
tion, together with the year's record, assessment of the teacher
and the heéeodmaster. AL the end of Standard ¥I, however, promo-
tlon and selegtion to the Advenced or to the Ordinary stream Lo
an the result of one internal “old-type™ examination which im Est
by each individual school. Twd different subjeéts are controalled
each year by the ¥atel Education Department.

viili, Failure. A pupil has to spénd two unsuccesaful vears
in one standard before he Ls referred to a psychologist, It im
orly if, in che middle of a year, a pupil is retarded to the sx-
tent shown in Taeble 1, that he is consldered dererving of
speclial attention. It 1s only when hls scheol work Iis also un-
satiafactory in relation to that of his classmates, that he is
reaferred to the psychologi=t,

ix, Culdance gervices. Organized guidance is usually
restricted to Vocatlional Guidance in the secondary schools where

it is often given to puplls only during the year in which they
intend to leave school.

Xy Certificates. A school leaving certificate is lssued
te a pupil who leaves school when he has turned fifteen years old.
A Junior Certificate 1s issued to a pupll who is successful 1in
the external examination at the end of Standard VIII. At the
eénd of Standard X certificates of two different levels are lssued
on external examination results. The Standard X Certificate is



elther equivalent to the Matriculation Examinatlion Certificate,
possegnion of which is necessary for entrance to University, or

to a Leaving Certificate which is not equated with the Matriculation
Certificate, but completes the school course of those puplls who

do not wiah to procesed to University.

xi. Standard V1. This is the flrst year of that secon-
dary education which is intended to meet the needs of the adoles-
cent . There Lls, however, no regulation which states that all
adolescents, that is thoss puplls who are twelve to thirteen years
and older, should be in the secondary school., Standard VI is
regardad as an exploratory year,

xil. ransltion from t imary to the seconds school .
The year of transitloen is complicated further by the fact that
Standard VI Lls stlll attached to somé primary schools, and that
the chronological age range in Standard VI can be as great as
eight years.

xiil., Zonling. Other factors which have to be considered in
regard to trandltion at the beglnning of Standard VI areg
a, rejection of totally unsuitable pupils by some
schools,
and
b. admission of pupils from ten primary schools or
more to one secondary school.
xiv. Grouping of pupils, Eleven different criteria, st

least, were used as bases for grouping Standard VI pupils into
divislions within the standard.

xv. The practical course. The Practical Course made
special provision for the less gifted with the ebjesct of solving
the problem of retardation in Standard VII. (Natal, Education
Dept., 19680.) This differentlation left the majority of pupils
still following the same courses at the same level at the same
pace. In addition, the selection of pupils to the Practical

Course was made on the results of one internal old-type examina-
tion, set independently by each school.
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xvi. The two stresm policy, The less gifted puplls ars

allowed to proceed to Standard X, but on the Ordinary level. The
meéthod of selection is an old-type examinatlon, set by each school
separately, but with control by the Department of Education of two
different subjects every year.

xvil. Human resources, Hatal has t0o make provision in the
labour market for its dullest pupils, and from its gifted it has
to produce sulfficilent leadars for a population im which the whites
and non-whites are in the ratio of one to seven.

232, u TER I

Control of uauqtﬂg, In common with the other provin-

coas of the Republic, Neatal is faced with the difficulty of divided
control of educstion.

ii. Trensition. As long as there are Standard VI puplls
in the primary school, there will be many disparities sttendant
on the conditions of promotion to secondary schools.

The fact that many primary schools feed one secondary school
makes fair and effective grouping at the beginning of Standard VI
extremely difficult if there is no basis of comparison,

The use of so many different eriteria of grouping emphasizes
this difriculty.

111. Age. A range in chronologleal age of eight years could
mEgan a range of more or less fourtéen years in mental AEE.

No provision is made to ensure that every child enjoys some

secondury schooling, for there is no age limit to primary =school
attendance,

i¥. Keeds of the pupil. Apart fros two or perhape three
new subjects, there does not appear to be a planned programme of

expleration of the pupil'’s necds, abilitles, ways of thinking
etc., during the exploratory year,

¥, Fallure, The median chronological age for Standsrd ¥
is 12.7, and 6% of Standard V pupils are 14 years and oalder,



This means that at least 6% of Standard ¥V pupils are backward
and/or retarded. {Burt, 1952.) The Practical Course was Ori-
ginally introduced with the okject of solving the problem of
retardation in Standard VII. It would asem that meagures to
combat retardatlon are reguired much earlier than Standard VIL.

Help comes top late when & pupll has hed to fall twice
before he is referred to a psycheloglst.

wi. Types of children, Pupils in both the Advanced and
Grdinary streams Tolleow much the same syllabi, but the dull mre

excluded from the academic stream and certaln subjects. It
weculd seem that pupils are streamed mccording to two of the
three hypothetlcsl types of ability which are discumssed Lln
Part I, Chapter II, Section C.

vii, The comprehensive school, The Province has, it would
peem, already accepted the idem of & bilateral or m type of com-
prehensive school as part of the solution to the problem of pro-
viding #gual educational opportunity for all.

All schools will have to provide the same subjects LT there
is rigld zoning.

vill. Sglection vs, allocation, There has always been a

neasure of selection to secondary educatiom (see Part I, Chapter
II) and when Netal introdeuced the FPractlcal Course At was an
attempt co make provision for those who were not selected Tor the
academic gourse, The process of providing for the less gifted
puplls has been continucd in the new two stream policy, the
differences belng that two,levels of instruction are provided

in certaln subjects, and that pupils are able to proceed to
Standard X, and not enly to Standard VIII as was previously the
chie, The methoed of selection, however, remalnas the result of
ane "old-type” examlnation {wee Part I, Chapter 1II) and no spe-
cial provision is mude For Che gifted puplls of Natal.

Faith is still placed in the powers of the old-type exami-
natlion which has to be élective, selective and detective,

None of the criterin used for grouping In the schools, with
the exception of the Intellligence Teat, As a vialld or reliable
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method of selection. Unless the predictive wvalue of the Intelli-
gence Test ls known, and the criteéerion of success is clearly
mtated, the use of the intelligence guotient is not & satisfactory
means of selection. In addition, unless there are at least two
resulte of intellligence teéests and these have been obtelned within
twelve months at most, of the selection, such selection 1s not
likely to be accuraste or Just. One ham to be certain, too, that
the tests were given by persons qualified to give such tests.

The wishes of the parents are not paramount in the cholce
ef a stream.

The fact that totally unsultable puplls can be rejected by
principals of secondary schools Implies that certaln schools may
have mo few Ordinary level puplils that the compulsory provision
of such o stream can be an embarrassment to the small number of
puplle who are singled out,

Rejection of thesge totally unaultable pupils will not be
possible AT zoning is rigidly carried out,

Katal is the only province which still retains an external
examinstion at the &nd of Standard VIII.

ix. Education for girls. If selection to the Advanced

stream is on marks only, and Af no consideration is given to the
difference in rate of development between the sexes, it would
seem reasonable to suppose that proportionately more girls than
boys will reach this stream,

X. Human resources. When consideration is glven to the
small number of intellectunl "elite™ in proportion to the large

number for which it has to provide, it is obvious that there is

in Natal a serious neglect of its gifted and tulented pupils .
{See Part I, Chapter II, Section C.)

xi. The teachers, The teaching of one subject on two
levels in one classroom, which is what maoy well happen in the

smoller wchools, will place extra demands on teachers, both in
the schoels and in training.
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xii. Research. Adequate differentiation railses so many
issues that 1t would scem necessary Tor speclal research facili-
ties to be avallable to the Natal Education Department.

In the following chapter the problems of grouping are dis-
cussed, The methods of streaming and selection which have been
adopted In nine other educational aystema are described. The
problems which arise in connection with streaming are consldered
in relation to the conclusiond which have beeén reached in regard

to the problem in Netal, &nd suggestions in this connection are
offered.

A descplptlon and evaluation of the methods of selection end
further suggestions will be found in Part I, Chapter III.
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CHAPTER TT

STREAMING AND SELECTION

Paychologists should reslize - and should try to educate

the public to understand = the wider background of selec-
tlon.

P.E. Vernon
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I UCTION

Meny educationists have revealed their falth in the influence
of innate inheritance and in the need to condition by educatlion
(Holmes, Lsuwerys and Russell, 1961) snd have urged that all should
receive not only adequate s=ducation but also equality of educatlon-
sl opportunity, yet this conditioning by education has, until
recent times, been regarded as the need of the favoured Tew. It
has taken the Second World War end the rise to dominance of the
United States of Americe and the U.5.85.R. to glve declsive practi-
cal support to thesge notions of equelity and of universal access
to secondary and, perhaps, higher educatlion. The acceptance in
varying degrees by different countries of this ideal of eguality
of educational opportunity a2 a gulde to practical reform has bean
invelved in educational debate which is "mixed up with dimcussions
about class hierarchies, social organization, political doctrine,
economic policy®™ (ibid. p. 7) and divergent philosophles.

New thinking has also brought the recognitlion that 1t is not
only the intellectuoal side of the child which is important; provi-
sion must also be made for his physical needs and physical growth,
his emotional needs and his emotional development, his soclal needs
and the development of his human relationships, and for his Tuture
pccupational needs and his later vocational training. There has
been recogrition, too, that sach of these needs 1s as varled am are
the differences among, between and within individoals, and as are
the demands of soclety upon those individuals.

The first concession to those who belleved that esducation was
not for the favoured few only was the introduction of elementary
education compulsory to the age of lfourteen years. The experléence
of teachers in trylng to teach all children up to this age gave
rise to the problem of measurement of and provision for mental

dirferences, a problem which has been one of the most persistent
in education.

This provislon for and adequate measurement of individual
differences was primarily the concern of elementary education in
which different kinds of grouping, usually by ability, were tried.



The development of sclentific memsurement and the ilmplicit bellef
in the predictive powers of the Intelligence Test by means of which
ability was assessed made possible the placing of puplls in so-
called homogenesous abllity groups. This meant that puplls were
selected for abllity groups, with the brightest belng selected lor
the A group, the dullest for the C group, while the average or
border-gone pupils from the A and C groups were usually placed in
the B group.

The introduction of compulsory elementary educatlon to the
age of fourteem, then, meant that the need for catering success-
fully for individual differences became more urgent. It meant,
too, that selection of those who were to benefit by elementary
education became unnecessary, yet selegtion to the schools for
the favoured Tew, nevertheless, remalned. This selection was
made on the basis of various traditional devices, such as birth,
socinl position, pareantal expectations, femily incomes and mocial
traditions. {ibdd.)

Two kinds of educational provision were, thus; In force; viz.;
pne kind for the children of the privileged and one for the child-
ren of the poor. In addition; two criterlia of selection ware
belng used: (1) selectlion to a type of educatlon on traditlional
criteria, although assessment by some kind of examination was Tre-
quently used in addition, and (11) selection to an ability group
in which the criteria were the results of standardized tests, l.e0.,
Iintelligence tests.

While the problem of grouping of pupils of widely diffaring
gbilities remeined largely that of elementary sducation, the iln=
creame ln the perdod of compulsory schooling in many coumtries, the
implementation of ma policy of equality of educational opportunity
and the resultant attempt to provide some secondary education Tor
all have made change inevitable, Part of this change has resul-
ted In a movement up from the primary to the secondary school, Like
the higher reaching of a wave, of the whole problem of providing
for widely differing abllities. The secondary school, no longer
the preserve of the privileged, has now to shoulder the responsi-
bility which was formerly that of the primary school,
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It would seem that as the perled of compulsory schooling 1s
increased and a curriculum of gensral educatlon is extended from
the primary school further and further up the secondary school
course, the problem of selection for differentiation will reach
ever higher in the educational system,

The result of all this is that the secondary school is now
faced, more insistently than it has ever been, with the sdditional
tasks of finding really effective methods of grouping puplls for
instruction and of developing sclentific and equitable methods of
melection,

Grouping and selection in the secondary school are attended
by many of the same difficulties which accompanied them in the
primary school) three complications, at least, are added, In
the secondary school not only have individuval differences in gener-
sl ability widened from spproximately foor years in the infant
clasmes to seven or eight years in Standard VI, but differences im
abilities, which Tirst appear In late pre-asdolescence and 2arly
sdolescence, become incressingly more pronounced, while the deéemands
of the world of work become ever more insistent, These demands
reguire; in part; earlier speclalization so that young people will,
while still st school, heve to be trained for specific occupations,
If, however, the overall needs of children and adolescents as per-
gons, rather than just those needs which arise from the orientation
of persons towards the world of specialized work, are regarded as
paraemount , then the time of selection for specialized tralning will
have to be delayed.

This chapter traces briefly the change in thought and policy
in regard to grouplng as an educational device, analyses factors
involved in grouping, outlines the methods of streaming and selec=
tion used in the countries stodled, discusses conclusions reached
on streaming, and makes suggestions.

The techniques, procedures and methods of selection are
conaldered In Part I, Chapter III.
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SECTION A.  STREAMING

1. DEFINITIONS
i, Streaming wnd Broupdng

The term streaming Ls Frequently used as a synonym For group=
ing. Both streoming and grouping can mesn ability streaming or
abillity grouping; Ainterest streaming or inteérest grouping; Ain
addition, homcgeneous grouplng can mean homogensous ability group=
ing. Because confusionm can arise from fallure of dlrfferent
people to use terms in the samé sense It seems wiseé to define the
use of the terms Iin this work.

11, A grou

This 15 the looser concept and unless it is prefixed by a
gqualifying adjective [ta méaning is that which Is given Iin the
Conclse Oxford Dictionary, viz. YA numbeér of persons or things
standing near together, knot, cluster®, so that grouping implies
glmply the placing of persons together.

i1ll. A BLPEam

This is defined by the Concise Oxford Dictionary as "a body
of water running in a bed®™; the verh "to stream™ means “moving or
sltuated upwards or downwards"™, A stream, then, is restricted
yet fluld; it is movimg in & definite direction, Metaphors in
aducation can be misleading unless their implications gre clear
(Scheffler, 1960), s0 that the term streaming 1s reserved to cover
that grouping of pupils In secondary schools who are placed to-
gether In an attempt by education authorities to implement =
policy of equality of educational opportunity, Pupils in =&
Etream will be consldered to work at the same level, to follow the
famhe course, to move at the same pace towards a commom goal.

There will be one or more streams in any school pepulation accord—
ing to the size and kind of school. Different kinds of streams
or streaming will be discusaed In this chapter,
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] DEVELOPMERT OF IN RE T QUPIN
i.  One tescher to many grades

As soon ns the situstlion srises Iin which there are more
pupils than teschers, puplls have to be taught in groups, that
is, the classroom group is a planned learning sltuation, At ona
time children of different ages and grodes (standards in this
country] of attainment were regularly taught by one teacher.

11. One teacher to one clegs

In England, the system of having as many as six grades
under the direction of one teacher changed with the introduction
of the payment-by-results system, while in America it was replaced,
largely as o result of German influence, by the assignment of one
teacher to a class.

111, Orades (standards

As late as 1880 schosl superintendents in America "were
bringing home to thelr constituencies the gospel of school improve-
ment through more careful and complete grading of subject matter
and more homogencous grouping of pupils into grades." (Reisner,
1838, p. 34.) This grade system with its courses ol study,
graded textbooks, annual assignments to be mastered, passing
grades, final examinations, grouplng of puplls on a basis of
annual promotion that would sult bright, average and dull pupils
brought with it the delfects which represent a8 large part of the
inadequacy of schools of the present tCime, (Rejsper, 19368,)

iw. Froblems conseéguent on compulsory education te
fourteen years of age

The imtrodection of compulsory sducation for the entire body
ol children from ages =ix to fourtesn made necessary the provision
of & aystem of Anstruction more or less well adapted to the needs
of dull, average and bright children. This was guite a different
matter from providing a sultable school experience for the average

and bright who, before education was sade compulsory, had com—
prised the school population, {ibid.)
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¥. Recognition of intellectuml differences

In erder to try to solve some of the problems created in
schools in England by the introduction of compulsory educatlion,
the msslstance of Sir Francls Galton was sought. He was reques-
ted to devise some sclentific means of discovering which pupils
were educable and which were not.

In 1904 Blnet, whose work was Anfluenced by that of Galton,
was invited to develop o sclentific method of distingulshing
between the insane and the Teeblé-mlnded. These puplls were in
the schools of France am & result, partly, of the more humanl-=
tarian approach to the mentally 111 which was one of the outcomes
of the teachings of French philomophers during the Revolution
(Anastasi, 1854}, and thelr presence create®#d a new problem for
teachars,

As early as 1887 Rice in America had besen engaged on research
on the differences of examination results in various schools, In
1803, in that country, too, Preston W. Search in his book, “An
Idenl School™, had reveamled his vision of the potentimlities of
individualization. (Search, 1903.)

It was as a product of the sclentific studies of human nature
that the widespréad and Increasing recognition of the part played
by Individual differences In determining the cutcomes of any
educational procedure developed,

vi. Disillusionment in the infallibility of mental
EdRE I.IHIIHE

Originally the emphasis had been on measurement of abllity,
by means of Intelligence tests, i.e. on the purely intellectual
functioning (the cognitive or directive side) of the individual.
(Fleming, 1948; Rudd, 1856.)

During 1910-1835 the extensive development of methods and
wide application of tests and mental measurements (Rudd, 1958)
made it possible to describe more accurately what children were
learning in schools and what their ability was to profit by school
instruction. The wide diversity of abllicties and achisvement in
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a given school grade was indisputably revealed (Burt, 1821), and
these revelations led to various attempts to sult the differing
abllities of individual pupils.

From the work of Burt im 1817 it has been concluded that
there 15 no way of Torming homogeneous groups eéxcept with respect
to one subject at a time. {VYernon, 1957a.) By the middle of
1830 it was becoming increasingly clear that the problems
attending classification by abllity were not easlly solvable and
evidence of some misgivings as to the deslrabllity of organizing
puplls into ability groups can be found Iin the writlings of this
perliod, [(Budd, 1356,)

vii. Other factors of importance in grouping

These years of disillusionment in the panacea of meéntal
measurement and quantitative measures for the ills of education
saw & slgnificant reorlentatlon in educational thought generally,
for it was being realized that the affective (conative or
dynamic) side of the individuaml was quite as important as the
intellectual side, Interest was also being directed to the work
of soclal anthropologists who émphasized the effects of member-
ship of a society upon child development [(ibid,) as well ms the
need to consider not only grouping of puplls into scclological
groups which would have cohesiveness and dynamic purpose [(Coxe,
1836), but also the human relations within the group (Montagu,
1857) and the leadership of the group. (Fleming, 1855} Lewln,
Lippitt and White, 1938.)

3. DIVERGENT PHILOSOPHIES UNDERLYING GROUPING

The contributlons of the National Soclety for the Study of
Education Thirty-fifth Yearbook (Nat. Soc. Stud. Educ., 1936), in
which & great part of the book ils devoted to the divergent philo-
sophies which underlie the grouping of pupils, indicate this
change in educational thought.

1. Cornell (1938) found:

The results of ability grouping seem to depend less upon the
fact of grouping itself than upon the philosophy behind the
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grouping, the sccuracy with which grouping is made for the pur-
posen intended, the differentiations in conteant, method, and
apeed, and the technique of the teacher, a8 -:11 BS upon EBore
general environmental influences. (p. 304.)

ii. Boyer (1938) states:

Ability grouping must be defined in such & way as to preclude
the possibllity of rigidly standardized procedure on any group
lavel. It must promote the effective educatlional growth of
pupils by providing socisl settings significant for both group
and individusl activity .e.s.. Temporary or supplementary group-
ings for specific purposes can and should be formed within the
Eev:;:i ;bllitj groups, or they may cut across these Eroups.

Pl [

111. Engelhardt (19368) states:

Froblems of pupil classificatlon are inextricably woven into
the fabric that constitutes the organization created for carry-
ing omn the educational program, SBchool officials need again
and again to be halted in thelir discuseion of educatlional prob-
lems and made to realize that changes in ona phass of school
organization sust be related to the whole organization if

smoothneas, effectiveness, sconomy and continulty are to pre-—
vall ... The problem of pupll clessification must be attacked
through carefully plannsed sxparissntation. [p- 20.)

iv. Relsner (1936) states:

The needs of odr hetercogenscus school population will be met
only as we succeed more and more complectely in getting the right
children together to follow those schosl experiences that are
mdepted to their abilities and their economic future. (p.38.)

¥. Raup (18368), one of those who disapproved of abiliry
grouping, states

The most usual objection to ability grouping ils that it is notc
demoCcratic sss:- Three lines of davelopment -

(1) a gquest for bases of suthority in uniformities
supposed to exist in human relations,

(2) a confusion of socianl intelligence with the wide

aocquisition of the highly abstract subject mattears
in our intellectunl tradition, end

(3) the unwitting entrenchment, through educational
practice, of unwholesome soclal procedures, —

have converged In our pollicy of grouping to make it an agency
far from desirably conslstent with the purpose of & democratic
soclety. (ibid., p. 55.)
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esss Those judging would be ... wary of the domination of
standards and norms and fear nothing so much as arbitrary and
fixed classirications in the face of the variable, uncertaln,
gnd creative forces that will always make the year that 1s
ahead . (ibid., p. B8.)

vi. Alberty and Brim (1836) state:

It would seem that ability grouping as commonly practiced
leaves muck to be desired s an effective tool for achlieving
the values of the new education. It has served & very useful
purpose in attempting to break the lock step in education by
calling attentlion to the Cfact that individusls v¥ary in abili-
ties, interezts and needs. It has helped to bolster up the
time-honored conception of education as the achievement of
fixed goals, and undoubtedly has actually proved lts value
in mttaining those goele. As B device of transition from the
old to the new, it has proved lts worth. Undoubtedly it will
continue to serve a useful purpose for a long time to come,
Yet as we succeed in capturing the new splirit of creative
education, we shall develop new and more effective technigques
for recognlizing intererts and abllitlies = techniques that will
be more consistent with our growing concépt of & dynamic
goclial education that bids fair to selvage much from our sorry
experiment in democratic living. (pp. 132, 133.)

The modern concept of democracy implies B recognition aof the
uniqueness of the individual - a baslc respect lFor the rull
and complete developmént of pérsonallty. This means that
differerces amorg individumle sre cherished and nurtured. In
practice; therefore; the school muet recognlize various types
of grouping for the purpose of achleving social sengitivity,
and for fostering the all-round growth of the individual.

The most desirable group activities, then, are those in which
each individual is stimulated to make his unique contribution

Lo common ends . The true soclal group cannot function eflec-
tively Af all individuals possess the sew. talents. In &
school activity, as in & social activity outside the achool,
there is need for a wide diversity of talent. (ibid,, p. 130.)

viil, Coxe (1938) states;

FPeople Tunction in groups; thus human relationships and
human undeérstandings that grow out of experiences with ather
persons are ilmportant. The thesis could be defended thet the
way in which pupils are grouped for instruction 1is as impor—
tant for the pupils Bs the subject matter they Study .....
Individual and group differences must be emphasized rather
than minimized in our educational procedures, (p. 18))

viii.Chapin and Conway (1936) state:
If "school s life and not just preparation for lifev, the

acquisition of hablits, attitudes, and techniques that will
facilitate adaptation to 1ife in a changing world, rather than



detailed information, should constitute the paramount aim af
education. Since that world is peopled by individuals argani-

red Ainto functional units, every child should be trained to lLive
and participate in the activities of groups; and since tha fact
that individusls dirfer in their sblilitlies to performs the var-
jous necessary functions in group life has been established,

every child should likewise be trained to e€valuate hils own abi-
lities in terme of the requirements of changing situations. [p.TT.)

. 1 . |

Yarious studies seesed to show that as long as individual
needs were being met by the tescher, the kind of grouping was not
material. (Rudd, 1956.) Emphasis was moving from acadesic
guceceass to the needs of the pupll as a peErson.

5 . INAT e}

Two studies which are reported by Rudd (1958) and which are
particularly werthy of mentlon are those of Kvaraceus and Wiles
(1938) and of De Long (1038) inm which pupils were grouped homo-
ganeously, as far as possible, in the tool subjects, l.e. English
reading, language, spelling and arithmetic and heterogenecusly in
other work., The writers claimed that during the year thare had
been more than the average amount of growth among their pupils.

8. L RATURE P

Rudd (1056) describes research which empha-izes tha Llmportance
of the structure of groups within the classroom In the bellef that
effective learning cannot take place in conditions of soclal and
emotional stress; the kinship of interests end attitudes which are
involved in children's groups and the fect that geographicel
proximity mlone is mot sufficient basis for the Tormetion of Erouns.
{8&8e¢, nlso, Section €, “"Social psychology and grouping in schoocla®™.)

From evidence Ln the findings of Blanchard (1947) it 1s clear
that dirficulties in eatablishing friendships In the forms to which
they have transferred are likely to be experlenced by puplls who are
moved from one form to another, and that regularly promoted groups
showed happler peer group relations than did those groups In which
there weare members who had been retarded, i1.e=, Talled.
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1.5 SUR-GROUPING

Cook (1948) and Jones (1048) suggest sub-grouplng on the
basis of schievement in specific subjects, or "learning arecas ™.
This would involve different grouplng ln each subject area.

B, NEWER APPROACHES TO GROUPING
Goodlad and Anderson (1858) strongly recommend non-grade
types of organization. In England 'standards' have been almost
entirely abandoned in the primary schools. (Wall, 1985b.)

Trump (1958) suggests three kinds of activities around which
the secondary schoal of the future will be bullt: large-group
instruction, small-group discussion, and individual study,

Although the value of belng a part of a group Il often reagard=
ed a5 & goal, research has emphaslzed the plrfﬁrlnncl and bahav=
four of the child as a single Llsolated component, so that while
the mechanical device of grouping facilitates Aindividumlization,

At cannot guarantee it. OGrouping is not a mathod of teaching.
It is only quality teachling which uses methods appropriate to the
individuals comprising the group which will result In the dealred
achigvement of each Individual pupll. (Davis, 1080.)

This quelity teachlng will need to be based on a Freer
living and more vital growlng experience for children, and a mors
creative thinking., (Relsner, 1038,)

Davis (1980) discusses the need for groups and sub-groups
within class grouplngs for specific purposes. The success of
this kind of division is dependent om class size, pupll-teacher
ratlo and pupil-teacher relationships. Oroups should be Flexible
a8 to size, duration and purpose.

Daniels (19861) found that dull pupils in a heterogensous
group showed greater ilmprovement than did dull pupils in & homo-
Eeneous abllity group. He does not, however, state by what cri-
teria the latter were grouped, and he emphasizes the fact that the

pupils In the former group recelved imdividual attention, Buch
evidence 1s Incomnclusive.
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Husén (1%82) reports the rfindings of rescarch in Sweden Iin
which puplils in different kinds of schools were followed up for
Lwo YEnrd,. These Cindings do not support the beliers held by
many educetors (ibid., p. 313) "that an early selectlion for the
academic type of secondary school would be of benefit both to
those who are selected and to thoses who are not." They seem to
indieste that if the intellectual development of pupils 1s mea-
sured by reading, writing, arithmetic and English tests, It does
not matter so much whether o bright boy is in o comprehensive or
selective environment. An undifferentiated enviromnment, in
which the whole range of interesta and abllities is represented,
produces higher gain in puplls of lower acholastic lptltﬁuu than
does an educational environment in which they have no contact
with bright and school-motivated classmates .

8. DIFFERENT KINDS OF GROUPING HAVE BEEN TRIED

Sometime, somewhere, someone has tried out any plan that can
be proposed. (Oleon, l860.) Some of the plans which have bean
tried out are:

i. Homogeneous grouping

a. Classroom grouping is an attempt to deal with
pupils in the respects in which all children
are alike;

b. Sub-groups are used in order to treat pupils
in the way in which they are like some others.

ii. Individuslizacion

This is introduced for the purpose of dealing with = pupll
in the respects in which he/she is unlike other children. (ibid.)

i1, Heteropeneous grouping

In this kind of grouping the only basis for Erouping is that
the group consists of children.

lv. Special Eroupling

2., Dull popils: Special classes or schools are pro-—
vided for those children who are so exceptionsl that
it 1s easier to meet their needs in special classes
or schools. These are the mentally and physically
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handica ppﬂﬂ children whose s& parate groupl NEE may
add te the comfort and convenieénce of all concerned.

GlLited puplls: Bomé enthusiasts contend that spec—
ial clagasce for gifted childrenm are the ideal and
necessary way for meeting their needs. (ibid.)

V. Ability grouping

The following types of ability grouping have been used:

3.

» 0.

Ordinary grade divisions {(using the term grade in
the sense In which it is Used in the United States)
in g0 far as ability to learn improves with age and

gorrelates with grade,

Homogensoua grouping, or abllity groups withim the
gErade; dividing the clasa Into sections on the
basis of abllity to learn. The sectlons are sup-
pused to be more homogeneous than the larger group
from which they are made,

Speclal classes or Institutions for the leeble-
minded.

Opportunity rooms for the gifted or bright puplils.

Ungraded rooms, theoretically bullt for dull chil-
dren or restoratlon cases,

Teachers' subjective grouplng within a class,

Entrance requirements of various sorts, e.g. ndmit
to kindergarten under rive years il mental age Is
five or over.

Mutual aid groups.

Subject groups.

Orouping for speclalized activitles, such as physi-
cal educatiom, music, art, etc.

In groups a, b, ¢, 4, € and g, h, 1, the criterion
of mental ability is fundamental.

] SYCHOL L] IN § LS

L. Confuslon in the social order

One of the funcllons of education is Le prepare peaple flor
particlpation im other soclal organizations. Becausa, however,
there 1s confusion within the soelal order and the school ia gul-
turally vulnerable it Is difficult for education to CArrY out
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this function,. Education is not able to delflne its purposes
sharply or to show the necessary Tlrmness of discipline in the
full development of the pupils within the school. {Coodson,
LB6E0.) This point is touched on again in Section C, "General or
specinl education™, and "Types of children" in this chapter.

11, Velue confllicts

There is conflict within the changing norms of society which,
in many cases, oppose the Individual and the group, so that here,
too, 1s uncerteinty and some confusion, It is,; nevertheless, true
that there is s gradusl recognition of the complementary nature of
the individual snd the groupj; of the freedom of the individual to
act and to commit himself, It is coming to be accepted that the
greater the opportunity of voluntary ection the stronger 1s the
group organization, Acceptance of the ldea that an individual is
& "man" and not & "cog" without the opportunity of voluntary
pction emphesizes the detrimentsl effects of too early speclali-
zation, [See "Geneéral or special education" and "Types of chil=-
dren" in this chapter.)

1i1i. Classroom groups

In the classroom group puplls come together lor the purpose
of learning, which is the primary reason for the group's being
together at =sll, In this situation the pupils have no cholce,
for attendance in classroom groups is compulsory, and the goal,
usually, is dictated from without or above,

From the polnt of view of the individual within it, the com—
position of the classroom group is casual and haphazard, The
pupil may find that he is among strangers who comprise an acci-
dental soclal environment and, in most cases, if he is disturbed
by these involuntary associations, he has no recourse, Yet 1T he
le disturbed, the greater part of his working hours may be focussed
on getting along with these disturbing associates.,

The learning process is affected by the nature of social
interaction so that the compulsory and random selection of pupils
will have Bn effect on what is learned, (Getzels and Thelen, 1860,)
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In the ordinary school most instruction 1s given in the group
sltuntion., If learning is to take place, however, there must be
motivation, whether at the conscious or unconsclous level, Motl-=
vation, in turn, ls interfused with the relatlonships ol the
Individual end the group. A pupll can be carrled slong by the
group motivation, but only when he identifies with the group.
Diagnosis and guidance of the individusl-group relationshlp ls,
therefore, of vital concern to teachers,. Without an understanding
of group attitudes the teacher, and consequently the class, loses
much of the motivational power which springs from group relatlion—
ships.

iv., The !ﬂgividupl and the group

. OGeneral. In trylng to understand group attlitudes
it hes to be remembered that the meaning of the group atmosphere
for the individual is determined by his personmlity and his attrac-
tion to the group.

b. Acceptance, Most children and adolescents need to

be accepted members of the classroom group, and there is, there-—
fore, a need to conform to group standards, The feeling of
belonging which an inaividual develops within the group Is accom-
panled by increased reelings of securlty for all the members of
the groups. The greater this reeling of belonging, the grester

i the ease of more significant communicatlion between the teacher
and the pupils as well as between and among the pupils themselvesj
the greater, too, ls Lthe shared pride In the achievement of both
individual and common goals. (ibid,)

The more an individusl idertifles wilth the group, the more
of his behaviour will it influence, He will respond to the group
attitude of acceptance by accepting lis learning goiuls, (Morae,
1960,) This means that soclally accepted puplls are more suCcess-
ful in school work and in secial relationships, It should never-
theless be mentioned that Hunter (1953) found that pupils who are
successful in school are less dependent on group acceptance than
are pupils who are unsuccessful, In this apparent contradiction
it is necessary to comment that (i) Hunter does not state that
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lonshlips. It might be assumed that pupils de not mind whether they
are successful here or not. On the other hand it would appear that
(11) those puplls who are unsuccessful in school are dependent on
group acceptance (Hunter) and that unless they are soclally accepted
(Morse) they will not succeed In thelr school work. This zeems to
mean that cognizance of the lorces within the groups of puplls who
have failed, as well as of those who reel that they have Talled by
being inm the O-level, is ilmperative.

c. Rejectlion. The need to be approved, valued ar
esteemed by others is one of the basic psychologlical needs of all
human beings. Ir, therefore, the individual does not percelve
mnd reel thet he Lls accepted and valued by other members of the
group, his emotlonal responses may Lead to the restricting of his
participation in the affairs of the group. The pupll who leels
different or left out becomes anxious; this anxiety may mean that
the pupil will struggle neurotically to be accepted. It is impor-
tant to note that pupils who fesr that they will be lerft out or
rejected are more productive onm the competitive type than on the
co-operative type of task, (Morse, 1960.)

The more cohesive the group, the greater is the rejection of
the deviates and thus the less successful is the rejected pupil
likely to be on matters requiring co-operation so that a "vicious
circle™ is created. (Shiels, 1851.)

Although in those classrooms where there 18 low mutual affili-
ation and the individual is free of criticlism, he is also free of
support, and the potential of the group lMorce is lost as & motiva-
tion to learning. This means that m pupil who 18 forced to do
group work with peers who reject him is not likely to be motivated
b¥ the experience. (Morse, L1O60,)

/. Fear, Fear of loss of prestige and soclal BCCEp=
tability underlies the emol ional life of Eroups., The persons
who are largely responsible for this fear are those who determine
the feats which members have to perform to retain acceptability
and the rewards and punishments which will follow one's performance
or behaviour, In the classroom it is the teacher who holds the
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of the fear which group members will experience. This means that
fear, which ims one of the manifestations of the autherity and
power of the group, can lmpede or facilltate work, depending on
the authority and relationships within the group. (Jensen, 1960;
Lewin, Lippitt and White, 1039.)

¥. VYariety of gonls of the group,

Clamsroom groups have many gools. For assimilation of con-
tent, the individunl may learn faster out of a group patternj for
problem=-salving, however, the group gets more solutions, rejects
more Lncorrect ones, and provides more effective learning, and the
more complex the problem, the greater is the advantage of group
effort. The group may enhance learning for the less able or
average students, but when problem-molving Lls the learning task
in hand the brighter pupils are likely to be able to solve thelir
problems faster by themselves. (Morse, 1860.)

Because any system of grouping merély reduces but does not
eliminste heterogeneity, and the degree of overlapping ls more
significant than the slze of the average differences betwean the
groups, and because there has been confirmation of the hypothesis
of multi-potentiality (Fleming, 1088), it would seem that all
rigidity in any system of grouping should be avolded. It would
seem, too, that there is need for many sub-groups and re-groupings,
1,8, that setting in separate subject arens supplies part of the
machinery of providing for iIndividual differences and lnteresta.

vi. Th r t pré=

AL pre-adolescence, the last year of which is roughly twelve
(Blair and Burton, 1051), when his task is predominantly one of
social sdjustment, the child sttaches tresendous impertance to
Bcceptance ln the gang, 1.e., hls peer group of like age and sex.
His success in finding the approval of his peers is likely to
affect the confidence with which he begins his adjustment to his
peers and the opposite sex at adolescence. (ibid,) During
adolescence, as well as during pre-adolescence, between which no
sharp division can be drawn, approval and disapproval by the peer
group are strong forces which may become so great that they out-
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welgh the influence of parents and tepcharas in many areas of the
young person's 1ife., (Jersild, 1957.) This topic is touched
on again in Sectien C, “pallure”, and in Part I, Chapter III, "Age".

11 LNMARY oN A 11

i. Definltlons
8. Grouping. This means a placing together of persons.

b. Streaming. This term is used with a special méaning
in that pupils are placed together, and move at the
pnme level and pace towards a common goal, the pupils
beirg eimilar in one or mOore TEEpECLs.

11, Development of ideas in regard to grouping

a. Pupils were Tirst grouped so0 that one teachar taught
different ages and grades.

b, This kind aof grouplng was replaced by the ssslignment
af one teachef té & clasas, and

¢. by grouping of puplls into grades.

d, The introduction of compulsory education and the
growth of the scientiflic movement in education
emphasized individual differences.

e. During 1910-1935 pupils were grouped on "ability"
which was ususlly measured by sxamination results,
and/or Lntelligence tests.

f. It was realized that mental tests were not infallible
and that homogeneous groups can be Tormed Tor omnly
one subject at a time.

E. Work of seclal anthropologists emphasized the effects
of membership of a soclety upon child development.

ili. h undarlyin roupin

A. OGrouping depends on the philosophy behind it.
(Cornell, 1036.)

B. Rigidity and standardization of procedurs must be
precluded in abilicy grouping. (Boyer, 1034.)

€+ BSchool efficianls must realize that changes in one
phase of school organization must be related to the
whole organization. Planned experimentation is
essentlal. (Engelhardt, 1034.)

d. Right children must be grouped together to follow
school experlences that are adapted to thelr abili-
ties and economic future. {(Relsner, 1034,)
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Abllity grouping is not democrctic. Arbhitrary and
rixed classifications should be feared, [(Raup,

1036 .)

Abllity grouping has been useful as a device of
transition from the old {(lock step) to the new,

Mew and more aflectlive technlgques more consistent
with the conmcept of & dynamic soclal education must
boe developed., Differances among Individuals must
be oherlanad and thea all-=reund prowth of the indivi-
dunl i to Lo Tosteéred Ln & true social group which
requires diversity of talent. (Alberty and Brim,
1036 ,)

Humian relatlons apre lmportant because Individunls
function in groupa, (Coxe, 1830.)

School L8 Life, not just a preparation for At.
Every chlld should be trained to live and particl-
pote in wetlvities of groups and to evaluate hia
own abilicies, (Chapin and Conway, 1036,)

Herds of individumnls have to be met and as long as thia
is donpe Lhe grouping 1s not material,

The advantuges of alternating homogensous with heteéro-

Boneous grouplng have béen shown experimantoelly.

The soclal nature of classroom groups is emphasiged

vi.

b.
€.

d.

Emotional necds of the pupil in the group are
stressed,

Friendship groups are important.
Transfer makes friendships difficult.

Regular promotion makes for happier peer groups.

¥ii. Sub-grouping in each subject area has been suggested,

villi. There are new approaches to the problem of grouping.

ix,

Different kinds of grouping have all beer tried.

Social psychology and grouping In schools

Confusion in the social order makes 1t dirricult te
define sharply the purposes of education.

There is a value conflict between individuallss and
collectivism,
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¢. Conditlons within the classroom which sust be noted
aret

{1) The structure of the group is haphazard,
casual , vet compulsory.
{11) The individual has to adjust to his accidem-
tal milieu.
ds The individual and the group:

{1) The motivational power of the group in the
learning situastion should be understood by
educators.

[ii) Acceptance by the group makes for greater
success in school work.

fLil) Rejection by the group may lead to neurotic
behaviour, unco-operativeness in the pupil
and loss of the group motivation to work.

{iv) Fear underlies feelings of rejectlon. It
is dependent on the authority, atmosphere
and human relatienships within the group.

#, Groups have various goals, amnd the brighter pupll
ma¥, ilhn some tasks, work more qulckly by himself.

f« The pre-adclescent needs acceptance in his group
of peers in sex and age,

12. CONCLUSIONS . SECTION CHAPT Il

1. A change in one phase of education needs to be related

to the total organizatlion which must provide for planned experi-
mentation,

il. Grouping of iltsell solves no problems.

iii. "Carcless, indiscriminate assignment to class groups
cannot be condoned any more than can rigid placement according
to general ability.” (Davis, 19060, p. 215.)

i¥. There must be rethinking on all ideas of grouping
because flexibiliiy In the grouping of puplls ls essential.

L It is necessary for educators to become aware of the
emotional learnings which are produced by instructlonal Eroups.,

¥i. Unless the work relationships within the group, i.e,
authority, informal or friendship relationships, soclal nocep-
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tance, are in harsony with the group organization and action for
achieving given learning goals, & teacher will mot be successful
in instituting such & group organization.

vii. Buccess of the group depends on the adaptatlion of
gurricula, on the syllabus, meathod, conteént and on the attitude
af the teacher.

viil, In using the dynamics of social groups im the learning
situation, an attempt should be made to meet the needs of the
individual.

ix. It is impossible to emphasize too strongly the Llmpor-
tance of human relations within the group.

X. A child whose growth pattern places him at the extrames
either in size or functional maturity in his peer group, 80 that
he is sccelerated or delayed, may face grave difficultlies of
mdjustment in his group.

zl. Regular promotion makes for happler peer groups.

%#1i. The adolescent needs acceptance Ln his peer group of
Like age and sex.

%111, The susceptibility of the adolescent to Fgroup pressures
may make the high school class = more powerful or significant group
than is the elementary class. (Jersild, 1087; Morse, 1080.)

xiv. Brighter pupils nesd the opportunity of working on thelr
own when the learning task Ls one of problem-solving.

%, While dull ehildren nesd indlvidusl tesching, super-
normal children need an ampler opportunlty for Llndividusl work,
(Burt, 1821.) There does not appear to be opportunity for slther
when c¢lassés are too large. In the Natal Education Depanrtment
an Infant €lass may cater for up to forty puplls; a primary class
may be for J6-40 pupils, and & Standard VI class may hava from
32-38 puplls. A schoolmaster once described him=elf as o "Clrcus
Master® Af he taught more than 30 pupils in one class. One would
hesitata to apply the meétaphor to the teacher of infantsl Toe eften
grouping practlces place pupils LIn the Frocrustean bed of the aver-
age, and puplls are graded down to their worst and not up to their



best subject. (ibia,) Bilge of classes 1s discussed further Ln
gectlon C of this chapter under the heading, "Increasing demands
on the teaghar",

xvi., Adequate differentimtion in the secondary school will
be facilitated by the grouping of puplls in the primary school in
accerdance with modern psychological knowledge of pupll growth
and maturatlion processes.

L3 Su ON_A

L. Flexibility should be the keynole In any grouplng
pﬂllt’-l-

i, There should be large groups for some kinds of instruc-
tion, small groups for some kinds of learning and individual
asslignments for some kinds of work.

i1i. Provislon should be made for bright pupills who work
better on thelr own where "problem-solving” is the task in hand.

iv., Puplls should be placed in "sets" for separute subject
BTeRS.

¥ Grouping of pupils in the primary achool according to
age-grade (standard) should be replaced by grouping on the basls
of modérn paychological knowledge of pupil growth and maturation
processes.

vi. The physical, intellectual, emotional and soclial nesds
of the Ilndividual should be consider=d im the grouping of puplils.

¥il. The dynamics of the social group should be used in the
learning situstlion.

viil. Grouping should teke into account the fact that boym
in pre-adolescence (9§ to 12+ years) generally need to be with men.

in . In grouping pupils for Instruction cognizance should be
taken of the importance which pre—adolescents and young adoles-
CEnts attuch to membership in a group of sex and age peern.
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BECTION B METHODS NC AND (1],

In this section s descriptien is given of the mathods of
streaming and selecting used in the ten edugational systems which
are under review, The order of description has been determined
by the fact that it is necessary to understand the circumstances
of the four provinces of the Republic of South Africa to be able
to mppreclate some of thelr difficulties, and particularly those
of Natal. Although Natal is not the oldest province the methods
and procedures which It uses will be described [irst to facilitate
constant reference to the situation im this prevince.

A summary of the findings and conclusions will be found at
the #nd of the section. J

1.

i, Control of education

Bouth Africa has a highly centralized system of education
whiech dates back, in the case of each provines, to its earliest
history. Centralization of authority was conflrmed by the South
Africa Act of 1908 which provided Tor the uniom of the [four pro—
vinces, viz. the Cape of Good Hope, Natal, the Orange Fres State
and the Tranavansl .

It is interesting to note that each of the two main groups,
L.8., the Dutch and the British, which have been responslble for
transplanting and developing western ldéas In South Alfrlce, has
& strong attachmént to a decentralized aystes of education. The
Netherlands has o strong tradltion of tolerance and freedom; &0
much so that imn 1850 Idenburg could write: "The Govarnment is
Aot & Schoolmasteér-Iin-Chial ... The great decentrallization
which characterizes our &ducational system is in Eeeping with
this principle of liberty. Our people are averse to any exces—
sive intervention by the eentral authorities.* (p. 8.) or
education in England Alexander (1954) writes: "The most important
principle on which the Englliah aysteéem of educatlion rests 1s sus
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the distribution of power” (pe 2); Ain keeping with this princliple,
the power of the Minister of Educatlion is limited. (ibid,])

This policy of non-intervention by the Central Government
could not be successfully transplanted Into the new territorles.
only the large cities had & sufficient number of pupils to permit
separate schools for post-primary educatlon, while the rural
communities, which could barely afford to maintaln one-teacher
primary schools, had te be consolidated into bigger units and the
administrative system had to be more centralized. (Hurwitz, 1952,)
This population distribution which has tended to persist, 1.e.
concentration of the population in the relatively few large cities,
continues to play an important part in education Ain South Africa,
and complicates the provision of adequately differentiated courses.

The South Africa Act of 1908 which provided for the union ol
the provinces stated that the responsibility for education, other
than higher educatlion, was sntrusted to the provinces for a period
of five years, and thereafter until Parliament otherwise provided.
(vun Wyk report, 1065.) For financisl reasons, however, it was
not possible for the provinces to provide adequate facilities for
vocntional educmtion, particularly in the rural sreas with their
scattered populations, so that control of vocational education was
taken over by the Central OJovernment inm 18325, {de Villiers
raport, 1948.)

Vocational education which is defined as: "instruction and
training Ln commerce, mgriculture, housecraft or any trade or
industry™ in Section 20 of Act No. 29 of 1928, (ibid. p. 1) im
administered by the Department of Education, Arts and Scilence.
This dichotomy is not present in the Central African Federation,
Norway, Sweden, Holland, England or Scotland. 1In fact, so strepn-
uous iy Scottish resistance to any kind of division which could
result in s tripartite system that it has tended, on the whole,

to discourage technical education at the secondary stage. (Knox,
1953.)
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11. Provincial educatlon

Each of the provinces has recognized that secondary education
starts in Standard VI {average age 13+ years), although Netal does
noft trensfer pupils to Standard VI on age. There is, however, &
clear line of demarcation between primary and secondary schools.
The reorganization necessary, perticularly in regard to the
accommodation in the high (secondary) schools, is still incomplete.
(Parkyn, 1861.)

The upward treéend of compulsory school-leaving age means that
almost all normal children spend from two to three years In &
secondary school. While the Orange Free S5tate and the Transvaal
transfer their pupils to the secondary school on achlievement and
ange, the age being not later than fourteen, but usually thirteen
in the foraer and thirteen plus in the letter, the Cape Province
makeés provision that no pupil of sixteen years end older is inm the
primary school. In Netagl there is no age limit in the primary
school, (See Tables 2, 3, 4.)

There i= a trend towards the provision of a general aducatlion
with s compulsory core of subjects 1ln the three years up to and
including Standard VIII, with Standard VI as an exploratory Year.
The further two years, making altogether a Clve-year secondary
course, are a continuation of the mlddle school, with a decrease
in the number of compulsory subjects.

In all four provinces secondary €ducation is provided im the
secondary school which is regarded as the appropriate place for
gregter differentiation, Each province has progressed on its
own, though somewhat similar, linesy in providing for such differen=
tiation; each is handicapped in the same way by the divided
control of education which allows not more than two vocatlonal
subjects in thelr curricula; each is limited to providing two
different courses which ere; broadly, one course which 1s prepara-
tory to a University career, and one course which is notj; none
can have a truly comprehensive or a multi-lateral school.

In each province, too, pupils of the two main language groups,
viz, Afrikaans and English, are taught in separate schools or in



separate classrooms within one school. This makes even more
difrficult the provision of & wide varlety of courses, partlcularly
in the sparsely populatléd aroos.

1ii. Vocationnl education

Further difficulties In Seuth Africa result Trom the general
attitude of the layman and many teachers to vocontlonal educatlon
which is thet it is the dumplng ground for those who cannot pro-=
gress in the provinciml school (de Villiers report, 1948), that
vocational education is for "trades and apprenticeships™, that
the technical college apprenticeshlip classes are the same an
classes in the technical, comnereial, housecralt, and agricultural
high unhnuln.I These ldeas have arisen partly as & result of the
origins of vocational schools in 1883 when the so-called "poor
echools®, in which manual instruction took pracedence over cultural
subjects, were established in the Cape Province, partly because
white—-collar jobs have been regarded as being the only worthwhile
avenue of employment for white men, Theae idess persist becauss
of the prevalent ignorance among teachers in provinclial schools
and In vocational schools of each other's work, and there is, as
a result, complete lack of appreclation of each other's specific
objectives and special problems. (ibid.}] A further difficulty
is added as a result of the misgulded, though still too general,
belief that those puplls who are Aintellectually dull must, by the

law of compensation, be able to succeed in practical or manual
work .

In England the technical high school has not yet achleved
parity of esteem with the grammar schoel. (Moehlman and Roucek,
1852.) (See, also, "England™, in this section.)

Frimsry schools have been and still are usually considered to
be Teeder schools for the provincial secondary schools. Standard
V pupils in the Transvaal transfer automaticslly to Standard VI in
the Departmental secondary schools., Although the principle ar

unll:iéu I:: Ezplgtlnnt uftﬁlgi:ullurt administers the Agricultural
e Department o ines subsidi th
T e Aol 8 {3 ] 2 School of Mines.
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having Standard VI attached to secondary schools in Natal has been
accepted, it has not yet been fully Implemented. It was only
from the beginning of 1083 that a Standard VI class was provided
at the Technical High School in nurhun.! Prior to LA63, however,
g pupil might have had to transfer from Standard ¥V in the primary
school to a Departmental secondary school for his Standard VI
¥ear, and then to move again at the beginning of the following
year to the Technleal High School for Stendard VII. A Turther
difficulty In Natoul ia that the number of places in technical high
schools does not meet the demand., Selection is, therefore,
competitive and admission 1s possible for the brighter boys only.

In 1848 there appeared to be no scientifically conducted
vocational service which might provide s wholesome relationship
between genersgl and vocational educetion. (de Villiers report,
1948.,) The poslition has not obviously altered since 1848; this
lmpression is given by the following extract from a reply to my
letter In which information was sought on seélection methods.

Provincial vocational guldance officers should bring these
opportunities to the notice of pupils in provincial schools.
Some provincial education departments supply information
which can be obtained from handbooks of courses and sylla-
buses of the Department of Education, Arts and Science, to
thelr vocational guidance officers.

2. Students and pupils coming to technical colleges and ...
technical hlgh schools have already made 8 definite cholece as
regards the career (vocation) they want to follow. {(Letter
No. E2 to me from the Secretary for Education, Arts and Sclence.

Examinations, 23/2/1962.)

Many schools of the provincial Departments of Education, too,
appeéar to evince a certaln reluctance to "lose®™ any of their
puplls to the technical high schools and colleges; only when the
pupils wre considered "too dull® for the provincial schools is it
Suggested that they try technical education.

it is sgainst this background that the methods of streaming
and selection in the provinces of the Republic are Elven in the

2. From 1963 this school has been under the control of the
Department of Education, Arts and Science)] it is no longer con-
trolled by an independent Eoverning body.
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following pages.

2, MNATAL

Secondary education in Natal includes Standards VI to X, A
policy of streaming pupils in secondary schools was Introduced in
1861, with the new courses coming into use In the schools at the
beginning of 1862. The two stresms in which pupils sre ploced

aret

p BH the Advanced atream {[or‘level) which prepares pupils
for university, and

i11. the Ordinary stream {(orlJlevel) which is to cater for
the weaker pupils.

The maln difference between the two levels is thet the former
covers the same syllabus in grester depth than does the latter,
and excludes from certain subjects the less gifted pupils. The
object of streaming is to exclude from the academic course those
pupils who have ghown thelir inebility to succeed in it, [(Natal,
Education Dept., 1861b.)

Pupils are promoted to Standard VI which may be attached to
a8 secondary or a primary school on the results of the school exami-
nation at the end of Standard V.

glection procedures

Standard VI, the firet year of secondary school educatiom, is
in exploratory year at the end of which an examination is written.
This examination is set by each school for its own pupils, and is
usually marked by the class teachers. In 1861, however, the
Natal Education Department set papers of the old-type of examina-
tion in main language and arithmetic, which were written by all
Standard VI pupils and marked by the teachers in the schools
according to schedules. It is the intention of the Department of
Education te control examinations in two subjects EVEry yeac, the

subjects varying from year to year. (Natal. Education Dept.,
1881lu.)
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On the results of this examination pupils are placed in Lhe
"idvanced” or "Ordinary" stream, borderline casem belng referrad

to the Inspector of Schools.

Parents whose child is placed in the "0" stream, may allow
their child to repeat Standard VI in the hope that he =ay pass It
on the "A" level should they not wish him to be in the 0% stream,
Parents also have the right of sppeal to the District Inspector,
but "would be well advised to heed the principal's sdvice, bamed
as it 18 upon an exact assessment of & pupil's abllity as shown
in cless, in examination and by comparison with his fellow puplls.®
(Natal. Education Dept., 196lb, p. 50.)

The Director of Education strésses the faét that the scheme
has been Yevolved solely lor the sakes of the pupils in order to
give them the best possible chances of obtaining the maximum
benefit from their schooling end all decisions taken will haves
only this end in view." (Natal., @Education Dept., 186le, p. 3.)

There is a Turther Finer selection implicit Iin the instruc-
tion in the Schools Handbook (Natal, Education Dept., l9055a,
pse LTO) that totally unsultable puplls do nmot have to be admitted
merely because of their prior position In the order of applications.
In practice this means that the more popular schools can reject
certailn pupils. The parents of such pupils have then to apply to
other schools until the children are eventually accepted somewhere,

3. THE ORANGE FREE STATE

Secondary educatian cludes Standards VI to X, during which
puplls may follow an acadealc, commercia , technical or agricul-
tural course. At the beginning of Star .ard VI the highly intel-
ligent pupil chooses an academic course which will lead to &
University entrance examination,

For those pupils who are not sure which course they wish to
foellew, Standard VI provides exploratory experiences in a commer-
clal subject and/or a manual skill., (Orange Free State,
Education Dept., 1850b,) In this case the Standard VI year is
regarded as a bridge year. Cholce of subjects 1s, however,
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largely determined by the gvallable staff which means that the
pupil may have to make his final cholce of subjects at the beglin—
ning of Standard VI. It is, nevertheless, a cherished ideal of
the Orange Free State to make provision for its gifted children.
(Orange Free State. Education Dept., 195%9a.)

Selectlion procedures

i. Transfer to the secondary school is on achievemeént and
age, usually thirteen, but no pupil is to remain in the primary
school beyond the age of fourteen years.

1i. Standard VI i85 an exploratory or "bridge" year.
Standard ¥vI Ls, therefore, & clearing house from where the pupll,
on the grounds of revealed abilities (intellectual, study,
physical, etc.), aptitudes, potentialities, etc. 1s guided or
directed into approprlate courses.

1ii. The ability and aptitude which the child showed in the
primary school has to be ascertained,

iv. Bubject cholee at the end of Standard VI is largely
deternined by avallability of staflfl. (Orange Free State. Educa=
tion Dept., 1958.) Conslderation 18 glven to preferences of Lhe
pupil and her/his parents and to the cumulative record.

L The results of intelligence tests are used.

¥i. Btandardized scholastic tests of the Nationel Bureau of

Educational and Socisl Research are given in Standard VI. [Letter
to me dated lo/S3762,)

¥il., The Principal who 13 gulded by the preferences of the
pupil and her/his parents, the cumulstive record of the pupll, and
her/his future aspirstions in the field of further study and voca—

tional cholece usually gives assistance in the selection of subjects.
(Letter to me dated 2/8/61.,)

Summar

Pupils may follow one of four courses, i.,e, academic, commer-
clal, techmnical or agricultural. Choice of subjects is limited
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by svailability of staff, and bright pupils select thelr course at
the beginning of Standard Y1 which is an exploratory year (bridge
year) for those who are uncertain in regard to their choice of
course.,

Unliike Natul, the Orange Free State transfers pupila to the
secondary school on age, and provides for subject choice, iIT made
at the beginning of Standard VI, on a broad basis, including the
primary school record. The wishes of the pupil and his parents
are condiderad.,. The final streaming does not rest on the result
of one examinatlon.

4, THE CAPE PROVINCE

School attendance 1 compulsory until s pupil has turned
sixteen, so that secondary education is the birthright of every

ehild. {Cape Province. Education Dept., 1955.) This secon-
dary education which is of a general nature is provided In two
COUTrSen:

1. the Junior secondary course which includes Standards
VI, VII, and VIII for pupils aged twelve and a halfl to fifteen
and & half years of age,

1i. the Senlor secondsry course which includes Standards
IX and X.

In the Junlor secondary course the Standard ¥I year, l.e.
the Tirat in the secondery school, is &xploratory, ®06 Chat &vVery
cehild will be mble, st the end of Standard VI, to ssleéct subjects
acgording to his ebilities, aptitudes and interesmta. (ibid.)

In Standards VII snd VIII courses are differentiated accord-
ing to the choice of subjects as well as the scope of the syl-
labus . This means that, in practice;, considerable latitude ia
ellowed in the selection of the subject matter for the teaching
of every subject in the currliculum. In the case of the lesws
glfted popil the instructlion may be lLimilted to the busle content
of a prescribed syllabus, yet for the brighter child it may be
extended., In the syllabus lor general sclance evary mectlon
has bean revised and graded In order to indicate which parts are
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baslic and which may be included as a further fleld of study in
the subject for either the average pupil or the more gifted puplil,
{(Cape Province. Education Dept,, 1860.)

Further differentiation within the Junior secondary course
is being considered by the Department. By this differentiation
a course restricted in the number of subjects offered is contem-
plated for the dull-normal puplls who have difficulty in master-=
ing the requirements of the Junior Certiflicate examination,
(Cape Province. Education Dept., 1861,)

The whole Junlor secondary course is to be considered as &
means of providing educational opportunities which will meet the
special needs of each pupll.

The Senior secondary course Ilncludes three maln cholcesg

a, an academic choice, including Latin (German) and
mathematlcs,

b. & commercial cholce, limited to two Tull commer-
cial subjects,

¢. =& practical cholce, including woodwork, needlework
and/or domestic sclence, and/or music and art.

An Agricultural course, l.€, a cours® with a definite voca=
tional bias, is offered at two ordinary high schools and at thres
agricultural high schools. The Standard YI course which ips
offered at theae achools Is practically the same a8 that which is
offered at ordinary high schoolm, This provision makes 1t poa-
sible for @ pupil to transfer to an aordinary high school st the
end of Standard VI. (Cape Province. Education Depr., L958,.)

Transition to the secondary course ls at the end of Standard ¥V
while cholce of amubjectis takea place at the &nd of Standard VIII.
This means that there are two proccsses of assssament.

¥ith the introduction of the Junlor secondary course in 1853,
Btandard Y] became the Tirst year of the secondary course. There
were, however, still some Standard VI pupils in primary schools,

#0 that & uniform examination mt the end of the Tirst year of the
EECondary courseé, L.€. at the end of Standard VI, sppeared neces—
BETY . Accordingly, examination papers in the basic subjects, 1.e,
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Afriksans, English, general mathematics, general sclence and social
studles were set, printed and sent Lo the ¢lrcult Amnspectors.
These papers were used by secondary and primary schools. (Cape
Frovince. Education Dept,, 1955,) Kow that all Standard VI
classes are attached to secondary schools, this examination 1a

ne longer written. (1bid,)

tign pro ures

The following is the procedure of promotion te the Junior
secondary course which was followed in 1960,

Promotions which were made in consultation with the inspector
of schools In each circult were based on;

i, The marks from a comprehensive test at the end of the
primary school course, together with the marks awarded throughout
Lhe year.

11, Intelligence test results )

} Af mvallable.

111, Standardized scholastic test results)

iv. Age (twelve and m half years) and maturity, In apite of
Inadegquate atialnment. Mo pupil Is more than one vear retarded)
no pupil of sixteen years of oge may remaln in the primary school
[Cape FProvince, Education Dept., 1053), slthough promotion is
not normally on age. (Letter No., L10/25/3 to me dated 11/8/61.)

Principals of primary schoola have Lo Keep contmct with prin-
cipals of secondary and high schools to which thelr puplla have
gone and have to inquire about thelr progress, (Cape Province,
Education Dept., 1950.)

The cholee of the parents 1ls decisive, although the vast
majorlty of parents accept the guldance and advice of the achool,

The capabllity, interests and aptitude of #ach puplil are to
be discovered during the exploratory year; thereéealfter puplls
eelect thelr subjecte, the limitation belng the range of subjects
whieh the school is anble to affer. {Cape Province, Education
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Dept., L958.)

Summa ry

Differentiation is on the basls of subject cholce and scope
of the syllabus.

Three courses, broadly, academic, commerciael or agricultural
gnd practical or modern are provided from Standard VII.

Conslderation ig being given to special provision lfor &
course to Standard VIII for the dull-normal pupils.

Fuplls are assesged on a broad basls at the end of Standard ¥
and transfer to a secondary course may take place on age, This
i not the wsual procedure in Matal. In addition, in the Cape
Province, principals of primary schools are required to "lollow-up"
thelr pupils.

Cholce of secondary school courses, 88 in Wetel, takes place
gt the end of Standard ¥I which ls an exploratory year, but in the
Cape Province there are three courses from which puplles may choose,
This means that In the Cape Province, in the larger schools, pupils
may be grouped according te “type® (see Section C, "Types of chil-
dren® in this chapter), l.e. the bright may teke the academic
course, the dull may take the practicel course, and the middle
group may take the commercisal course,

Im the Cape Province, too, g in Netal, a syllabus has been
provided on more then one level, but in the Cape Province provision
is made for three, not only two Levels, At present the syllabus
has been revised in this way for general science only.

There is not s0 much a policy of streaming as a provision
Tor & choice of subjects.

5. THE TRANSVAAL

Secondary schools of the Transvaal include Standards VI to X.
In the ordinary secondary school pupils are divided into three
ability groups, each group being more or lesa homogeneous with

regard to scholastic attalnment, mental capacity, general aptitude
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and intereat. Of these three groups, A, B and C, the

A group follows the matriculation (academic) course,

B group follows the Standard X course which is not a
preparation for university, and

C group follows the Standard VIII course.

In each subject three different sayllabl hove been constructed
up to the Standard VIIT level, one for each of the three abllity
ETOUpS . The three gyllabhl for each subject consist of o common
core of subject comtent which Is to beée mastared by avery pupll
and a differentiated subject contént which mlma at providing lor
the particulpr educationnl needs of the different groups and for
the Individual differences between the varlious groups of puplls
concerned. (Transvaal. Education Dept,, 1060,)

The two syllabhi for each subject in Standards IX and X con=
centrate on (i) preparation for admission to university or
(11) preparation for a place in the working community. The two
Courses Alrfer In respect of object In view, subject combinations,
subject content and accentuation and presentatlon of subject
content,

Selection procedures

Promotion is on school achievement, but transfer to the
secohdary school becomes automatic, irrespective of achievement,
at 13+ years. (Groenewald, 1956.)

Standard VI is treated as an explorstory year during which
pupils determine the nature of their individual aptitudes and
discover in which subjects they will do best at school, This
they do by taking s wide range of subjects. Puplils are grouped
at the end of the first six months of this vear on the basis of
thelr primary school records and intelligence test results, the

latter being regarded only as indicators and not Tinal bases of
asslgnment ,

Advice with regard to choice of course and/or subjecta is
given to pupils by the guidance officers of the Department, while
the larger schools have st their disposal the services of two
guldance teachera faor this specific task. The guidance teacher
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collects all the avallable informetion about the pupil's school
record, mental capacity, aptitude, interests, soclo-economic back-
ground, ete. [Transvaal . Education Dept,, 1960.)

The wishes of the parents, although often ascertalned after
the pupils have been placed In groups (courses), are paramount,

although parents are advised to reverse thelr decisions L these
appear to run counter to the advantage of the puplil.

Sumen ry

The Transvaal provides differentistion of two kinde, viz.
cholece of different subjects and three different levels of subject
content , There i=s, howeveér, a common core of subject matter which
is to be mastered by mll puplls, The course provided for the
lowest ability group does not proceed beyond Standard YIII, although
there 1s such flexibility as will ellow of frequent changee of
coursae, so0 that, provided the subject combination is correct, m
pupll is limited only by his own lack of sbility.

Pupila are not streamed into & special subject combinatlion
because of lack of abilicy. This differentiation could mean that
all pupils could take the same subjects but at different levels.
(See Section C of this chapter, "Types of children".)

Selectlon 1s on a broad basis, and the wishes of the parents
&re paramount. Pupils are transferred to the seécondary school
at "13+" years. Streaming takes place in the middle of Standard ¥VI.

In Natal there ls a cholce of subjects, although only some may
be tokeén on different levels, there being only two levels of ablli=-
ty for whlch syllabi have been drawn up. The lower ability group
may proceed to Standard X without change of course, If a pupil
wishes to change to the advanced course/stream/level he hag to
repeat a standard.

Both provinces regard Standard VI as an exploratory period,
but the Transveal groups puplls after six months; both provinces
have two processecs of assessment, 1,e, st the end of Standard ¥
and prior to stresming, Natal, however, takes nelther the primary
school record nor the opinions of primary school headmasters into
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pecount In the procedures for streaming, nor does it regard the
parents' wishes am paramount, as does Lhe Tranavaal.

8, SCOTLAND
Secondary education Is provided by:

i. The Genlor aocondoary courae of Tive to slx years Tor
those who will leave school at seventeen or elghteen years of age,

ii. The Junlor mecondary course of three to four years for
those who will leave school at fifteen years of oge. AN attempt
is being made to eliminnte the three-year course and to introduce
n Five-year course into all schools.

111, The Modiried mecondary course of three years for those
who will leave school at fifteen years of age. {Great Britaln,
Scottish Education Dept., 1855.) This course is planned te be
complete In itself and is provided for pupils of inferlor abllivy.
{Unesco, 1955.,) It is possible for puplls who have completed a
threg=year course with credit to transfer to & sultable Tive-Year
COourse, [Great Britaim. Scottish Education Dept., 1955.)

In Scotland, however, it has been traditional to assign the
ablest puplils In any age-group to a course including two larelgn
languages and the next in abllity to a course with one forelgn
language, regardless of whether such courses are likely to be In
accordance with particular asptitedes, individus]l interests and
future reguirements of the puplls concerned. This rather narrow
and artificiel classification has léd to wndue rigidity of curri-

culum and to excessive emphasis om the literary slde, (Great
Britain. Scottish Education Dept,, 1858.)

There Ils a strenuons resistance to a highly selective scheme
of secondary schools on the lines of the English "tripartice”™
system, (Kmox, 19253.) This means that inm every school which
is of the comprehensive type (Unesco, 1858) there can be thres
different courses, in each of which the pupll receives a general
education and there is provislon for choice of academic or literary,
comcerclal, technical, domestic and rural courses., (Unesco, 1955.)
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Tramgfer from primary school to secondary school usuwally takes
place at about the age of twelve, l.e. between eleven and a halfl

and twelve and a half years.

Selectlon procedures

No pupll is normelly retalned in &2 primery department after
the age of twelve &and a hall years. (Unesco, 1858,)

A promotlon board has the task of assigning puplls to the
pecondary course, amnd although there is po uniform scheme of pro=-
motion for the country as o whole, each approved scheme usually
includes one or more of the followlng:

1. Intelligence teste, at least two of these being given
at Intervals of slx months towards the end of the primary school-
ing.

1i, Objective sttalnment tests in English end arithmetic,
Different areas vary In the relative eémphasis which they place
on the different tests,

i1i. The teachers' estimates of the pupllas' abllity which are
based on class records, (McIntosh, 1858.)

iv. Parents' wishes and eny circumstances whlch may have had
an ndverse effect onm the pupll's performance in tests. Theae are
taken Into account in the Tinal degislon of the board. The
parents, who must be consulted before allocations are made, may
appesl to the Secretory of State and his decision is rinal.
(Great Britain. Scott:sh Education Dept,, 1858.)

L A lollow-up and comparison of results by heads of primary
and secondary schools. (Creat Britain. Scottish Education
Dept.,, 1858.)

With Scotland’'s desire to avold the tripertite system and the
conpetitive type of selectlion of England, puplls are sllocated to
courses and are transferred Af the original allocation proves Lo
have beéen wrong, The sllocatlon is on 28 brosd g bhasis as possible,
ami entry te Lhe varlous types of aecondary courses is in no Wiy
Limited by dirficulties of accommodation. (Unegco, L1asa.)



In this matter of selection there 1ls a generml depire for
methoda of allocetion to be as simple as Ie conaistent with erfi-
cient assessment aond for transfer between courses Lo be possible
wherever 1t I8 mppropriste, There i alao the desire Tor alloca-
tion procedures to disturb the puplls ss little as possible.
[Great Britaim. Scottish Education Dept., 1558.)

The aim of selection is the elimination of thé poorest puplls
whe are unfit for advenced secondary work. (Vernon, 1040,)

gummary
Secondary education ls provided in three courses:

L. The Junlor aecondary course of three to Tour years.

ii, The Senior secondary course of Tive to Eix years.

111, The Modirlied secondary course of three years. This
course is complete in ltself.

An attempt is being made Lo eliminate the course listed as (1)
and to introduce a Fivé-yéar course into all scheaols.

The tripartite systems s not favoured at all, and all three
couraes can be provided Iin eémch achool. The pupils recelve a
geneéral education and there ls a choice of Five different streams
although there has been a tendency to btype pupils, This practice
Ila discussed in Section ©, "Types of children" in this chnpter,

There Ils no one promotion aystem fFor the whole country and
puplls are asslgned to thelr courses at the beglnning of the secon-
dary course by s promotion board which uges standardized teats of
Intelligence, English and arithmetic, ns well as primary school
records. There has to be close contact and co-operation between
Lthe heads of primary and secondary schools.

Parents have the right of appeal te the Secretary of State
whose declsion Is Tinal.

Reversal of sllocations ls possible and no puplls are normnal Ly
retalned In the primary department after they have turned twelye o
o hall ¥ears of nge.
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Scotland aims at the elimlnatlion of Lhe poorest puplls who
mre unflt For advanced secondary school work. This alm colnclides
with that of the differentiation pollcy of Natal which Ia the
separation of the less glfted puplls Tfrom the reat, with the dirl-
ferences that while In Scotland theére arée three coursaes and Clve
atreams, in Natel there are only two different levels or streamsj
that puplls in Scotland are not required to repéat a year LT they
wish to trensfer to another stream; and puplls in Natal are not
traneferred to the secondary school on age.

7 LAND

The Education Act of 1944 which nilms at providing equality eof
educational opportunity in sccordance with the age, ability and
aptitude of each pupil Torma the basils of the present system of
streaming which is found in English schooln. (Wells and Taylor,
1847 .) 50 great As the diversity which English educatlion has
always shown in sécondary education that it is extremely dirficult
to glve a picture whilch Llg reassonably Inclumive. The three main
types of school, each of which caters for a different "stream™ of
pupils are:

1. The grammar school

This is the traditionsl scsdemic school which was designed for
the more gifted pupils who would ultimately attend unlveralty. It
was originally regarded as & "schola particularis™ of the unlveralty.
[Spena report, 1538.) It provides in gemeral, though not for Every
child, the best tralning for professions which Involve work with
tongue and pen. {ibid.)

The stream of pupils is selected at Lhe mge of eleven plus years
by means of certaln criterla which are discussed lster In this
section under the heading "Selection procedurea”.

The grammar school stream follows a five-yesr course which
offers modern and clessical languages, mathematics, general sclence,
history, geography, religious knowledge, art, music, physical
training and handwork. It is for the grammar school that the Eng=
lish secondary school selection examination endeavours to select
the best 15X or so of pupils. (Vernon, 1940,)
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1i. The technical high school

This type of school attempts to provide n sufficiently good
genernl educacion with s certain amount of practical training so
that young pecple will be able Lo tnke thelr place more easaily in
induatry, Llncluding comuerce or agriculture, anlthough they will not
be completely troined.

The puplles of thess achools are speclally chosen puplls of
intellectual ability (Spens report, 1038) who may attend such a
achool after the eleven plus examinatlon, or they may transfer st
thirteen years of pge from one of the other types of schools.,
[Lbid.) This type of achool caters for about 10% of puplls.
(Alexander, 1854.,)

The Spens Report suggested that the technical high school
should be alternative to the grammar school. In this way some
technologists would enter industry from the grammar school by way
of the Univeralty, while an increaslng number would enter it Trom
the secondary technical school, also by way of the University,
(Pobinson, 1954.)

There are still 4% of the local education authorities whe do
not provide technical schools (Crewther report, 1859) and as long
as secondary technical schools are so far behind there can be no
parity of esteem, {Dobinson, 1954.)

The subjects which are offered are: English, physical train-
ing, sociel studies, notural science and techmical subjects.

iil. The secondary modern school

A general cducation with a practical bias, closely related to
the interests and enviromment of these pupils in this type of
school (Sasneti, 1952), provides ror 708 - 75% of pupils.{Alexander,
1954 .) The subjects which are aof fered are: Engliah, history,
gcography, religlious knowledge, mathematics, genaral sclence {often
blolezy for girls), music, art, light erafts, useful erafts, L.e,
woodwork and wetal work for boys, housecraft and needlevork for
girls, and games. {Loukes, 1056,) The distinguishing character-
istics of this kind of school will be found in the level of difri-
culty of the work. (Pinsent, 164a,)



Although this system with schools of three typea has frequently
been referred to as the "tripartite" sayatem, the Crowthar Report
(1858, pp. 21, 22) states:

14, We have, then, good examples of modern, grammar and
technical schools; but we do not now have, and never have had,
a tripartite system. Individual technical schools have been
developed to & pltch where they can stand comparison with any
other schools, but technlecal schools ad & group are alightly
less numerous today than they were in L8947, To justify ue in
talking of 8 tripartite system, we should need aes many techni-
cal achools as gramear schools. In fact we have four gramsar
schools to every techniecal school and six grammar school puplls
to every technical school puplil, Over 40 per cent of the
local education authorities do not provide technical schools.
Instéad of o tripartite aystem we have (if we may generslise
about England as a whole) a two-sided system, bamsed on the
nssumption, where maintained schools are concernsd, that all
boys and girls slike go to undifferentiated primary schoolws,
gnd that from the age of 11 onwarde all go to a modarn school
unless they can show cause to the contrary and there is s place
for them in a school giving a different kind of educatlon,

The secondary modern school Is the school for the great majority
of the population from the age of 1ll.

In addition to the three main types of school already des-
c¢ribed there are some advocates of grouping the "streams" by means
ofs

iv, Multi-lgteral schools

In these schools provislon is mede on the same site for
instruction end training in the three separate types of schools,
i.2, grammar, technical and modern,

¥. Bllateral schoola

In these schools two types of education are given in ane
school . (Wells and Taylor, 1947.,)

vi. Comprehensive schools

In these schools sll the secondery students of a district are
brought together, (Nationel Union of Teachers, 1858b.) Barriers
between the types of education within the school are removed and
secondary education is seen as & unit within which there is gEreat
variety in approach, methods and content of curricvlus to sult the
varying abilities and ages of the pupils. (ibid.) A more



detalled description of this type of school will be Tound under
the heading "The comprehensive school®™ in Bection C of this chap-

ter.

The Kind of secondary education which a child is given depends
upon an assessment of his ability ms 1t is shown in the primary
gchool, often coupled with objective tests taken at about the age
of eleven. Each education suthority acts Independently Ln the
matter of saclection procedure, (Wells and Taylor, 1847,) A
grarmar achool education has continued to be eagerly sought so that
gelection in many areas is highly competltive.

The most gifted pupils, or at lesst those picked out as such
by the various aystems of selection, are admitted to the limited
number of places in grammar schools, those who ere rejected choose
the technlcal high schools as "second best®, f.e. the puplls af
these schools are specially chosen pupils of intellectual ability
(Sasnett, 1952) and the rest have no alternative to entry into &
secondary modern school. This selection, of course, will not be
necessary when the puplls go from primary schools to 8 comprehensive
fchool which plans for the whole education at the secondery stage.
(ibid.)

It is posaible, in theory, for a pupll to transfer from one
type of school to another although in practice this is done in-
frequently and only with difficulty,

Under the system of separate achools for separate courses,
then, the pupils appear to be typed according to their ability
measured at "11+" years by various means, i.e. the bright are
regarded as grammar school types, the average are regarded as
technical school types and the dull are regarded as secondary
modern school types.

All education over the age of eleven plus in schools within
the public system of education is regarded as secondary (Dobinson,
1959), di.e. a senlor pupil L= one who has sttained the age of
twelve years but not nineteen years. (Wells and Taylor, 1847,)

There has been enthusiastic experimentation in many-guarters
in the development of comprehensive schools. One gains tche
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impression that thoss who teach in such schools are convinced of
thelr success] the peparate system of schoole, nevertheless,
appears to be the ons still most frequently found. (Alexander,
1@54.) cChanges are, however, taking place all over the country)
these changes profoundly modify the previous pattern of educatlion,
or réplace old systems by a different form of organlzation,
(Crawthar repert, 1G658.)

Selection procedures

Each local authority decldes how the selection at eleven plus
will be made for its schools, (Wells and Taylor, 1847.) The
kind of secondary educatlon which a child is given depends wpon
the results of selection. In this selection some of the following
techniques, methods or procedures are used in varleus combinstlonsy

i An assesgment of the pupil¥s ability as shown Ln the
primary school. (Sasnmett, 1952,)

i11. ObJective tests)

i A standardized verbal intelligence test.
b A standardized non-verbal intelligence test.
Q. A standardized test of attalnment An Engliah.

d. A standardized test of attainment in arithmetic;
of this approxisately half involves mechanical
processcs Bnd the remailnder consists of problems.

. A standardized test of spatlal ability, involving
two-dimensional relationships.

. A standardized test of spatisl abllity, involving
for the most part ltems relating to three-dimen-
slonal shapes.

B. A standardized test of attainment in Englimh,
allowing for a greater measure of creatlive responsae
from the pupil than the more rigorously objective
and mechanical type of English test permits,

(Yates and Pidgeon, lﬁlf,#
11i, Essay-type of examinations,
iv., 0Old-type examinations.
¥a Primary school marks.

¥l. Teachers' satimates.
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vii. Primary heads' estimates.

viii. Scaled teachers' estimates.

ix. Mechanical tests.

X. Tests of interests.

xi. Measures of personality.

xii. Interviews.

iiii. Oral examinations.

xiv. Group observational techniques.

XV. Wishes of the parents.

xvi. Panel procedures. (Vernon, 1957a.,)

These selection procedures are described and discussed in
Part I, Chapter III.

The following percentages indicate the!number of local autho-
rities which used standardized or unstandardized tests in 1956

Tests Percentages
Standardized intelligence tests. 88.4
standardized arithmetic tests. 73.6
Standardized English tests, 72.1
Unstandardized papers in arithmetic, English

or intelligence. 41,1
Standard battery: arithmetic, English and

intelligence only. 55.0
Combination of standardized and unstan-

dardized tests. 30.2
Unstandardized tests only. 10.9

These methods were used in selecting pupils to grammar
schools. (Yates and Pidgeon, 1957, p. 28.)

Where the aim is the selection of the best 15% of pupils for
the grammar schools, as 1£ is in England, it is obvious that there
is a premium on intelligence and ability as these are measured by
standardized objective tests of intelligence and scholastic aptitude,



The local education authorities of those areas which have & system
of separate schools are, however, keenly aware of the implications
of non-seleccion to thelr pupils and are continuzlly in search of
more reliable, more accurate and more just means of selectlon,
This would mccount Tor the large number of methods,; technigques and
procedures which are used In selection of puplls for secondary
schools in England,

Rusmgry
Each local suthority is responsible for all primary and secon=
dary education within its srea, Three different streams, viz,
academic, technical and practical, are provided im (i) separate
schools, i.e, grammar, technical high and secondary modern,
(ii) comprehensive schools which have been Introduced on an experi-
mental basis anmd {1ii) sulti<lateral and bilateral schools.

Where the streama are Iln separate schools subsequent tranafer
from one stream to another I8 not eawy.

Selection takes place at the age of eleven plus years and is
highly competitive because of the limited number of places in
grammar schools.

Selection procedures vary from local education authority to
local education authorlity, but there are only 10% of these which,
Ilke Natal, rely on unstandardlized tests.

In Natal there are nelther comprehensive school= por sSeEparate
schools such as are found In a tripartite system, but an attempt

is beilng made to provide for two different streams inm 2 type of
hilateral schoal.

B. THE AL AFRI E OoN

The secondary schools for pupils of twelve plus ¥ears of age
are multi-lnteral, althouzh some of the larger ones are on the way
ta belnr conprehensive ., There are, therelflore, several types of

courses In the shue secondary school. These courses are the
following:



i1, A grammar school courss of four years (sometimes six) is
provided for the Tirst atream, i.,e€, for the best or Tastest pupllas
with Intelligence gquotlents of 110 and above and who are Lln the
Ffirst gquartile. In the two additionsl Years, 1.2, lower and
upper sixth forms, there ls furtheér clessification and streaming
which Iinvolves speclalized education on elther the science and
mathematics slde or on the arte and languages slde, (Central
ATricen Federation. Ministry of Education, 1#80; 1961.)

ii. A grammar school course of Tive years la provided for
the second ptream, i.e, those pupils who have intelligence gquo-
tients of 100 to 110 and mre within the second guartlile. This
course does not include Latin, After its successful completion
pupils proceed to the lower sixth Form, Fuplls in this guartlile
may elect to follow course 111,

iii. A course of five years provides for inmstructiom in prac-
tical subjects, i,e. technical, commerclal or domestic subjects ams
well s in the basic "bookish™ subjects. Puplls in this course
are those with intelligence guotlents within the B0-100 range and
the third guertile,

i¥. A course of five years provides a basic curriculum, i.e,
English, arithsetlic, everyday sclence, "non-bookish" geography and
history, woodwork and other practical subjects, for the slowest
paplils. {ibid.) These pupils in the fourth gquartile have intelli-
gence guotients ranging from 50 to 90, Those with intelligence
quotients below 70 are in apeclal classes or schools.

Such a classification is convenient but arbitrary and thers
is a certain amount of overlappingy grading which ia» perlodically
reviewed 1is only regarded as final at the end of the second ¥ear,

The ailm of the Central African Federatlon ism ta provide sdu-
catlon of & general nature in these four streams as well ad In tha
two technical high schools, one in Salisbury and omne in Bulawayo .,
Although the bias in these two schools is technical, their purpose
i# not the training of a boy for a particular occupation, while

nelther Latin nor commercial subjects are included in their curri-
culum.
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Two of tha difficulties ln the Federatlon are that secondary
aducation for a widely scattered population lnvolves the expenaive
progedura of providing boarding facllities in school hostels, and
that the number of places in the technical high schools 1s limited,
(Ferrer, 1042,)

The policy of the Federatlon is secondary education for all,
with no selectlion. This méans that those puplls who have turned
twelve but have not pawsed Standard ¥V, the laet class in the primary
school, have, as far as is possible, to be taken on from where they
larft of T in the primary school . {(Central African Federation.
Ministry of Education, 1080.) This is eapecially so Iin the basiec
subjects of reading, language and arithmetic.

Allocatlion procedures

In the allocatlion of pupils to thelr courses the following are
taken into aocount

i. In the cholce of a secondary course the parents' wishes
are the declding rsctor,

ii. Transfer takes place on achlevement and on age, no pupll
of twelve plus years remaining in the primary scheol,

11i, Internal testing teskes place early in the Fors 1 year,
l.e. during the first year of the secondary school couraej the
teste which are used are the standardized group tests of intelli-
Eence,

iv. Standardized tests Iin English and arithmetic are used,
¥. The primary school record is taken into sccount.
¥i. The pupll's wishes are given consideration.

vii. Entrance to the two technical high schools 1s on the
results of the sames examinations, 1.2, those listed under 111 mnd
iv. This is usually the case in England, too. (Vernon, 1957a.)

It is intended that these technical high schools should sdmit
only boys whose intelligence quotient is 110 or sbaova, (Ayerst,
1e81.)
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Form I which i the first yecar in the secondary school 1is
regarded largely as an obgervational year during which sll pupils
may be following the same curriculum but at different rates, so
that they have Lhe opportunity of revealing their ability. An
sttempt 1s mede to ensure that & pupil is correctly placed and
that he has the opportunlity of following any course for whleh he
shows aptitude. (Ferrer, 1982.,)

Summar

Secondary educatlion Is provided for puplls from the age of
twelve plus yearsy this provision ls made in four different
courses which are found in multi-lateral or in comprehensive
schools. Fupils are grouped broadly Be follows:

1. Those in the first quartile with intelligence quotients
of L10+ Tollow a grammar gchool course of four to slx years with
a Turther differentiatlion for brighter pupils who take Latin,
There is clageification agaln in the last two yearg,.

11, Those in the second quartile with intelligence guotlents
of 100-110 follow & course of Tlve years In which no puplls taeke
Latin. Transfer to & six-yenr course in the lower sixth form is
possible,

1il. Those in the third quartile with intelligence gquotients
of 80-100 may be allocated to a more general course of Tive years
which provides instruction in technical, commercial, domestic and
the basic "bookish" subjects.

iv. Fupils in the fourth quartile with intelligence quotients
of 50-80 are placed In a stream which follows & basle course for five
¥CATS o Those with intelligence quotients below 70 are separated.

The ailm of these courses is the provision of a general educa-
tion, as It is in the two technical high achools. These Lwo
schools, however, have a technlecal bias, although they do not
attempt to trainm a boy for a particular occupation, The number
of places In Lhese schools is limited,

Transfer to Lhe secondory school takes place at twelve plus
Years of age and the puplls contirue From the ELage which they
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had reached in the primary school, especially in the basic subjects.

Puplls are allocated to courses on & broad basls and parents’
wishes are paramount. Standard VI is regarded as an “"obseérva-
tional® year. The technical high schools are included in the
mllocatlon programme, but as the numbar of places is limited,
antrance Lla compatitiva.

Puplle are placed in four abllity groups, with the brightest
in the academic stream and the dull-normal in the practical stream,
on the traditlon of “types™ of pupilse.

In the past it has been the practice to classify pupils
nccording to thres types of secondary edocation, namely,
ncademic, technical and genaral (modern). Howaver, it is
doubtful whether children can be s0 definitely classifled.
sss (It is sounder) to classify pupile in terms of innate
eblility and then withisn such groups to organizs courses
pccording to the pupils' Anterests and needs. {Central
African Federation., Ministry of Education, 198l; p. 34.]

In Natal, pupils with Iintelligence quotients of 84 and below
are placed In special s=chools or classan., The lowest stresm in
the Federatlon provides for a wilder range of Intellect than does
the "0" stream of Natal, which is for the less gifted pupils, but
excludes those with intelligence quotients of 84 and below, With
pupils who have intelligence quotients of 110 and above the Tirst
stream of the Federation will provide for a smaller, brighter group
than will the A satream in Natal, Nelther, however, makes special
provislon for the group with intelligence quotlients of 120 and
higher, l.e. the gifted pupils. Thism point is further considered
in Section C of this chapter unde: the heading "Human resources™,

Pupils are allocated to courses, and although marks are used,
other factors are taken into account. Parents' wishes are the
declding factor. In both these aspects the selection procedurs
in the Federation differs from that of MNatsl.

#. T L

The ordinary primary school has six gradas . When children
reach the age of twelve they must usually choose another school,
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and 35% of girle transfer to n home economics school, 35% of the
children go to ULD schools and 158 go to the preparatory university
and secondary school. Alfter the seventh year in the primary
school, 40% of boys transfer to vocatlonal trailning schools or to
elementary agriculturnl or horticultural schools, A Eroup remalins
for an elighth year ln the primary school or transfers to two-year
YGLO mchool clamses.,

The aymtam of secondary education of the Netherlands may be
divided as follows:

ks rimnr ucatlon

This education which follows a Bilx-year primary education is
Eiven in two separate kinds of schools

fe a achool 52; ignglnuEﬂ erdinary primary education.
CREY e chool voor Yoortgezet Gewoon Lager
Onderwljs® or "VOLO™ which provides tultion for
two yeors and ie specially Intended for children
who will not recelve a secondary cducation but
who hawve not yet complied with the provisions of

the Compulsory Education Law. (Sasnett, 1852.)

b. A achool for advanced urdlnlri primary '“Ei"l!‘:
The duration of this course, UVitgebre nger
Onderwl |8" or "ULO", is three or four years and to
it about one-third of the pupils from the six-year
primery education course are admitted. (ldenburg,
1950,) It includes at the same time three of the
following subjects: French, German, Engliah,
mathematics and commercisl training. (ibid.)

ii. Variouws types of secondary education

8. The gymnasium !ir:!nnr ichﬂﬁlg. This type of
school which offers an academic course of slx years'
duration prepares pupils for the university.

After these pupils have passed their final examins-
tions they are entitled to take the university en-
trence examinations, In their fifeth year pupils
are divided into Section A with emphasis on Greek
and Latin, and Section B pupils, with emphasis on
the exact sciences. These differences provide

for entry to either the facultles of theclogy or
litersture and philosophy or the faculties of medi-
E;:: ?r pathematics and physica, (Unesco, 1955;

b. The hogere burgerschool &rn _seconda school) .
This school offers a five- or six-year course.
After the third year puplls choose between the ma Fe
mathematical and physical science (B) side and that




devoted to modern lunguages and sclence (A). The
giploma for the flret section (H.B.S5-0) provides
entry to the fagultles of medicine, mathematics and
physics, veterinary sclence, engineecring, agriculture
and certain other flelds. Both A and B diplomas
entitle their holders to sit for examinations in the
faculties of law, economics, political and soclal
science, and In several other fields, i.e8. social
solence, soclal gengraphy, psychology and education,

€. The lyceum. This type of school which 1s usually =
combination of a gymnasium and a "hogere burgerschool",
and resembles a comprehensive school, was originally
established with m view to delferment of the choleée
between the gymrasium snd the "hogere burgerschool®.
ATter one or two years of joint tultlom, there are
three or four years of the "HBES" or four years of
the gymnaslum, The finel examinationd are the same
a8 those which have slready been deédacribed and offer
the zame rights. (Idenburg, 18507 Transvasl. Educa=
tion Dept., L988; Unesco, 19855.)

d., The modern mecondary school for girls. Many of the
subjects which are included in the ordinary “HBS"
are also included in this schnol. In addition sube
Jects for girls are speclially taught in a course
which usually comprises five seara of study. (ibid.)

2., Commercial schools. These are day and evenlng
schools which provide courses of from one to five
YEATE. The diploma does not give & right to taks
gcademic examinetions, The course includes languo-
ages, commorcisl subjects, mathematics, physics,
chemistry, drawing, gymnastics and muedc.

f. Yocational Eghfllu- There ars many different types
of these schools which provide technical or vocatlo=
nal edecation, .8« technlical day schools, agricul-

tural and horticultural schools, home economica for
girls, and advanced elémentary technicel day schoolas.

The Educatlon Act of L9588 "Regeling van hét Voortgezet Onder-
wijs® attempts Eo ploace sll secondary education under oné authority
arnd to meet the nesds of individaual puplls by providing cholce of
schools end courses with easy transafer between schools and from
course Lo couUrse, There Ls to be a common currliculum for mll
#chools Tor the Tfirat ¥ear which is to be a bridge year during which
teachers will help puplils to declde on their courses. The subjects
which are to be studled are; Netherlands, French, English, history,
geography, biology, matheéematics, drawing, music, manual training and

physical education. ({Idenburg, 10607 Transvaaml. Education Dept.,
1088.)



The Nethorlande hos been faced with a probles similar to that
of England in that secondnry education hes Leen provided Imn sepa=
rate schoals, Educational reform is aimed at the surmounting of
this difflculty which necessitates competitive selection and often
resul tg in wostage of pupll potential.

The reconstruction of the educhAtional system has méant a re=
gxaminatlion of the methods of selection, but the following are
those which have, untlil recently, been used, or are stlll belng
used in various ways and in various combinations. (Brellwag,
1955.) They are discussed im detall in the next chapter, l.e.
Chapter 11I.

Selection procedures

| The entrance examination, dating back to 1813, is the
oldest method of selection and has undeérgone numérous changes,
The subjects which have remained to form the exanilnation are
Netherlands, reading and writing, geography and history. There
are differences in the examinations for Lhe gymnaslium and the
hogere burgerschool, (Stellwag, 1955.)

ii, A preparation class [voorbereidendeklas) which la attach-
¢d Lo B secondary school prepares the pupll TFor secondary education
and the entrance examination. In one school the entrance exami-
nation Is written before the pupll entérs the preparation classt

1ili, A statement by the¥hcod of the primary school may be
used.

iv. Frobatlonary classes or “"proefklasse™, L.&, shori, spec-
ial courses which provide opportunity for expérlmentation, obser-
vation and assessment of individunl sbilities and needs are used
for pupils who are borderline cases.

Vo A psychological examination, which may include am Intelli-
gence test os well ons asscsament of the Inltistive, speed, perse-
vérance and interest of the pupll and his resction Lo o new environ-
ment , is sometimes uwsed In smelection.

¥i. A bridgr year which, ss Lts name Implies, focilitates
ELrapnsfer from the primary to the secondary course 1s another of
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the selecblon procedured, During this year all the post=primary
gchools concerned provide the same currlculum For those puplls who
have passed the slxth grade, Transltion Lo secondary educatlon
is not sutematic, (Transveal., Educatlion Dept., 1056,)

With the multiplicivy of kinds of schools Tor secondary
educatlon, much thought and research has beesn given to the varlous
methods of selectlon. In the present stage of reconstruction the
Minister of Education, Arts and Sclence sppears to favour those
methods which do not stréss marks but reguire an intimate knowledge
of the individual, as well as the use of more thanm one means of
aEAESEEENT & (Idenburg, 1860.)

Summary
The Netherlends is engaged on reconstruction of itas education
system. At the present time secondary education is provided im:
: A Continued primsry sducation:
a. The "WGLO"™ school in which tultion is provided for
Lwo Years.
b, The "ULO®" school in which tultion is provided for
three to four years.

i1, Secondary education is provided in schools of different
kindsg

L. The gymnasium provides a six years' course.
b. The hogere burgerschool course covers five years.

€. The lyceum 15 a combination of a, and b., thus
resembling &8 comgrehensive school.

d. The modern secondary scheol for girls provides
a Tive=¥ear course.

e. The commercial school provides courses of one to
five yeéars.

f. Vocatlional schools are of different kinds.

As part of the programme of reconstruction there is to he &
common curriculum for all schools Tor the Tirst YEAEF , This will
facilitate transfer between school=s and from course Lo courdie,

With g0 man)y different kinds of schools selection has long
been one of the most pressing problems of education in the Nether-



lands and various technigues and procedures hove been tried. In
many schools the Tirst year of the secondary course ls an explora-
tory or & bridge year, as Lt 1ls In Natal; and, also as in Natal,
age ls not a Tactor which determines transfer to the secondary
school, although pupils are waually in the secondary mchool by the
time they are twelve.

Unlikz Natal, the Netherlands foavours the ume of more than
one criterion for selection and these criterio conslst of tech=-
niques and methoda which do not emphasizé merks . The Netherlands
alao aims at a common curriculum for all Rohools during the First

yvear of the secondary course.

10. NORWAY

Secondary schools are for puplls of fourteen years of age who
have completed a seven years' course In the primary school sYsLem,

For the time beilng there are three maln types of school:
1. The continuation school (framhaldsskole) .,
il. The folk high school (folkehdgskole).

111 . Higere almenskoler:
8. the realskole
b, the gymnasium

In the vocational field there is a wide range of educational
fecllitlies.

i. Continuation schoals

These schools provide an eighth vyear of schoal work, L.e.
after completion of the primary school, which ailms to promoce
general education, growth of character In the puplls and to pre-

pare them Tor life. The courses may vary in length From three
nonthe to thro® years.

Two types of continuation schonl may be establlshed:

8. One which is chilefly theoreticol and which empha-
alzes Norse, cltlzenship, health educatlon, mathe-
mutles, bookkeeping, Engllsh, gymnastics, and
includes practical courses such as art, woorlwork
malkal work, needlework, housecroft and cookery. '



b, One which is chiefly practicnl and which includes
the same subjects but emphosizes Lhe practlical
subjecis . This type of school is for those who
do not enter secondary or trade schools. (Letter to
me from the Minlstry of Education, Oslo, 5/8/61;
Unesco, 1961,)
in Osle about 65% of puplle enter a, and 35% b, mentlioned in
Lhe previous paragraph. Those puplls who do not seem able te
beneflt Trom the teachlng of the theoretlical branch may be rejec-

ted after halfl a year,

Pupils enter these respective achools on the results of a
final exomination at the end of the primary school course in writ-
ten Norse, English and arithmetic, but "the present system of
selection Ils under consideration®, (Letter to me from the Ministry

of Education, Oslo, §5/8/61.,)

i1. Folk high schools

The purpose of Lhese schools ls to glve young people advanced
general educatlon,. Fuplls are normally sevenbteen yesrs ol pge,
The subjects taught are malnly the same as in the continuatlon
schools but on a higher level For the more mature students. More
emphanls is placed on the theoretical slde,

The ordinary course lasts for about slx months, from October
to April. It gcon be Ffollowed by & second course For six months
in the Tollowing year.

111, er menskoler

a. The fg;l;hul!. A realskole Is elther a separate
ingtlitutlon,; mad Is usually the case in rural areas,
or is combined with a gymnasium, which Is usually
the case In Lhe Lowns, The general aims of both
the réalikole and the gymnasium are to contribute
te the puplls' Christian and moral upbringing and
to seek to develop them both mentally and physi-
colly.

This school provides a general education of from
two to four years' duration, the three-year course
heéing Lthe most common. It provides traiming which
forms the basls for further specialized training

and for employment in various public bodlies and in
private CORCErns.

The realskole provides a three-year general educa-
tion whereas the gymnasium provides a general
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education plus speclalization In various Tlelds,

The examination, the realskoleexamen, is usually
taken when the pupils are seventeen Years ol age.

The ecurricula of the gymnasium and the realskole
are the same Tor the Tirst two years, so that
transfers are possible, (Schueler, 1852,)

The gymnasium, The course in this school 13 of
four, Cive or six years'" duratlion and arfter two
years there ls a cholce of different stresms; a
pupll may chocse a (1) mathematics and sclence or
(11) modern languages or (i11) classical languages
(with or without Greek) or (iv) natural sclences
or {(v) Norse stream,

The curriculum for the mathematlics and sclence
stream and for the modern languages stream includes
religious instructlion, Norweglan, Enmgligh, French,
history, geography, bilology, physical science,
physics, mathematics, physical education and singing.
More time is devoted In the first mentioned stream
to mathematles and physics and in the second stream
to languages.

The examinatlon, examen artium, at the end of this
course, when the pupils are nipnetecn to twenty
years of age, 18 an entrance to university and to
other Ilnatitutions of higher education.

Admisslon Lo the Tive=year gymnasium normally takes
place on the basis of the =lementary school leaving
certificate. More tham half the graduates of the
elementary schools attend either the realskole or
the gymnasium.

lv. Yocational fleld.

Among the vocational and technical schools are:

H s

The secondary commercial school. The pupil must
have completed the firat twoe years at either the
realskole or the gymnasium before he is admitted

to this kind of school althoupgh another type of
commercial school can be pttended on the completion
of the elemenizry school course.

The workshop school. This type of achool is in
some respects similar te the trade scheol, but
Ffollows the primary school course, snd was started
with the object of providing practical training in
commerce and industry for pupils from fifteen to
eighteen years of age, The workshop school is
exploratory and one of its aims Is to discover the
partlcular aptitude or ability of pupils.

The school provides one year of gchooling and
follows the ecurriculum of the continuation course,
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Whereas, however, the latter emphasizes general
education, the former stresses pre-vocational
schooling.

The 1954 "Act of Experiments in Schools" promotes experiments
in all categories of schools; it is intended to reform the educa-
tional system gradually and to adapt it to the development of a
modern society. (Unesco, 1955; 1958,) One of the most important
of these experiments, i.e. since 1955, 1s the comprehensive school
which aims at combining the continuation school and the modern
school (realskole). Sandven (1959) is of the opinion that the
comprehensive school implies so great a possibility that there
should be systematic and controlled experiments to show what this
type of school may mean for the growth, in its broadest sense, of
the students.

A striking feature of the Norwegian school system is the fact
that there is elementary schooling common to all pupils up to the
age of fourteen, Although in the towns the brighter pupils in
the sixth grade may take a foreign language (English) so that there
1s some differentiation and grouping according to ability, it is
only at the age of fourteen that there is a real break in the school
system. (Sandven, 1947.,) Differentiation, then, is delayed
until as late as the puplil's fifteenth year, i.e. when he is four-
teen and a half years of age, and there is no narrow specialization

until the pupil has reached the age of sixteen years, i.e. in the
workshop school,

There is still the selection of able pupils for academic work
in that bright pupils at about the age of thirteen years take
English, but the chief aim of democratic education 1s the creation
of free, spontaneous and inderendent people because it is only such
people who are able to co-operate truly. (ibid.) It would
seem, then, that the aim of Norwegian education is the creation
of harmonious personalities in a comprehensive kind of school.
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Selection procedures

The selection procedure which 1s being revised includes:

1 The interests of parents and pupile, and their cholice.
This is made on the advice of teachers and counsellors in the light

of the pupils' performance.
1i. Records of performance.

i1ii. Examinations in written Norse, English and arithmetic at
the end of the sixth or seventh year of schooling, i.e, between the
ages of thirteen and a half and fourteen and a half years.

iv, Intelligence tests.
V. Scholastic tests 1n Norse and arithmetic.

The whole selection procedure is being revised. (Letters to
me dated 22/1/61 and 5/8/61 from the Ministry of Educatlon, Oslo,)

In the selection of puplls for schools in Norway one gains the
impression that the main aim is to allocate pupils to the education
for which they are best suited and this is more so in the case of
pupils who enter the comprehensive type of school. The urgency
and keen competition which one senses in literature on selection in
England is not found in connection with Norwegian education.

Summary

Secondary schools receive pupils of fourteen years of age and
provide courses in the followlng schcols:

a Y The continuation school prevides two courses:
a. one chiefly theoretical and
b. one chiefly practical.

1i. The folk high school provides courses of six months for
pupils who are usually seventeen yYears of age.

1ii. The hdgere almenskoler provides courses in:
a. the realskole of two to four years' durationg

b. the gymnasium which has courses lasting for
four, five or six years,

€. Sometimes the courses of a. and b. are combined
to form a kind of comprehensive school.
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iv., The vocational schools include:
B. GLhe gsecondary commercial school and

b. the workshop school.

The curriculs of the gymnasium and the realskole are ELhé samé

for the first iwe vears so thet transfors are posslble.

Trial of the comprehensive school Lis Tavoured inm the reform
of education in Norway. The system of selection ls under conal-
deration, but at present puplls enter these schools on Lhe results
of & Final examination in written Norse, English, and arithmetic
whiegh 1s takenm at the #nd of the seven ¥ears' primery course, Im
addicion the wishes of the perents and pupils ere considered and
standardized teats of intelligence, Norse and arltheetic are used,

Unllke in ¥atal, many different courses are provided in
separate schoolsj transfer from the reslskole to the gymnasium
ls made easy beceuse there is 8 common curriculum followed by thege
two schools Tor the flrat two ¥Ye&ars. Morwey, too, sllocates puplls
Lo courses on mare Chan one basls; age 1s a Factor which 1s con-
sidered in transfer and the final examination at the end of the
primary school perlod ls In three subjects only. As 1ls the case
inm Matel, marks in a language other than the home language of the
pupll form one of the bases of selectlon,

ll. BWEDEN

A nine years' compulsory education course which unifies the
period of primary and Junler secondary schooling wae decided in
principle In LBS0. (A letter to me dated 25/7/6l from the
National Swedlsh Board of Educetion.) A comprehensive type of
school (enhetsskolan), compulsory from 18962/1883, will be com-
pletely established by the beginning of the seventies (Rosen,
1858) and should be able to receive sll pupils. [ ibid,)

No pupil 1s normally reteined in the primary department aflter
the age of twelve and a halfl vears. Pupils are to be sdmitted at
the age of seven to the "Enhetsskolan®, In the seventh and eighth
grades, l.e. Tourteenth and rifteenth years, elective subjects,
grouped Into four core courses, are offered:
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1. A practical course,

i1, w practical course gombined with Swedlah,
ii1i. a practical course combined with English, and
iv. English combined with German.

Despite these electives the comprehensive schoel remalns
undifferentiated until the ainth gradeé, when a more finul separa=-
tion on three different sides takes place. {Husén, 10d1.) From
the ninth class there are three SLrEams:

ne Btreesm Bg (0 grammar) . This streas provides an
Bcademic cousse which leads to the gymnasium and
the University. The gymnasium provides further
differentiation into three streams, ¥iz. Latin,
modern and general for three or four ¥Yeara.

b. Stream 9a (gen,) (8 gemeral) . This stream pro-

vides s school leaving or general Course. Where-
as French is compulsory in 9g, in G@a puplls may
choose between French and further cgurses 1n prac-
tical and humanistic subjects, (Durlng, 1851.)
Except for this choice the classes in #g and 9a
are, ta & considerable extent, the saEe. More
conspicuous than any difference in the subjects
studied Lls Lhe dirfference In tempo of the work
which is partly the result of the different places
which the two classes occupy in the school system,
and partly the result of the higher quality of the
talent in "I

C. Stream Oy {pv) [gre—vu:t:igg!![. This is 2 pre-
paratory course which leads to & commercial or a
technical course. It ls a preparation purely
for these courses. (Faltheim, 165%9.)

The new type of school, 1,8, the Enhetaskolan, has not yat
reaached lts Tinal fTorm,. In the experimental schools the puplls
have bBeen allowed Lo go throwugh classes 7 and 8 with a cholee of
optional subjects and through cless 8 with s free cholce of stream.
The final differentlation is delayed until the pupil is approximately
sixteen years of age.

The nlne—year comprehensive school, which svolids division in
the ehlld's school career, représents an slective school system,
ls8: ma school system according to which the puplls of the senlor
stage may, a5 far a# poeslible, choos® among subjects and thus alseo
freely choose their study alternatives and theilr vocatlion. Thin
means that there is greéat stress on educatlonal snd vocetlonml
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guldance with thorough follow-up studies of the puplle.

Cumulative record cards are used and all relative information
regarding school progress, hobbies, interests, home and soclal
backgrounds, physical health ate,, ls obtalned, The guldance
teacher has also to come In contact with the pupil®s parents and
other teschers. Intelligence and other aptitude tests are glven.
This guldance which is of the non-directive or noen-authoritarian
type starts at an early wtage and continues throughout and after
the pupil's school career., (ibld.)

Reconstruction of educationml and vocmtionml guldance im
being tried out in certain schoolm of Sweden.

It will be meen that In Sweden there Ls no selection of puplle
{(letter to me dated 25/7/61) but that by sllocation te certaln
gtreams every aflfort la made to meet the needs of the Individual.

5 LI b Y

From the years 1062/1063 a nine-year comprehensive school has
been compulsory in Bweden,

While from the seventh and eighth grades slective subjecin
are grouped into four core courses, viz, = practical course, a
practical course combined with Swedish, s practical courses comblined
with English and & practical course combined with German, differen—
tiation proper starts in the ninth grade with three atreamsg

1. 9g (grammar), an academic course,

11. %a (general), differing from 9g in tempo and ability
of puplils, and

1ii, 8y (pre-vocatlonal), a preparation for a commerciaml
or & technical course.

Final differentiation is delayed until the pupil is approxi-
Eately sixteén yesrs of age.

There is no selection of puplls to varlous courses. Pupils
choose thelr courses freely; thiz means that there is great empha-
sls on educational and vocatlional guidance, imcluding follow-up
studies of the pupils. The guldance offered Is of the non-
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directive type and starts when the pupil ls very young and conlinues
throughout her/hls school career.

pirferentistion takes place much later In Sweden than Lt does
in Natal. In Sweden there are three streams, with three divisions
in one stream, 50 that there are five streams provided, There
appears to be some similarity between the "A"™ and "0 levels in
Watal and the 9g and %a streams In Bweden, im that they provide for
dirfferent levels of ability,

Unlike Matal, Sweden relies tremendously onm educational amnd
vocationnl guidance throughout a child's school life; there is no
selection; puplls are trensferred on age to the secondary depart-
ment; pupils choose thelr own courses; and Sweden, too, has intro-
dured the comprehensive type of school, This comprehensive school
ls different from that in England in that it provides a smooth
artlculation of the primary and secondary courses and does not
cover Lhe secondary course only .

Broad trends in streaming in the educational systems under review
are given in tabular form on the following page .
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2. SUMMARY OF SECTION B, CHAPTER TI

i. Types of achools. The schools in the provinces of the

Republic of South Africa are of a bilateral type, whereas those in
Scotland and Sweden are of a multi-lateral or a comprehensive Lype.
The Central African Federation favours a multi-lateral or a compre-
hensive school while Norway and England are experiménting with
comprebensive schoola, The Metherlands aims to bring all secon-
dary education under one authority.

ii. HNumber of sLFEamS. All the countries difTerentiate by

provision of different streams and/or courses, In all countries
it appears that the courses are provided for three different
abllity levels; MNatal is the only system studied which provides
for two levels of ability, excluding special clasdes and schools
Fror mentally handicapped chlldren. Provision Tor these children
falls outside the scope of this treatise which deals with schools
for normal children, In the Orange Free State and, to a certain
extent, in the Cape Provimce, the chokce of strean and courses 18
limited by aveilabillty of staffl,

iii. Cheoice of subjecta. All countries provide a cholce of

gubjects in the secondary school,

iv. Differentiated syllabi. Only three provinces of the
Republic of South Africa make mepntiom of Jdifferentiated ayllaebl,

while it 1z only the Transvazl which provides three levels of
syllabi in all subjects, Such differentiation makes possible
provigsion of a general éducation for every pupll without the
classification of pupils according to type, l.e. academic, tech-
nigal amd practical.

¥ Further differentiation after Lhe second vear of secon-—
dary achool, This takes place In Tour countries; Iin Swedeén

differentiation proper is deloyed unmtil the pupil's sixteenth ¥EAar.,

vi, Age at which differentiation takes place. Enzland has
the earligst snd Sweden the latest age ot which pupils are streamed.
In nmeither Natal nor the Netherlands is there transfer to the

secondary course on age althoupgh in the Netherlonds pupils of
twelve years of apge are usually in the secondary school, Pupils
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in Natal are ususlly 13,0 years old at the end of Btandard VI when
the "streaming® examinatlon ls written.

vii, First year of secondary education., In three provinces
of the Republic of South Africa this ¥ear is regarded as an €x-
plnrntur; year, while in the Transvaal the first half of the year
only im truly exploratory. In the Central African Federation
the flrst two years are “"observational™ slthough puplils are Bllo-
cated toé thelr courses at the beglnnlng of the Fflrat ¥Year. The
Netherlands will, under the new system, provide for & common
carriculum for all puplls In the first year of the secondary
course and in Sweden there is no change in the first year of the
secondary department which forms part of the nine=vear comprehen-
glve school programme. In England, Scotland and Norway the Tirast

year of the secondary course is the Tirst year of differentiation.
SBcotlend, nevertheless, as does the Transvasl, mekes provision Tor
easy re-sllocatlion Lo courses or stroams .

13, CONCLUSIONS. BECTION B, CHAPTER II
1. Control of educstion, Divided control of education ia

to be found only in the Republic of South Arrica where the Central
Government provides vocational education in separate schools, yet
there is no eystem of selection or allecation mor a common curri-
culum for the first year whereby the Department of Education, Arts
and Science collaborates with the Provincial Departments of Educa-

tion on the streaming of the childrem of the Republic. Adequate
differentiation is impossible ipn these clreumstances.

11. Transition from primary to secondary school. Implicit

in the provision which some countries have made for & certain
period of time to elapse in the secondary school before selectlion

takes place is the recognition of the difficulties attendant on
any trensitiomn.

111. Age of pupils at specialization, It Is interesting to

observe that Sweden, which favours the comprehansive school, 1a
the country In which differentiation 1s the longest delayed, yet
Norway, a country in whiech differentiation is delayed, too, has
separate schools of different kinds. Ko country hes followed
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the example of Englend with its very early specimlization. These
questions of age and a general or special education are touched on
briefly agaln in the next few paragraphs.

iv, The pupil's needs, Very many selection technlques and
procedures esphasize the intellectual glde of the pupll, but lew
countries make mention af the wishes of the pupil, enly Sweden
leaving the cholce to the pupll, and Norway, the Central African
Federation and the Orange Free State considering the wishes of the
pupil. It seems necessary, therefore, to draw attentlon to the
needs of the individual who is the person most vitally concerned

in the process of selection and/or asllocatlion.

¥. (Guldasnce. The majority of the sducational systems which
are under review use one or more of the recognized techniquea of
aducational and vocational guidance im their selection or alloca-
tion of pupils to secondary school courses. Bweden, which has
the greatest freedom of cholce, appears to make most use of eflec-
tive guldance of the pupils. In Natal there are vocational
guidance officers or "Careers Masters® attached to the secondary
schools only, o that where the Standard VI puplils are still
attached to a primary school they have no asslstance from auch
counsellors.

vi. Types of children, There appears to be a tendency lor
three types of school or stream (course) te be provided, viz.
{a) = stream which prepares puplls for m university career, (b) a
gtream which may be very similar to, but is less demanding than
(a) and is not preparatory te a university course, and (c) a prac-
tical orF secondary modern @ourse. It appears, too, that the
puplils are placed In these streams on the premise that sll bright
puplils need to follow course (a), that sll average pupils need to
follow course (B} end that ell dull puplls have no chelce but to
follow (¢} as outlined above. This saystem of placement operates
in England, the Cape Province, the Central African Federation,

the Netherlands, Norway (only two branches), Scotland and Natal
(lonly two levels).

In Eweden the pupils have & cholce and in the Tranavaasl
syllabl are provided on three different levels, mso that slthough
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bright pupils follow the preparatory course for university the
less bright pupils do not appesr, on the face of things, to be
debarred from certaln subjects. They thue avold being condemned
not to share Ln the heritage which should be common to all humen

balngs .

children appear to be regarded, most convenlently, as having
ogneé of three kinds of ability which will rit very well lnto one
of the three traditional kinds of schools, viz. academic, techni=
eal and practical,

wil. lection va, mllocat Where all types of
education are provided in one school and there are sufficient
places for nll puplls, there is no need of selection of pupils
to differentisnted courses. The guestion of differentistion is
then ong which involves theé more difflcult procesa of sulting the
educational course to the pupll, Ll.e., one of sllocation,

will. Th m neivae hool Sweden has adopted the com=
prehensive school; the older countries, viz. England and Rorway,
are Ffavourably disposed to experiment with this type of school
while Scotland is strenuously opposed to & tripartite system.

Tha newer systems of education have tried to provide differ-
ent courses within one secondary school, viz, the four provinces
of the Republic of South Africa with a bilateral type of =chool
and the Central African Federation which favours a multi-lateral
orFf o type of comprehensive school. In this country, i.e. the
Central African Federation, technical high schools are separste
but, unlike those in the Republic of South Africa, they are under
the same control as are otheér secondary schools.

ix. Education for girle, Ho reference has been made in

any of the countries which have been studied to techmlical high
schools for girls although there i1s concern in Scotland at the
lack of adequate provision for girls at the post=primary stage.

X, Human resources, Scotland alms to exclude her dull

puplls from the academic stream, England attempts to select the
best (15%) intellects for her grammar school, while Natal wishes
to provide for her less gifted puplls who are estimated to Torm
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40% of the Standard VII schoel population. Differentiacion An
secondary education ralses tue guestion of the availebility of
high intellect am! provislon for the gifted.

xi. JIncreasing desands on the teacher, If it ls assumed

that the standardized tests of intelligence nnd scholestic
achievement are given by tralined guldance personnel there are,
nevertheless, other selection procedures, e.§. teachers' estimstes,
contact wailh the secondary achool ete., which will demand more of
the tencher,

xil. Reaesrch, No two coontries have approached the provi-
fsion of secondery educetion in exzactly the same waoy, each system
being faced with its own pecullar problems. (Stellwag, 1955.)
In order to undeérstend and solve these probleéems there is= need for
résearch.

Discussion of ésch of the conclusions reéached in this section
will be Tound In S8ection C. In Section D is & summary of the
various methods , procedures and téechnigues of selection which have
been given In the context of their use In ecach educatiomal system
atudied in this section, while analysis and criticism of thage
methods , procedures and techniques is undertaken in Part I,
Chapter TII.
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BECTION C
DISCUSSION OF THE ISSUES INVOLVED IN SELECTION AND STREAMING

In the previous section conclusions were drawn from an ana-—
lysis of methods of streaming which are used in various educational
B¥sLtems . For convenience of discussion the methods, procedures
and techniques of selecting pupils are dealt with in a8 separate
chapter, viz, Chapteér III. The questions of streaming and of
gelecting puplls are very closely related and together ralse lssues
which are not merely of a school organizational nature; involving
administrators and plannérs, nor merely of a technical neature,
involving psychometriste and statisticians; they are fundementally
thoee of child development Bnd the role of the school in its promo-—
tion, and thus involve child psychologists and educatlonal psycho-
loglsts as well as teachers. Here these lessues are linked with
the discussion of the concluslions which were arrived at in Section
B of this chapter and consequent suggestlions are offered as part
of the solution of the problems of selecting and streaming pupils
in Natal schools.,

1. CONTROL OF EDUCATION

Difficulty in provision of adequate differentiation is aggra-
vated in Natal by lack of accommodation in technical high schools.
With the increasing number of applicants to these high schools of
Katal, entrance is resgtricted to those with better pass marks at
the end of Standard V, or in the entrance examination which pupils
may be required by technical high schools to write during the year
prior to their Standard ¥I in 8 technical high school. There ism,
therefore, competitive selection which could become similar to that
in England for grammar school places. An added difficulty is that
primary schools are regarded as Teedeér schools to provincial secon-—
dary schools and not to technical high schools which rall under
the Central Govermment.

In the Netherlands where there has been divided control of edu-
cation the problem of selection has been one of the most prominent
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fields of study end research. Reform in the Netheéerlands now
places control of educatlion under one authorlty. The Netherlands,
too, provides B common currlculum for the firast year of saecondary
education in all schools. In England, with its system of separate
schools, .the need Tor effective selection procedures and technlques
has been most Urgentc, In neither England noer the Republic of
South Africa does voeatlonal education enjoy parity of esteem with
other seécondary educatlon.

There appears to be & need for bridging this gulf to the
benefit of the child. There 18 no selection or allocation pro=
gramme which will facilitete transfer of pupils to or from schools
of the Department of Educetion, Arts end Selence to or from
gchools of the Natal Education Depurtment, or to schools of any
other Provinclal Education Department, for that matter. Pupils
have selected thelr careers before they entér the schools of the
Department of Education, Arts and Sclence. {8ee Introduction to
Bection B.)

5 ummar

i. Divided control of education prevents adequate differen-
tiation.

11. GShortage of pluces in the technical high schools can
make selectlon competlitive.

1ii. Primary schools are feeder schools to the provinecial
secondary schools.

iv. Where different kinds, i.e. academic and/or technical,
of secondary education are provided in separate schools selection
and not allocation is emphasized, and research into the best
methods of the former ls urgent.

L The Netherlands has a common eurriculum in all schools
for the first year of secondary education.

vi. Vocational education still does not enjoy eaqual favour
with the other kinds of secondary education.
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Conclusions
i, Co-operation between the Central and Provinclal Educatlon
pDepartments is imperative im the interests of the children and the
community, the wastange of whose human resources ls being disregar-
ded with such prodigality.

il. Genernl recognition of the fallacy of the compensatiom
theory In regard to intellectual and manual ability is long overdue.

Suggestions
Divided control of education In the Republic of South
Africe should be ended by the placing of all secondary education
under the control of the provinces. Centralization of educatiom
should not take place for many reéasons, one of the most lmpoartant
being that each province knows, understands and can besat provide
for the speclal condicions within the province.

11, Unmtil there la unity of control cthere should be a
common curriculus for Standard VI pupila in the vocational high
schools and the provincisl schools of Natal. Al leng as no pro=
wislon is made to bridge the gulfl betwsen the two aystems of educa-
tlon Netal cannot, with justificetion, be satisfied that it is
making the best of lts resources, i1.e, ilts children.

111, Local authorities should be allowed the utmost freedom
to experiment accordlng to thelr own particular requirements,
(Burt, 1947.)

2. T F ITIO

. 1 Organizational factors

With the acceptance of the principle of secondary education
for all, the extension of the compulsory perlod of school attendance,
the demand of this nuclear age for more, better educated warkers, the
realization that sbilities can only be measured after experlence far
thelr growth and exercise has been provided in a further common
eurriculum, has come the need Tor the closing of the Eop between
primary and seécondary education. This involves not only the trans-
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fer of pupils from priaary to secondary educetion, but Lhe articu-
lation of the programme of study, so that the terms prisary and
gecondary edocation will come te be regarded es successlve phasas
of 8 continuing process in which there I no sharp distinction
betwean these phasews. Such a distimetlon is not only arbitrary
but does violence to the real continuity of growih and education.
School systems end scholastlec methods which bresk this continulty
aere coming to be considercd Lmperfecti instruments of education.
(Parkyn, 19681,)

There 1s need for the evolutlon of & type of educsation complete-
ly different from that which 1s provided in our post-primary
schoole ., (de ¥Villiers réport, 1948.)

1l. Personal fa ]

The pupil of eleven or twelve years of age to fourteen or fif-
teen years of age is in & phase of transltlon in both educatlionml
and paychological development and any transitlion demands re-
Edjustment. To the pre-adolescent, transition from primary to
secondary school demands not only physical adjustments to new bull=
dings, often & Boarding school, diverse classroom situations, a
wider curriculum and different subjects, but also emotional and
soclal adjustments to new class groupings, new teachers, and other
more subtle relational problems (Olsom, 1880), and there 18 &vi-
dence that the settling-in process is a long one. {Morris, 1655.)

On the threshold of sdoleacence the pupll's greatest challenge
is one of soclinl adjustment, yet heSshe Is still involved in com—
pleting the great task of late childhood, that of self-expression
end self=-development ., This means that ha/ahé is involved in an
attempt to reconclle co-operation and Independence, another form of
transition,

At the transition between childhood and adolescence, this
so-called latency period has received scant attention from payeho-
logists, and the pre-adolescent, apparently needing no special care,
has almost become of no particular concern Lo ENyone, (Blair and
Burten, 1851) Those Standard VI pupils who are still in the primary
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school are sometimes referred to as "bullies"™ of the smaller child-
ren, while in the secondary school there is the compleint that the
gtandard VI puplls are such "babies"™ that they have to be told
when to rule & line!l In addition, it is not easy for anyone,
least of all a pre-adolescent, to find that after heving been a
aenior in the junior school he/ehe is now a very insigniflcant
junior in the senior schooll

¥hen Standard VI ls trested as an exploratory or e bridge
year the problem of grouping puplls at the beginning of Standard
VI appears to have been overlooked, yet research has shown that the
ability level or group inte which & puplil is pleced cry¥stalllzes
the original differences present gt the time of grouping.
Streaming &t the beginning of Standard VII after cesusl disregard
of what happened at the beginning of Standard VI appears to be
somewhat Tutlle. (These polints are reised again under the heading
"Types of children".)

In a report of the Director of Education in the Orange Free
State [Orange Free State, Education Dept., 1958) the plea is
put forward for the best teacher te be placed in charge of the
Standard VI puplls and for effective guldance of these children
in the year of transition. Holland and Scotland urge the closest
co=opéeration bhetween the primary and secondary schools and consul-
tation regarding the progress of the Btandard ¥I pupils, Where
the education process lg regarded as being a continuous one such
consultation appears indispensable.

Children need to Tfeel that they belong, end sll efforts
should be made to satisfy this need when the new Stendard VI
pupiles arrive at the secondary school. If they are to learn to
co-operate with those elready -in the school there should be an
effort at integration and an absence of competitive initiation
(Montagu, 1857), the latter being a relic of the primitive past!

Some form of trensitional comsunity to the secondary schools
might be created during the pupils' last term in the primary
sechools . There might, for example, be reception classes in the
secondary schools, or there might be some common function or func-
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tions for the top classes in primary schools and the first year
clagges in secondary scheola. (Morris, 1855.).

Lialson between subject teachers, most obvilously the teachers
of English and mathematics, in secondary and primery schools ls
necessary. (ibid,) In sdditlion, there 18 need for a constant
process of consultation between stafl at every stage so that the
school may form an intimate understanding of a child in order to
be able to assess, when the child leaves, her/his potentialities
and prospects. Without consultation between the child's primary
and secondary teachers, all this continuous and comprehenslve
aesegement is lost, an obvious disadvantage to the child and a
waste of the teachers' time,. (Fora, 1882.)

At the University of Natel the House Committee members, staffl
and new entrents to the University arrive at the Universlity two
days a#t least, before the other students. This i1s to make posslible
the reglstration, testing and counselling of students. Secondary
schools might well adopt this procedure so that the Btandard VI
puplls,; prefects and stalfr of the school should arrive at school on
the day rixed for the opening and other puplls should arrive two
days later, There 1s no sugpestion that the holidays be ghortenedl
The policy of "no initiation" should be strongly enforced and the
Standard VI pupils should be given sll the help possible. ({Blalr
and Burton, 1851.)

Summar
. Transltion lnvelves organizeationasl and personal lssues.

i1. There ls the need to orgenize educatlion in such & way
that thére 1s smooth articuleation of the primary stage and the
secondary stage.

1ii. The young adolescent faceés internal as well as external
adjustment.

iv. Young sdolescents appear to be "in-between" and the
concern of no one in particular.

Va There i1s need for llaison between the pupil's primary
and secondary school teachers.
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vi. Grouping at the beginning of Standard VI 1is aften
haphazard.

vil. The Standard VI puplils need the best teachers and most

efficient guidance.
wiii, Puplls should be made to feel that they belong In the

new school.

ix. There might be arrangements for some form of transi-
tional community between the primary and secondary school.

X There iz need for some form of reception to ensure
easler integration of pupils into the secondary school,

Conclu na

Close co-operation batween the pupil's two mghools, l.8.
primary and secondary, is highly desirable, and adequate provision
ghould be made Tor the happy integration of new puplls inte the
secondary school ., Adequate guldsnce at this stuge can prevent
untold difficulties later.

Buggestions
i Secondary educatlion should be made part of the contin-

uous process of educatlion of which primery educatlon forma che
First part,

ii,. Adequate grouping of pupils st the besginning of Stan-
dard ¥I is of primary isportance. This question of grouping ls
referred to in Section A, "Suggestions™, of this chapter,

il Consultation and co-operation between heésds ol the
primary and secondary schools, and adequats Follow-up studies of
the papila ahould be part of the normal procedure,

iv, Transition From primsry to secondary school should be
made as pléasant and constructive a8 posaible, with a positive
approach to this Integration on the part of the tesachers, parents
and pupila already enrolled.
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3. GENERAL OR BPECIAL EDUCATION

In developing programmes for post-primary education which will

provide for all children up to 8 compulsory school-leaving age,
three Tfactora which must be borme in mind are that the individual
needs training s & human belng, as & potential cltlzen and a3 @
worker. (KEandel, 1851.)

Individual needs gs a human being were implicit in the originel
introduction of compulsory education, the ailm of which was to pro-—
tect children from industry. One of the reasons For extending the
peried of compulsory educetiom by¥ the ralsing of the school=leaving
age iz, ageln, to protect the humen belng because young perscns are
unemployable, In the sense that they cannot obtain employment that
would be in the interest of their future development, {(ibld,)

The implicetion of this is that specialized vocational training
cannot be gilven in full-time schooling, not only beceuse 1t cannot
bhe anticipated what specific vocation the pupil will follow omn
leaving school, but beceuse most occupations today demend adapta=—
bility, and because s highly speclalized skill 1s & handicap in an
employment crisis,. (1ibid,) In the advancing technology of the
modern world the need 1s for more and more young people with a longer
general educetion [(Parkyn, 186l) gnd im highly industrialized coun-—
tries the provision of diversgified vocationasl education for puplls
from eleven or twelve years of esge to Tifteenm or sixteen years of
ege 1s now regarded as prempture, (ibid,)

In the provision for the youth ss & humen belpng 1t must be
recognized that two of the basic human needs are "to know" and "o
understand" . (Maslow, 1854,.) The individusel needs to know and
to understand, not only himself, but the world in which he lives,
1.8, his civilization and his plece in it. (Bchmide, 1862.)

His development as & humen heing, too, will depend on the wvalues,
attitudes, customs and practices of the soclety in whlch he Erows
(Mead, 1830), and he will learn those things to which adults mttach
value., (ibid.)

The education of the young adolescent as a future citizen and
as & worker should include not only the acquisition of a body of
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knowledge, but the development of critical Judgement, tralning in
methods of scudy and thinking, cultivation of the power of resching
decisions and the hablt of self=discipline, as well as the develop-
ment of a sense of responslbllity and of a sense of valuss, What
should be avolded is the pavchologlcal effect of glving the older
puplls another "dose of the same old stuff". (Kandel, 1951, p. 44,)

Consideration of thess polnts appears to indicate that a
Batisfactory groundwork of liberal or general education is desir-
able but it does not mean that this type of education should necem-
lll’llj‘ follow coursces of Che traditlonal concept. It does not
exclude a8 variety of forms of practical trainimg adapted te the
different lnterests of boye and girle. {ibid ;)

The conventional distinction between a "liberal and genaral"
and a *vocationzal and speciallized” education is largely faolge
because it does not correspond Lo contemporary sociml reality.
(Wall, 1955a,) Kandel, too, polnts out that although it does not
concern Aitsell with the detalls of particuler trades, which are the
concern of technieal educatlon, a liberal or general education
adapts the mind to use its best faculties in business, snd to use
business itsell as a means of increasing culture, (Kandel, 1851.)

In sddition, Ln an age of automatlon, when more end more people
are requlred to reach & high level of geneéral unspecialized educa=
tion before the exact vocational skills which will be required in
& apeclflc task are learnt, the wide varlety of specific vocatlonal

courses which developed in an earller phase of industriaslizatlon
have become unsulctable, ({Parkyn, LO6L.)

Pinsent suggests that there iIs nead of emphasls on gemernl
educatlion rather than on specific trade training, for both educa-
tional and economic reasons., - There should be & wider concept of
¥ocatlion, l.e, vocatlonal training must be held to include &
positive tralning for the good life as well as for the technical
requirements and standards of & specific trade process. Studies
must be organized on a topical method., It is possible to orga-
fize upon this plan all the types of schools which cater for
puplls wp to the age of fifteen years, (Pinsent, 1944.)



122.

Dewey stresses the problem of educatlion in a democratlc
soclety as being the problem of doing away with the dualism.
(Dewey, 1922.) It is obvious that rethinking the conception of
a liberal or general education and harmonizing it with vocational
training is necessary. (Parkyn, 1961,)

One solution of the problem sppears to be the provislon of a
common middle school, an education formuls which 1s now accepted
as desirable almost everywhere, {Holmes, Lauwerys and Russell,
1961.)

The abilities of verbal and abstract reasoning in primary
school children can be measured with & reasonable degree of actu=
racy Tor they are based on the normal work of the school., ir
megsurements &8s valid are required in other flelds, such as prac-
ticel or technical achlevement, equal opportunlitles of developing
such abilities would have to be glven to pupils. It is coming
to be realized that such opportunities cam be promoted only In a
broad education common to all children for only such an sducation
will enahle a wide range of potentimlities to develop, and will
provide for the developmeént of those sbilities and aptitudes which
can emerge or mature only later, l.e. mt fourteen, Flfteen or six-
teen years of age. This realization ls leading te the view that
the perlod of common studies should be lengthened, and that the
final separation into different types of school should be post-
poned at least until the senlor stage of secondary education.
(Parkyn, LBdL.) This opportunity of further exparience Lis dis-
cussed in Part I, Chapter IIl, in "The exploratory year®,

In 1948 the de Villiers Report had suggested a full-time
foundational general education for junior adolescents in order to
meat those educatlonal needs wpiah they sll have in common and to
determine aptitudes, Interests and other personal gualities on the
basis of which they would plan their studies and careers,

{de Villiers report, 1948,)

It 1s most interesting to read that Sir Christopher Ingold,
F.R.5., (1902) suggests that it is only after students have Epent
i propaedeutic year in a unlversity that there should be any selec-
tion of students, Here, too, ls noted the desire to postpone
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final specialization as long as posalble, for assessament to follow
experience in the fields for which the pupil is to be selected and
for the task of selection for the next stage of education to be
delegated to that stage, and not to the previous, i.e, the secon=
dary school stage of educetion, The question of assessment 1is
discussed in this section under the heading: "Selection ve.
allocation"; that of the task of selection is referred to in

part I, Chapter III, "Examinatlions"; and that of postpenement of
speciaslization 1s mentioned in this section under the heading
"Types of children".

Jummar
* i Industry requires adaptable workers.

ii, There 15 certeln knowledge which all human belngs need
if they are to be human,

11t. A child will learn those things to which adulte sttach
value.

iv. The antithegis between a liberal end a vocationel educa-
tion 1s feallecious.

V. Provislion of 8 common middle school 1s mccepted slmost
everywhere as desirable,

vi. Specilal abilities end speclal aptitudes eppeer only 1in
the pupil's rnurteenﬁh, fifteenth or sixteenth year of age. It
is obvious, therefore, that these spegisl abilities and aptltudes
cannot be measured before pupili have turned fourteen, fifteen,
or perhaps sixteen years of age. (See Part I, Chapter II,
Bectlon O, "Types of children'. See mlso p. 143.)

Conclusions

If industry reguires adaptable workers, if human beings need
certaln knowledge which is common to all, 1f the antithesis betwaan
@ liberal and a vocational education is fallaclous, the almost

unilversal agreement on a common school for early adolescence seems
axlomatic,
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Suggestions
There should be a common middle school for sarly adolescence,
i.e. from the age of approximately twelve Years or a littlie oldar
to fifteen years or a little older.

4, THE NEEDS OF THE PUPIL

one principle on which much else depends is that mo child
whose needs are unsatisfied cam profit sdequately from schooling.
{Stephenson, 1948.) This appears obvious enough when one thinks
of the lower or physiologlcal needs} rather more subtle needs
than thess, however, are invalved,

Meslow (1954) arranges the baslec needs in a hierarchy of
prepotency, the prepotent being more urgent and insistent than
the others under equal deprivation, and these others not emerging
as conslstent motivators of behuviour until the prepotent ones are
relatively satisTied.

The grouping mccording to prepotency which Maslow uses ls:

i the physlological neéeds

ii. the safety nesds

i1k the need for belonglngness and love

iv. the need for importance, respect, self-esteem,
independence

¥ the need for InTormution

Wi. the need for understanding

wil. the nead for beauly
viii. the need for sellf=-actualization,

A person who 1s unsatisfied in all his needs will be most
urgently, imn Fagt probably totmlly, concerneéd with only the Tirat,
his nesd Tor Toeod snd drink. When thlis has beoen setlsfied he can
think of shelter, then of safety, then of companionship and so on,

The most direct way of developing a 1ife &t & higher need level Aw
by adequate gratllfication of the lower nesds.

Maslow's order of potency is usual, but not invariable fTor
all persons. Although he dée&s not make & special polnt of indivi-
dual differences Iin the strength of the baslc needs thege differ-
ences Burely exist and are of considerable impartance. It is



115,

obvious that the higher needs; l.e. 8 nesd for more informetion or
for beauty, are very much stronger in someé individumls tham LIn
othars .

A satisfied person is one for whos theres are readily avallable
theé means of satlsfying mll his basic needs, whanaver he devalopa
an appetite for any of them. A person In whom these nesds can ba
pctivating when they are appropriate, and whose life 18 50 organ=
ized that acceptable meaans of satisfaction are readily available,
is regarded as a healthy person.

Effective self-aclualization can emérgs freely only with prior
#atisfaction of the physiologlcal, safety, love and ssteesm naeds,
and some of the others. When it has fully emerged it scems to
organize and to some extent to control theses other needs. Mantion
of more detulla of thess needs which are relevant to this research
appears to be NECEsBArY.

L The physiocloglical needs

These are the most prepotent of all meeds In thelr own right.
If all the needs are unsatisfled and the organism is dominated by
the physiclogical needs, then all other needs may become simply
non-exlstent or may be pushed into the background , When B human
organiam ls dominated by a certain need the whole philosophy of
the future tends also to change, e.g. the hungry man's Utopls ia
& place where there is plenty to eat. Certainty of the possi-
billity of gratification within a reasonable time is importent for
heslth,

sls The safety needs

Like the physiological needs (except for sex), the safety needs
are more often than mot gratified in our society, at least for
adults, The known is safer than the unknown, hence the quest for
knowledge and for understanding may have linkages with the safety
needs, although they seem more than subsidiariea.

iii. The need for belongingness and love

This group of needs appears when the other twg groups have
been satisfied, These needs Lnvolve not only the receiving but
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also the giving of love, and their thwarting is, in our aociety,
one of the commonest causes for unhappiness and for neurosis.

iv. The easteem needs

Firmly based in reality and the respect and esteem aof others
are the needs for self-respect and self-esteem. These may be
classified into two subsidiary sets: a. the desire for strength,
the certalnty of one's capacity to do adequately what one is
likely to be called upon to do, and the freadom to do 1t as one
would like to do ity b, the desire for recognition and apprecla=
tion of one's competence,

BatisTaction of these needs leads to feelings of self-
confldence, strength, capability, worth, adequacy, of being useful
and necessary, whereas their thwarting produces feelings of weak-
ness, inferiority, helplessness. (Roe, 1856.)

L The need to know and

¥1. The need to understand

The deaires to know and to understand ere not only cognitive
but gconative, and are as much personallty neads as are the basic
needs already discussed. They are seén in late infency and child-
hood, perheps even more& strongly than in adulthood,. Theres are
reasonable grounds for postulating a basic cognitive need, and a
desire "to understand, to systematlize, to orgenize, to analyze,
to look for relations and meanings, to construct m system of
values™, (Maglow, 1854, pp. 96, B7.) A number of school prob-
léme are probably to be understood as the frustretiom of this and
succeeding needs. (Roe, 1856.)

¥1i. The aeathetie need

This need can only be included tentatively in a list of
baslc needs (Roe, 1956) but Meslow is convinced that at least in
some individuasls there Is a truly basic aesthetic need, "They
get sick (in special ways) from ugliness, and are cured by
beautiful surroundings; they crave actively, and their cravings

can be satisfied only by beauty. It is seen almost universally
in healthy children." (Meslow, 1854, p. 87.)
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viii. The need lor sell- ation

This can emerge affectively and freely only with prior satie-
faction of the physiologlical, safety, love and esteam neesds, and
some of the others, The specific form which thils "need will take
must naturally vary with the capacities of the Lindividual, ...,
All that a man can be he must be LI he is to be happy. The morae
he is fitted to do, the more he must do." (Roe, 10856, p. 20.)

Each of theepe varlous needs seems to stress one amspect of
the security syndromejy conaldered together they seem to indicate
that the oneé basic peychologlcal need Le security. How much
insecurity the individual tolerates will depend on his personmlity
in the environment in which he finds himself, (Shiels, 1851,)

Because the needs appear in an order of prepotency, it
follows that Lif a e¢hild's needs of the body (physiological) are
satisTied; then his needs for safety, belongingness and love, and
eptéeém [the last three Torming part of the security ayndrome) will
BppEET . ITf these are not met, however, hls needs to know and to
understand cennot emerge, It seems essentisl, therefore, to be
eble to establish whether or not children have Feelings of Llnae-
curity which are not normal, so that those in need of special help
may reécelve it. All attempts at teaching & child who is "too®
emotionally disturbed will fail, Feelings of insecurity can be
agssessed by means of a Securlty-Insecurity Test, (Shiels, 1951,
See Part II, Chapter II, Suggestion No, 102.)

SUBBE Y

i. Ko child whose needs are unsatisfied can profit ade-
quately from schooling.

ii. Basic needs are arranged in a hierarchy of prepotency.,

111. These needs are:
is the physlological needs
b, the salety needs
€. the need for belongingness and love

d. the need for importance, respect, self-esteem,
independence
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g. the need for information

. the need Tor understending

g+ the need for beauty

h., the nesd for self-actualization,

i¥. A life at a higher need level can be developed through
sdequate gratification of the lower needs.

¥ Each af these pneeds stresses one aspect of the
securlity syndroma,

vi, It is essential to establish whether children have
feelings of security which are not normal.

vili, This assessment can be maode by Eeans of a screening

tesala

Conclusions

L. Many factors In the educationsl system are detrimental
to the emotional development and health of children,

11. Aszessment of Insecurity In all pupils, and particularly
et thelr éntry Into the secondary school, would be a means of
knowing which children needed special help in adjusting to new
conditions. Help at the right time (Langeveld, 1955) would
préevent serious emotional problems and problems of behaviour when
the puplls are older.

Suggestions

i. There should be a school environment In which suthority
is exercised in & clear but protective and democratlc way, so
that there is provision for crestive learning and co-operative
enterprise, and a deeper understanding of every child's need for
securiiy. These measures will help to Improve the mental health
of puplils. (Morris, 1955.)

il. The use of the Security-Insecurity Test (Shiels, 1951)
Bt the beginning of Standard VI would help to rind those puplls
who need special care and asslstance, and s0 prevent Turther
difficulties for the pupil and the school.
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§. F

Closely intertwined as It ls with the three preceding topics,
vig. transition, age of specialization and the needs of the pupll,
and emphasizing as it does the lmportance of adequate guldance 1in
the schools, the topic of fallure is, nevertheless, dealt with
separately for the purpose of clarity.

L. Readiness to learn

Admission to the first Infant class 1s, es & rule, on chrono-—
logical sage only, most children commencing schoel in the year in
which they turn six, although some systems sdmit pupils when they
have Just turned five years of age. This means that many child-
ren who are of normal (average)] intelligence will have o mental
pge, s indiceted on a test of general ability, of five years.

A dull rive-year-old child could have a mental age of just over
four years of age.

In research carried out in Pletermaritzburg and Durban it
was found that if, in the present school circumstances, an attempt
15 made to teamch puplils of lese thanm 5.8 mental age to read, o
very great strain is lmposed on both chlld and teacher, {!chnidt,
1853.)

Reading Tallure can aleo be due to physlologlcal immaturity,
egpecially immaturity of the eye-muscles. (Blair and Burten,
1851.)

A study which was carrled out in the Transvaml by Beron
{1l857), too, found that Af it were imperative to restrict mdmis-
slons to school on & chronological basis, the work of the teacher
would be made easier and the amount of effort regqulired by the
children would be reduced Af only those children who were already
five and a half years old were admitted.

There is need for some fresh thinking about what to do with
the five-year-olds in thelr first three years st school, There
should be far more activities that will prepare the immature for

the more formal work of the schoel, more flexible grouping and
emaller classes, (Schmide, 1954,)
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It is probable thet many of the so-called reading disability,
i,e. failure in reading, cases come from the school's attempt to
force unready organisms to perform at & level for which they are
quite unprepared. Confusion and fellure will naturally result
from the child's attempts to perform at a level which is beyond
his abilities., (Ilg and Ames, 1850.)}

The various readiness studies show that in all the subject
fields, and certainly those at the primary stageé and particularly
in arithmetic, there appears to be & maturational sequence which
is syncopated or viclated at the risk of disturbing the child's
capacity to learn, The maturational sequence 1s affected by
prior experience.

Research tends to Indicate that for each child there iz a
stage at which he ig ipsufficlently mature to learn certaln tech=-
nigues, and that time spent trying premsturely to teach him is not
only wasteful but ends in feilure which bullds up adverse attl-
tudes in him and delays subsequent learning, Although this ia
not certain, there appear to be criticel periodas at which learning
of particular skills or processes takes place more réadlily and sure-
1y than later. (Wall, 19558.) These critical periods vary from
individual to individual and are affected by environmental stimu-
lation and prior experience which are only pertly controlled by tha
school . (ibid.) 3

3. Work done by Dr. Goldfarb demonstrates without any doubt
that there is a critical period in the life of the human infant
after which "mothering” is almost useless, and that the human in-
fant, in consequence of lack of "mothering",fails to develop cer-
taln human attributes, l.e. the ability to give love, and the
ability to think in abstract terms. (Bowlby, LBS3.) It has not,
however, been proved conclusively whether this disability is per-
manent or not,

There is good evidence to show that those children who are
ralsed in a seriously deprived environment throughout their early
years will almost certainly not reach the level of development
which would have been possible for them had their environment been
different. Long continued deprivation seems to reduce the need
for intellectual stimulation, and if it does later become avallable
to the individual, he/she may no longer react to it. {Bowlby, 1953:
foe, 1956.) : '
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1i. Growth rhythms

Research to which Well {(l855b) refers suggests that curricula
and the expectations which they embody ere strikingly out of step
with the rhythms of child growth and that teaching too much too
goon may lead to delay or confusion in learning. The research of
ZTazzro and Dabout (1951 & 1052) suggests that officlal programmes
for the five or so years of primary educatlon, especlially in the
formal elements of grammar, spelling, arithmetic and written compo-
sition, are at least one year out of step with the rhythms of normal
educational growth and that only the able children pass from year
to year in step with thelr chronological age,

1ii. Varying rates of growth

In sddition to & child's initially having & mental age lower
than his chronologlicel age, he 1s likely to meture intellectually
at a slower rate than ls the average child, while the bright child
will mature intellectuslly more rapldlyjy in the course of the rive
or six-year primary school periocd, therefore, the less able child
is likely to fall further and further behind hls abler contemporaries,
(Wall, 1955a.)

iv. Emotional factors

A most Llmportant general concluslioen which has emerged from
studies on "Aeadiness to learn” is that resdiness for learning any
epecific technique at any stage of educatlion is & fumction of the
whole personallty im its physiologlcel, intellectual, experiential
and emotional aspects (Wall, 1955b ), yet one of the most important
and most frequently neglected aspects of the whole problem of learn-
ing is the chlild"s emotional readiness. (ibid.)

Bettelheim (1961) says that because learning is based on emo-
ticnal security, the very insecure child, the upset child, is a poor
student, and very many children may decide not to learn, l.e. to
‘fall, as the only way out of their difficulties which are caused by
emotional disturbances. (ibid,) Vernon (1858), too, stresses the
fact that there is strong evidence that a young child who 18 emo-
tionally secure in & democratic family environment is better able to
use and to develop his intellectual capacities than 1s the child who
1s either rejected or over—-protectad,
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Many learning inhibitions can come from

a. a child's desire for inner honesty and truth, and
from his trying to succeed In terms of his own life
axparience and of clear-cut desires and values,

b. tha feeling that competition 1s wrong,
£. the desire to be unlgue,

d. the dealre for satatus and sellf-respect, when
the pupil would rather be first among ihe weaker

pupils than be second among the best,

g. plose ldentiflcation with a baloved parent wheo
falled, or left achool at that age.

If he can be satisficd with belng one of the gang, he many contend
with the medlocre group in which his best afforts land him.
(Bettelheim, 19d61,)

Thus educational mal functioning, of which reading disturbance
ls the mogt charscteristic farm, is often a Tiret slgn of emotlonal
disturbance . Only LT severely disturbed will a child of normal
intellectual endowment have serlous trouble learning to read, and
his inabllity to read, which may be the first expression of his
disturbed state, arises in the same emotional problems which, in a
few years, may break into grave asoclal behaviour. (ibid.)

If a smell child is emotlionally disturbed, and his parents are
umwilling or unabhle to recognize this, his disturbed state goes
unheeded until the child goea to school, Because of educatlonal
malTunctioning the chilld may be wingled out, but his disturbance
may ®mtill be unrecognized. IT the child receives no help with his
emptional problem, and Af he is sisply carried by the schools into
later grades and into adolescence, then neglect becomes very costly
not only to the child, but to his family and to soclety. {ibid.)
An added difficulty in this discovery of disturbed children, and
contributing very often to their disturbance, is the large number
of pupils which one teéscher has Iin her care. In the infant classes
the pupll is often one of forty children, The question of the mize
of classes ls discussed In this section under the heading:
"Increasing demands on the teacher™,
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¥ Failure an arcefect

The age-grade system that sets up standards which are basad
more or less "upon the capacities of children of average abllity,
dooms the dull to increasing failure as they go through school."
(Wall, 1953mn.) It may be inferred from rescarch Tlgures that
frgilure (l.e. inebility to conform to thé standards set by the
school programme) is moreé widespread than would be expected from
the known proportions of the dull"™ (ibid., p. 113) and that some
backwardness may "be an artefact of the age-grade promotlion system
itself, especlally if the thresholds of promotion are arbitrarily
and unobjectively fixed.” (ibid., pp. 113, 114.) "We should
expect some 10 to 12 per cent of children inevitably to be backward
at the chronologlecal age of 10, selely because of 8 lower than avar-
age ability" (ibid., p. 115), while among children of superior
Intelligence retardation is often undetected by the teschérs becauma
such children, sometimes meéentally two or thrée ¥ears sheasd of thelr
contemporaries, frequently achieve an average performance which is
regarded as being satisfactory. (ibid.) The age factor is dis-
cussed, too, in Part I, Chapter III of this work.

The attempt to make fine discriminations at the borderline which
has to be drawn In any examination between success and fallure can
mean that an injustice is done end thet fallure, becguse of the
prevalling system, must result, (Watts, Pidgeon and Yates, 1952.)

¥i. Remedies offered for fallure

Although the causes of inadequate scholastic attainment are com—
plex and usually multiple, at the transition from primary to secon—
dary school, there appear to be but two remedies, i.e. either
repeating the grade or promotion on age, both of which are applied
in most schoasls. Nelther of these courses of actlion sets out to
remove the causes but treats only the symptom of below-standard
achievement and a8 such both are ineffective educationsl methods,
Nothing could be more erronecous than to expect a child to have plain
salling after he has merely overcome his learning inhibitiem. On
the contrary, it Ls when this has been achieved that the real task
of underatanding Lts nature has only just begun. (Bettelheim, 1861.)
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It i only by adequate application of the principles of child
nature, growth and development to curriculum, syllabus, method,
gtandards regquired, and to the teacher's approach to children, from
the first entry of the pupil to the schoel, that retardation can be
reduced . The echool slone, however, cannot eliminate retardation,
for so much depends on the home.

vii. Ability to tolerate fallure

An individuul who has experienced need satisfactlion, including
success, is more able to tolerate frustration than one who has
experienced frustration after frustration. (Roe, 1958.)

Children vary in thelr ability to tolerate failure, =o that 1t
is unwise to aspume that it ls beneficiel to a pupil to fall.
Follure that is too great, met too soon, and too often can disrupt
the emotions completely. (Carroll, 19847.) Fallure in a selec-
tion examination for secondary school and on which the pupil's whole
future will depend, added to the famlly pressure to succeed and the
disappointment to the family pride and ambition appears to be too
much to impose on o pupll of eleven, twelve, thirteen, or fourtean
yeara of age.

The child's confidence in his power to learn 1s established
through success. This means that there should be an adjustment
of educational demands to the pupil's capacity to learn, and the
elimination of total Fallures which are also painful and destruc-
tive of morale. It does not mean that pupils should norv be chal-
lenged by tasks which are slightly bayond thelr lmmsdiste abllities,
end that they should never be sllowed to fmil. The watchiul
teacher should see to it that the balance of a child's experlence,
during his early years particularly, should be on the side of
success, that the failures which he meets in learning are not total,

but act as 8 spur to furtheér effort which will seet with success.
(Wall, 18558.)

It is by the positive method of attaching mpproval to desired
responses and mot the negative method of conditioning fear to un-
desirable behaviour that soclal training is more effectively
achieved. Fear of fallure is an unsatisfectory educatlonal motive.
(Shaffer and Shoben, 1856.)
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1. Readiness &0 rn

6. Children are admitted to school on chronologlcal age
in spite of the varying mental ages of puplls,

b, Under present conditions, attempls to teach chlldren
with o mental age of lesm than 5.6 years are accom—
panied by great straln for both the teaacher and the
child.

€, Eye lmmaturity and eye dafects can caumse reading
faillure,

d. There appears to be a maturational sequence which im
violated nt the risk of disturbing the child's capa-
city to learn.

€. Premature teaching can bulld up a resistance to
learning in the child.

f. There appear to be eritical learning perlods which
vary from child te child,

il. Growth rhythms

Curriculas expectations are out of steép with growth rhythms.

1ii, Yarying rates of growth

A dull child is likely to mature intellectually at n slower rate
than is the average child and so Tfalls ever farther behind,

iv. Emotional factors
a. Readiness to learn is a function of the whole per-

scnality.

b. Emotional readiness of a pupil to lesrn has been
most freguently neglected.

€. Many childreén "feil®™ as an sttempt to meet thelr
difficulties,
d. The insecure child cannot learn.

#. Educational fallure canm be the first sign of
emgtional disturbance.

f Only LT severely disturbed will a child of normal
intelligence have serlous trouble in learning to
read, This fallure stems from the same state
which can lead to asoclal behaviour.

8- Classes which are too large can contribute to fallure.
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Y. Fallure an arcefact

a. The age-grade system dooms the dull to increasing
fallure.

b. Thresholds of promotion which are arbitrarlly and
unobjectively fixed can cause retardatlion and back-

wardness.,
¢, Retardation of superior children often goes un-
noticed,
vi. Remedie fered Tor ilura

a. The child has to repeat the whole courme, ilncluding
those sections in which he had succeedad.

b, The pupll 1= promoted on age.
c. Neither procedure removes the cause of fallure, mor
helps the child's re-adjustment consequent on fallure.

vil. Abilicy to tolerate fallure

m. Ability to tolerate failure varies from individual
to Iindividual,.

b. Failure that is too greamt, or too often repeated can
disrupt the smotions completely,

€. This does not mean that s chlld should never fallj

it does mean, however, that his fallures should be
outwelighed by his successes,

d. FaoaarP of failure which 48 o negative method La
unsatisfactory ae an &dugational motive.

Conclusions

1. The mental age and school resdinesa of all puplls should
be asseased on entry to the infant classes.

11, At thim stage, too, medical examinations, with particular
attention to the eyes, would peem to be most deslrable.

iil. It L8 necessary to provide & currlculum and a syllabus

which are In step wlth the growth and maturetion rhythms of child-
réeh .

iv. The case of a pupil who falls educationally should be

investigated by & paychologlst, prelferably one who has had a clini-
cal tralning.
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¥, Early discovery of causeés of Individuml fallure and ade-
guate treatment of theé pupll will prevent untold troubles and
difficulties for the pupll, school and soclatly.

wvi. Fallure 1s often an artelfact of the sducation system,
and dull children requirée Lo move at a lowser level of work and at

a slower pace,

wil. Those who decide priorlties among children for certaln
gtreams should base thelir Judgement oh more than one st of Ltests.

w1lll. Bright pupils often under achléve.

ix. It appears unreasonable to require a pupll to re-learn
thosa things whick he has learnt and can do, yet thilis is what he
has to do in the repetition of a standard, unless, of course, he
hus failed every subject.

K Very seldom is the requirement To succeed In evary=
thing at once met outside the school system,

xl. Repetition of a standard alone seldom solveés Cthe origli-
nal problem which caused the fsilurs,

xil. Time spent in trying to tesch unhappy children is not
only a waste of the teacher's time, but the effort can bulld up u
Bltuation in which the child cannot learn at all.

Suggestions

1. Every child should be provided with a contlnuity of
learning experiences so that he/she may progress at his/her own
rate In order that fear of failure will be eliminated.

ii. Every effort should be made to prevent fallure,
ii1. Every effort should be made to prevent retardatlon,

i¥, Adequate guldance Crom the beginning of her/his school
carcer as well as remedial education should be avallable teo eEYEry
cnild.

Va As long as the age~grade (standard in this country)
aystem exists and unequal children are expected L0 progress at
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the same pace, provision should be made for puplls to be given time
to catch=-up, Some puplls may need specilal help only once, athers
may need it frequently, and especially after illness and/or long
holidaya.

vi. In the present system, where fallure appears to be in-
#vlitable for some chlldrén, speclal provislon, treatment and help
phould bé avallable for those who have Talled. From the repetl-
tlbn of a standard they should derive benefit and not a feeling of
inferlority, worthleseness and depression.

vil. When puplls are transferred on age to the secondary
gchool, arrangemants should be mandeé to help them to make up what
hus been mklpped. This 1a particulmrly necessary in the baslc
subjects which form the foundation of secondary school work.

vill. Conalderation should be given to the possibllity of not
expecting pupils to pass all subjects at the same time,

ix. Consideration should be given, too, te the fact that a
large number of pupils who are repeating the standard in a group
with only a few puplls who have not falled can produce a group level
of mapiration so low that it will cause the nen-failures to drop
thelr level of achievement and to fall.

X5 The pupil's socinl position, 1.8, hig acceptance 1in
the group, needs to be Ilmproved AT his learning is to be facili-
tated,

xl. Teachers of Infant classes should have smaller numbers
of puplils than Ls at present the case,

xil. PAReadiness for school should be determlned, This
ingludes:

i, FPhvslcal readiness. Difficulties oF muscular
cnnlrui uﬁﬁ co-ordinction, defects of speech,
hearing and sight should be discovered as early
g possible.

The child's eyes should be tested for convergence,
In addition, teachers should be taught how to use
a simple "Vision Testing Chart®, which should be
used If a pupil appears to have any educational or
vislon difficulty; the pupll should, in need, be
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]
referred for further examslnutlon.

b. Emotlonal readiness. This should be observed,

c. Reading readiness, Readiness for reading should be
mssesséd by meaha of speclal tests.

d. Number rq!E!nq:!; Readlnesas to start number work
ahould slso be assessed,

6. GUIDANCE

The developrent of adequate systems and technlgues of guldance
is fundamental in the modern problem of providing equality of edu-
cationaml opportunity. {Kandel, 1%55.) Mare important, peErhaps,
ils the tesk of convincing parents of the soundness of CLhils profes-
sional counsclling which replaces the traditional practice of cholce
by trial-and-error in which the pupil may have to fail first. (4ibid.)

Guidance is concerned with pupll growth; a growth philesophy
de=emphasizes marka, while & selective philosophy emphasizes marks,
and the evidence of reéesearch glves a e¢lear mandate Lo Léachers and
administrators to de-emphaslze marks durlng the perlod of compulsory
GF customary £ducation. {Olsan, 1960.)

A new and broader form of child guldance is regquired to ensurs
the best - there i= nelither perfect nor infellible - sllocation of
papils.

Those responsible for sllocation will need to be educational
paychologlsts of a movel kind. Their training will have to
inglude, not merely the technigues of psychological LInter-
vidwing and testing, not merely an inside knowledge of schoolas
and of the everyday problems of the teacher, but also & first-
hand acquaintance with the peculier cultural and soclological
backgrounds of the widely different sectlons of the community
Fram *?1¢h our school populations are drawn. {Burt, 1054,

"‘i “I

4, This suggestion ls made because school medical Inspections
take place every two years, and an eye disease can start Just alfter
one InspAction and, before the next medical examination two Years
litirﬁ lr::;-rtht damage can be done to the eyes, (Discusslon
W Ts « Boahoff, September, 1962, and a letter dated 12/1
from him, Seae Applnélu C.) I ' s
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There is need for the inclusionm of the general princlple of
guldance in all teacher trainling programmes and for special
tralning of teachers sslgned speciflic guldance duties. This
topic is touched on agaln in Part [, Chapter ILI, "The explora-
tory vear® and imn "Panel procedures®,

Summa r

i. The heart of the problem of differentiation Le to be
found Iin an adequate system of guidance,

ii., Parents need guidance, Tod,
111, Guidance de-senphaslizes marks,

¥, Those who are responsible for allocation of pupils
wlll need mpeclal trainlng.

¥ All teachers should heve & knowledge of the general
princlples of guidance,

¥i. Thase responsible for guldance Iln schools need
special tralnlng.

Conclusions

i. An adequate system of guldance ls essential in EVEery
schoal .

ii. Parents should be consulted in regard to major deci-
#lons takén mbout their ehildren's school careers.

111. Adequate allocation programmes demand tralned per-
gonneal .

iv. A knowledge of guldance is essential to mll tepchers.

¥. Untrained persons should not undertake the task af
specific guldance.

Suggestions

; Guidance should start in che Firat class Ln the educa—

tlonal system and should be comtinuous throughout the child's
career.,
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i1. A knowledge of the princliples of guldance should be
required of every teacher.

1ii. Knowledge of testing and counselling téchnlgues should
be required only of specialists tralned for the task.

iv. Trained personnel only should be responsible for Lhe
guldance programme in schools.

V. Adequate provision in time-table arrangements ehould

be made for the dutles of guidance speclalists whose work should

not be subsidiary to other teaching responsibllitien. ’

7. TYPES OF CHILDREN

Aptitudes can never be assessed directly, and one is only
able to infer differences of aptitude from different abllitles
which are acquired In ldentlcal conditlions. (Reuchlin, 1858.)
Burt distinguishes between capoclities of two maln kKindas = &
genarnl capaclty entering into evéry school subject in differing
degrees ond specinl capanclties éntering only into a smell group
of subjecte, (o.g. verbal or lingulstic abllity, arithmetical or
sclentific abilltiy, monual or technlical ability and possibly
nrtistic, musicnl and other aesthetic abilities), These differ=
encés Iin sapecinl sbhillties fail to declare themselves until a
comparatively late nge (Burt, i943), and while mental ahilities
bacome moreé speclfic as children grow older at B-10 wvears the
general factor of intelligence (g) almost swamps the influence
of more specialized fmctorsy the verbal factor (v) appears at
mbout 11 opr 12 years and the arit wetical factor (m) =t about
12 years, although the manual factor (m or k) remains obscurely
in the background even at Lhe later ages. (ibid.)

In reviewing research in England and France, Reuchlin (1858)
cameg to the conclusion thet psychologlcally founded direction of
puplls towards technical, literary or scientifle education was
not possible before the age of 14 at the earliest, Plnsent (1044)
regards it as unwise to attempt even indirecetly to fix the adoles-

5. A desirable goal 1s one hour of counselling time to
each fifty or seventy-five pupils. (Erickson, 1947.)
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cent's cholce of occupation before the age of 15 or 16, The
Commlttee of Nuffield College expressed itselfl emphatically
agninst devoting the years of schooling before the statutory
leaving age of LS to vocational training. (Kandel, 1951,)

Any scheme of organization which proposes to classify child-
ren at the age of eleven or twelve years according to qualitative
mental types rather than according to gensral Intelligence is in
conflict with the known facte of child psycholegy. "The exis-
ting system, which tendas Lo direct all the most intelligent to
gchools of an academic ty¥pe, regardless of potentlial techmical
abilities, is obviously in conflict with the needs of both the
child and of the nation."® (Buret, 1943, p. 140.)

A bold, but essentlal hypothesis in thinking about the curri-
culum has been put forward by Bruner (1960, p. 33) that "any sub-
Ject can be taught effectively Iln some intellectually honest form
to any child at any stage of development,” Mo evidence exists
to contradiet this hypaobthesles: there is considersnble evigence
being amassed that supports it. [ibid.)

The implications of this hypothesis lead, on the practical
slde, not only to a demand for a such more thorough #ducation and
tralning of teachers, but also e an abandonment of the old con-
ceptions of Lypes of abllity, and of Lntellectual dirferences
between the sexes, (Sen “Education fTor girls™.) They give
added support to the current belief that the best education for

the early years ol adolescence can be provided in a common middle
school .

It is a fundaméntsl fact that abilities, together with
desirable interest and character traits, tend more aften than
not to go together, To a large extent, the children who do best
in an academlic grammar school are the same as those who would do
best in a technical or a modern school,

Over and above & general ability, some children are more
developed on the academic-verbal side while others, agaln, are
more developed on the technical-practical side; others, agaln,
are more interested In intellectusl matters); and yet others show
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atronger social qualities, including leadeéership. They are not
distinct types, however, (Vernon, 1857a) for "there are no born
"theorists' or 'practical men', no philosophers, dootors, teechers
or handworkers predestined by their speciflic intellectusl consti-
tution.” (Mierke, 1982, p. 112.)

Each group showing similer qualities represents opposite ends
of o continuous distribution, amd it ls very difficult to assess
such differences accuracely, especielly at 1l years. (Vernon,
1857a.)

The Impossiblility of discrimlnating with compléte mccuracy
between children seems to mean that there ought to be noe sharp
division between the curricula followed by thos#& who Just "pasg"
the selection examinstion and those who just "fall". (Watts,
FPidgeon end Yates, 1853.) It must be polnted out, too, that &
sharp distinction between the types of course which children fol-
low during the Tlrst two vears Iin the secondary school makes
comparison of their poteéeptimlities and needs at the epd of that
period very difficult. (ibid,)

Ginzberg (1958), too, feels strongly that the world can
profit from America's experience, i.e, that as much as possible
should be contributed to the enlargement of personal opportunities,
and that premature commitsents should be avolded.

By structuralizing the aptitudes which it calls into play
specialized education will crystallize the individusl differences
exlsting at the time of directing the pupil towards his new studies.
From a psychological point of view it might be dangerous to submit
€0 & process of this kind Individusls who wers subsequently to
manifest potential abilities and aspirations quite different from
those which Lt was claimed to foster. Such a crystallization
process would be advantageous if it were possible accurately to
determine or assess aptitudes. (Reuchlin, 1959, See also Part I,
Chapter III, "Intelligence tests™ and "Failure® in this saction,)

The tendency to type children and to classify them according
to broad categories rather than in terms of individual differences
has been the bane of the secarch for better ways of developing
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tolent . {Beredey and Lauwerys, 1981.) The maln basils for selee-
tian must be unidimensional, i.e. in terms of level of schoolling,
pot multi-dimenzional, 1.=. type of schooling for which the chila
is fitted. If long ters segrezation ls to be carried out, there=
fore, it must be bascd on some stable and enduring characteristic,
which can be accurately assessed, and which has s major inTluence
on educatlional progress. (Vermon, 1688Ta.)

It will be realized that it ls not easy to determine the
attitude of the Natal Education Department in regard to abllitlies
and maptitudes, thelr seasurement end consequent grouping of pupils,
when Lhe various statemsents of the alems of the two-siream policy
are studled. {(See, too, Part I, Chapter II, Section A 10.)

Five of these officlial statements are;

i. "gur primary object is to exclude Trom the academic
course those pupils who have clearly shown their inability te cope
with ie.® (Natal, Education Deépl,, L081b, p. 50.)

1ii. "Teo provide for our weaker puplls.® {(ibid.)

111. "The maximum development of each Individual according
to his aptitudes and abilitlies.”™ (Blebuyck, 1861.)

l¥. "To provide a better .... all-round development for
ench individual pupil according to his lnnate ability." (ibid.)

V. "To provide courses of study sulted to the capabilities

of individual puplls.”  (Natal. Educatlion Dept., 196la.)

Emch 1s discossed IR turn,

i. Exclusion of dull pupils Trom the academic course

Certain subjects (lbld.) are on one level only, as are Lutin
or Gresk. (See Appendlx B.) This means that the less dull
pupll must follow an academic course which 1s preparatory to a

University career, whether he wishes to proceed to university or
nat., One wonders whether this is not & shade of the Norwood
Report (1943) with its theory of three types of children, 1.e,
achdémle, techniecsl and practical, which is pE¥chologlically a
groundless theory. {Bure, 1043.)
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on the ather hand, one wonders why the subjects in Schedule C
and Latin or Greek could not be taught st different levels; In the
case of the Classics, for instance, teachlmg at "O© Level could
place more emphasis on cultural backgroumd than on language . It
would not be of consequence if Lhe subject were named something elwel
The Tact that children mey be debarred from cholce of certaln #id b—
jects just becauuwe they are In the g Llevel will stigmutize that
level, in wpite of its name, {vernon, 18§57a.) In one school in
Durban where the "0" group was very small, the puplls In the class
requested that thelrs shoulc not be called the "0" class,

It is coming to be accepted that any subject can be taught
affectively in some intellectuslly honest form to any child at any
stage of development, {(Bruner, 1960.) Because It L& imposmible
to discriminate with 100K accuracy there ought to be no sharp
distinction between the curricula of those who just manage Lo
qualify for the A-level and those who just fail to do mo, Thim
#hould be sccepted as the bazlz of educatlonal pelicy IT the
edvcational provislon of the schools is tc sult the abilities and
aptitudes of the children, (Watts, Pidgeon and Yates, 1952,)
|Bed, toe, p. 143 of thls Ltreatise.)

Two of the basic needs of & human belng are "to know"™ and
"o underscand®, He needs to know and to understand not only
himsell, biut the world Ln whiech he llves, l.e. his elvilizstion,
his culture and his place in it, (Maslow, 1054,) Thesé noeds
can only be met in a fTull-time Toundational general &ducation,
{de Yilliers report, 1848.,)

11. To provide for our wesker punils

Taken with the previous alm, 1t appears that Lthinking has been
along the traditional lines, 1,2, that thers are thres types aof
husen abllity and cChat ¢certaln subjegts cannot be studlied by
weaker pupils. When these certaln subjects areée at s level
sultable for a preparatory course Lo unlverslty, obviously they
cannot be studied by the weaker pupils, but syllabl in all sub-
Jects can be provided at differant leveli. Although they are
intellectually not as able as others these weaker pupils should
€njoy our common human heritage.
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When one looks at the statistles for 1960 for the Natal
Education Department (Natal. Education Dept., 19614) one sees:
a. the median chronologicel age for Standard ¥V Ls 12.7
and 8% of Standard V pupils are l4s years, l.®.
backward and/or retarded, and that
B, Ain Standard VI there area:

467 pupils aged 15
123 puplls aged 16
21 pupils aged 17
1 pupil aged L8,
{see Table 2 in this treatise)
and that puplls in Standard ¥I may leave achooal at the end of the
year 1f they have turned lifteen years of age. It seems that the
provislon for the "weaker pupils™ Ls far fepo litcle and far too

late.* (See Part I, Chapter I of this work.)

111. The maximum development of each vidual according
to hi=s aptitudes and ab &8

Special aptltudes deo not make thelr appearance until children

are thirteen, fourteen, fiftean or even sixteepr years of age.
Nelther special aptitudes nor abllities can be measured by one
"old-type® examination written st the end of Standard VI. (See
Part I, Chapter III of this treatise.) And, most important of

all, what the school tesches and how It teaches it, affects the
growth of intelligence itself, (Husén, 1851; Ramphal, 1861;
Schmidt, 1%60; VYernon, 185Tb; all of whom are mentioned in Part I,
Chapter IIIl, "Intelligence", of this work.)

Pupils have physical, intellectual, emotionel, social, moral and
aesthetlc ability, and o greateér variety of each than it 1s either
desirable or possible for the school te develop.

iv. To provide a beitter ... all=-round development of eca
individual pupil according to his in abllit

Agaln, pupils heve s varleiy of innate abillities; In addition;
because of the interaction of heredity and environment even beflora
the Iindividual is born, it is not possible Lo measure Innate sbility
elone (Burt, 1921; Cronbach, 1949), so that one does not know
according to what criterlon the individuasl is to be developed.

This 1s discussed in Part I, Chapter III, "Intelligence®.
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¥ o proav O to sult capabilitie
of individu

The Shorter Oxford English Dictionary dafines "capabllity™ asi

a. the gquality of being capable in various sensesj
b. (usually pl.) an undeveloped faculty or propertyj
a8 condition capable of belng turned to use 1778;
and "cepable™ asmi

c. open toj susceptible;
d. having capacity, power, Titness forj
. having general capacity; qualified, gifted, able
1606
and "capacity™ ast

f. mental recelving powerj ability to take in impres-
slons, ldeas, knowledge 1485, . Actlive power of
mind, talent 1485. 8. gen, the powser, ability, or
faculty for anything in particular)

. capability, possibility 1659. 8. Position, condli-
tion, character, relatlon 16849,
If "capabilities® are taken to mean gqualities of being capable
in various senses, then it would imply intellectual, physical,
emotional and social gualities of the individual.

The remarks which have been made in regard to polnts 11l and
i¥ in the previous paragraphs apply here, too.

Summary
L. It is difficule to aszesd aptltudes.

{i. Distinction Le drawn between a general capacity which Ls
the strongest influence and speclal capaclties which appear at
different times from about the age of eleven,

iii. It is not poosible to claseify children eccording to
specific mental types at thée age of eleven or tweéelve years.

iv. Research polnts to the fact that classification of puplls
for & liteérary, technical or sclentific sducatlon is not paycholo-
glcally possible wntil at the esrliest fourteen, and possibly not
before the age of Fifteen or sixteen Years.
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V. Children who do best in the grommar school would alseo,
to s large exteant, do bast in mny other type of school.

wi. There are no distinet "ability types®™ of children.

vii, The impossibility of discriminating with complete
accuracy betwean children implies the unwisdom «f makinmg s' rp
curricular divisions which "type" pupils.

wiii. The basis Tor sslection must be level of schoolling and
not type of school. (Bee "Human rescurces®™ in thls section.)

ix. The basle of long teéers sesgregatlion Eust be on some
stable and enduring charscteristic which can be accurately assessed
and which has & major influence on educatlonal progress.

Ka "Any subject can be taught effectively LIn some Lntellec-
tually honest form Lo any child &t any stage of develnpment.®
{(Brun=r, L860.)

Kia Fremsature streaming crystallizes Lndividual dirferences
st the time of direction Lo the speclfic streams.

xii. In statements on the "Two-Stream Policy"™ in Natal the
terms capabilitles, aptitude, sability and innate abllity appear
to be uped to convey the samé ldea.

xiil. The school has to decide which potentimlities it wiphes
to develop.

Xilv. Potential, as such,; canmnot be mensured.

Conclusions

i. There are no distinct ability types of children.

i, All c¢hildren can learn the sameé subjects at different
levalnm.,

111, Placing pupils in different levels of #chooling appesrs
to be the best method of grouping.

iv, Premature streaming ¢rystallizes individusl differences
80 Lhat It ia very difficult to redress wrong sllocatlons of a

pupil to & cértaln type aof education, 1.e. It.iuﬂ:- technical or
practical.
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V. Specialization which provides for different aptitudes
of pupils cannot, on peychologlcal grounds, begin before the
puplils are at lesst fourteen, posslbly fifteen or sixteen, years
ald.

vi. Unless concepts aré carefilly used it 1s not poeslible
to decide what is desired in provislon of differentiated courses,
Unless goals are clearly defined, their realization is almost
impossible,

wii. The reliability of the measurement of success determines
the predictive value of any measurement (McIntosh, 1858), so that
AT the measurement of success or the ultimate goal 1s not clearly
derined, it 13 impossible pot only to determine the predictive
value of the technique or instrument used for its measurement, but
also Lo kKnow what 13 regulred to be méasured and what measuring
technlgues or instruments would be most relisble in its assessment,

vill. The use of blenket terms and loose méEtaphors can easily
lead to confusion of alms and dissipation of effort,

Suggestions

i. Pupils should not be typed, l,e, the brightest should
not automatically be ascademic, the second best wvocational, and the
dull practical.

11 . 4 common general education (see No. 3 "General or
special education” in this section) should ensure that any future
Keats, who, today, would, on account of ill=health and conseguent
absences from school, probably have been in the "0" stream, will
"look Llnto Chapman's Homer", and that there will be "no mute,
inglorious Miltons." It is for the school and soclety to see
that there are no "Cromwells gullty of thelr country's blood,."
(Burt, 1962; Purcell, 1961.)

111, Some attempt should be made to know the individusl
temperament so that at least, as an extreme example, the child with
a keen imagination, a love of poetry, an instinctive repulsion to
manual sctivities shall not be sent to m technical school, nor the
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child who 18 never happy unless he is meking something to the
grammar type of school. {Thomson and Jones, 1936.)

iv. Speclalization should not, on psycheleglcal grounds,
take place until the pupil has turned fifteen or even sixteen years

of age.

Va The asims of a policy of differentiatlon should be
defined in unambiguous terms.

B. THE COMFREHENSIVE SCHOOL

The predominant motive for the development of the compréehenslive
school i s desire to provide equallty of secondary educational
opportunity for all, This development seeks to provide a vital
and new approoch to secondery education. The comprehensive schools
ghow an interesting varlety of growth and origin, end it is from
this varlety of approsch and organlization that thelr strength
springs. (Howard, 1858.) This varlety 18 to be found from school
te schoal and from country to country. Although, of the countries
studied, both England and Sweden provide comprehensive schools, in
the latter country these schools are for s8ll pupils from the sge of
geven, so0 that reference here is to the comprehenslve schools of
England only.

The comprehensive school in England has, in principle, much im
common with the county secondary schools set up under the Act af
1802 to cater for children whoese ebility ranged from very high to
fairly low. (Miller, 1961,)

BY the regulrements of the 1944 Educatlon Act; the comprehen—
slve dchool has to provide educatlon suiteable to the age, aptitude
end ebility of all its pupils, and the means within its organization
whereby each pupll can he regarded as an lndividual no matter how
large the school, (Howard, 1958.) For the purpose of the Minis—
try's statistical returns, secondary schools are classiflied asa
comprehensive where they are intended to provide all the secondary
eéducation facillties needed by the children of a given area, but

without being organized in clearly defined sides. {(Horsbrugh,
1953.)
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1. organization
Although there is no typicel comprehensive school it 1s neces-
sary to mention some of the broad characteristics which many have

in common.

1i. Intake

In general the intake is intended to reflect the distributlen
of ability in the chlld population. The realiration of This
intention depends on the attitude and policy of the local educatlon
guthority, other schools in the areas, and the interventlon of Lhe
Minlstry of Education. {Rogers, 1958.) The parents of all child-
ren within 8 ¢catchment area defined by the County Council have a
right to send their children to the particular comprehensive school
in whose catchment ares they live.

ii11. Internal mpelection of pupils

There is some system of ability streaming and/or setting.
At some schools, e.g. Maeaydderwen, Brenunuhitu, the head teachers
of the primary school submlt & progress report, and all pupils are
Elven an attainment test in English and arithmetic, This test 1is
not selective in the sense that the entrance selection examination
was, but Lt ls a means of obteaining groups of a Talrly unlform
standard of attalnment for teaching purposes. Puplls are then
gllocated to forms, [ Thomas, 1858.) The time-table 1s so
arranged that the two hundred pupils (six forms in the first year)
are taught a "setted” subject at the same time,

1. E-Et[.i!r'l.E

The bagis of the set system iz the subject rather than the
form, o that all children have the opportunity of instruction Lin
8 particular subject irrespective of the form in which they are
placed for general form work. There is continual seélection and
transfers may be effected from set to set throughout the school
¥Year so that the brighter pupils are not held back nor are the
slower pupils penalized, Setting is continued in the second,
third, fourth and Tifth ¥Years, Setting makes unnecessary the
organization of the school into sldes or streams as 1s the case in
a multi=lateral school. (ibid.)
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V. Curriculum

For the first three years all pupils follow the same curri-
culum with two exceptions. Even though the same ground is covered,
the emphasis and the amount of detail wvary. In the second term
for those new puplls who have shown some aptitude for language,
French is introduced, and those puplls who have made good progress
in French may take Latin in their second year. After a period of

three years optional courses are introduced.

vi. Examinations

Pupils are entered for external examinations, e.g. the "G,C,E.",
those of the Royal Soclety of Arts, the City and Guilds, and Union
of Educational Institutions. Internal assessments are also made
by means of objective tests, usually mental ability, English and
arithmetic; (at the Willen Hall Comprehensive Secondary School
tests are given after the first six months, as in the Transvaal)
and use 1s also made of subjective assessments and the cumulative

record.
vii. Size

There 1s no reason for all comprehensive schools to be large.
(Howard, 1958.)

viii. Staffing

At Kidbrooke Comprel'ensive School the staffing ratio is 1650
pupils to 86 teachers, l1.e. 19 to l.

ix. Alm

It has been indicated .... that individual consideration and
the fostering of aptitudes must be at the very heart of the
comprehensive school curriculum. The comprehensive school
does not avold selection but seeks to perform this necessary and
constant task professionally and internally and with the minimum
of fuss. It avoids undue stress and strain on pupils, frees
the primary school from the incubus of being regarded as merely
the handmaid of secondary education, and reassures parents who
are afraid of a "once-for-all" decision. (National Union of
Teachers, 1958c, p. 16.)
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The comprehensive school in England became the Focus ol party
political uLt:ntinn, the Conservatlves strongly opposed to, and the
Labour supporters strongly in fevour of such & school, Although
the education policy was falrly consisgtent anmd fevoured a tri-
partite system, local suthorities were, nevertheless, permitted to
experiment with comprehensive schools since the philosophy of com-
prehensive secondary school education emphasizes the role of the
echool in the development of a democratic soclety. (Miller,
1861,) Miller found that:

g, in general, the main arguments esdvanced for and
pgainet the comprehensive school were lnconcluglve,
but that In respect of the problem of selection,
tranafer and variety of educational provision, the
conprehenslve schocl appeared to have some advan-—
tages;

bs the crogss-Tertlilization of ldeas and experlences,
which 18 held to be an Ilmportant function of the
comprehensive school, 1s facilltated by wvertical
division into relatively =mal! and compact houss
units, as opptsed to horizontal division into
lower, middle and upper school, This division
into house units also helps to promote securltyj

€. Hiven conditions comparable with those prevailing
in the comprehensive schcols in his investigation
(i.e, well equipped, well housed and well staffed
by enthusiaztic teucheérs teaching enthusiastic
pupils; abillty streaming and setting for the
major studies), the comprehensive secondary
school can be an effective sgency in modern British
society, and, In respect of certain cultural and
educational phenomena, it may have adventages aver
# system of segregated schoolas.

In Part I, Chapter II, Section B of this treatise, polite
reference was made to the bilateral type of education of the four
provinces of the Republic of South Africa, regarding which there
i, in the de Villiers Report, the following statement:

It is true that many high school teéachers, both of "academlcg"
and "vocatlional" subjects, direct their teaching toward broader
objrctives such ms general culture, cltizenship and character,
In splte of the efforts of such teachers, however, present high
echool education appears to be nelither general nor vocatlonal
but a mixed breed which may best be described as acndemcallyJI

plus vocationally blased education, {de villiers re t
1848, p. 14.) porty
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No provincial secondary school Iln this Republic cam be a
comprehensive achool as long as the Yocational Education Act of
1855, which legalized the division of control of educatlon, remalins
imn force, The Director of Education, Tramsvaal, in his report for
the year 1850 stated thet it should go onm record that thet work
{i,e, vocational guldence), while esscntiasl even undep conditions
existing at that time, could never come to full fruition before
Bll types of differentiated secondary education were properly¥ co-=
ordinated under control of the Department, (Transvaal. Education
pept,, 1955h0.)

Summar

i. The motlive for the development of this types of school
was to provide equality of educationel opportunity for all.

ii. There is no typlcal comprehensive school.

1i1i. Some schools glve standardized tests in English and
in arithmetic as two of the bases of grouping.

iv. Setting in subjects ls one of the systems of grouplng

uged.,

Ve For the first three years all puplls follow the same
curriculum, except Lhat another language is added for the puplils
who show an aptitude for language.

vi. Puplls are entered Tor some of the external examin-
ations,

¥i1i. There 13 no need for a comprehensive school to he

large.

¥iii. One achool studied in this research has a stalrfing
ratio of 18 to 1.

ix. Individual consideration and the fostering of aptitudes
is at the wvery heart of the cemprehensive school curriculum,

X The comprehensive school gystem performs the task of
Bssigning pupils to courses with the minimum amount of fuss
straln and anxlety to the puplils and parents.
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Conclusions

is The trend in West Europe appears to have been that:
Introduction of compulsory elemsntary educatlion

leads to

Relsing of compul=zory school-leaving age
leads to

Somé sacondary educatlon for all children
leads to

SBhortage of schools
leads to
Rigid selection

leads to

Grouping of pupils in three ability streams
(three types of children)

leads to

Experimentation and research and search Tor besti
methods of selection

leads Lo
Extension of school-leaving age
leads tao
Need for smooth articulatlon of primary and secondary systems
leads to
Postponement of specialization
leads to
Provislon of a common curriculum
leads to
Introduction of comprehensive schoolgs
leads to
No selection but guldance and setting
leads to
Increasing realization of the need for

A, differentiatlon to be in levels of schooling,
mot types of schools or coursesj

b. flexibility
leads to

Emphasis of the role of edueation:
the kind of person which = child will become
depends on the schooling he receives.
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ii. Some type of comprehensive school appears to offer part
of the solution to the problem of streaming and selectlng.

1ii, Such a school need not be large. Whatever Lts saize,
one of its main alms Le consilderation of the individual.

iv, The following of a common curriculum for some years
provides a guldance function,. {See "Guidance® In this section,)

Y. Natal 1s fortunate in that lits Differemtiation Polley ham
anly Just been introduced; 1t should, thus, be able te beneflt
from the experiment and mistakes pn well as success of otherwm.

Suggestions

L Natal should attempt to provide a common middle school
curriculum at different levels of subject matter (there are already
two leveln), adegquate guldance of pupils and differentisted courses
within a framcwork which realizes the alms of the comprehensive
schoal . (The reservatlion of divided control of education is borne
in mind. Part I, Chapter II, Section C.)

il. 1If there is enforcement of zoning regulations all schools
ghould provide the same couraes.

B, SELECTION VS, ALLOCATION

While it Bhas been shown that Iim the occupational field statisti-
c€al prediction is more accurate than is clinical prediction (Meahl,
18#54), Varnon {1857a) mtresses the importance of ensurlng that, in
the schools, meximum justice should appear to be done rather than
that a rigid stand be taken on atatistleal findings.

Stellwag (1955), too, warns against the danger of applying to
schools the methods of selection and treatment of individuals which
are found In industry. ‘The school Lis concerned with the individual,
whether he passes or falls, and often failure in one type of educa=
tion may have been of more benefit ultimately to the individual than
success in some other Lype. Application of industrial techniques
in selectlon In schools may slso mesn that another industrial
phenomenon, that of maass productlon, will make an insidious infil-
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tration into the educational system, whereas the classroom ahould be
adequately protected against the tendency of our time towards mamB-—
mindedness. {Mierke, 1862.) It would be ironic, indeed, 1T an
extension of the very measure which was originally introduced to
protect childrén from industry, viz. compulsory scheel attendance,
were to mean that in the selection of secondary pupils schools

were to uge industrial technigues.

Summar

i. In the occupational fleld statlistlical prediction 1is more
gecurate than is clinieal prediction.

1i. Selection in schools cannot be rigld to the exclusion
of justice.

1ii. The methods of industry, i.e. its methods ol selection
and mass—production, should not infiltrate into the schools.

Concluslons

i. Selection procedures which emphasize the intellectual
to the exclusion of emotional , physical and socisl factors and
neegds have little place in a school.

11, An adequate guldance programme precludes selection and
makes @llocation of pupils the best procedure in schools.

1ii. Lack of accommodation sometimes necessitates selectiong
the fact that there 1ls sufficlent accommodetion in Natal schools,

however, should reimforce an ellocetlion programme,

fuggestions

Selection Lo streams In the secondary school should be
replaced by allocation of pupils to levels of study andfor sets
in subject areas.

10. EDUCATION FOR GIRLES

Two aspects of this tople need to be discussed here:
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Ll iffe develao l rates he sexes

English (Yates and Pidgeon, 1957) and American (Blair and
Burton, 1951) research workers state that there are developmental
differences betwesen boys and glrls. The girls mature sarllier and
have greater verbal ability at twelve to thirteen years of age,
perhaps even later, than have boys. {See Appendices E and 0.)

If, as happens in Natal, pupils are promoted on the markes
obtained in one old-type examination, a greater proportlon of girle
than boya may be In the higher level or stream, (See Part I,
Chapter III, “Age".) On psychological grounds there appears to be
nothing wrong with this diaproportlion. The lrony of 1t ls obvlous
when one realizes what happens to the sducation of girle.

11. Intellectusl equality of the sexes

In addition to the esarlier maturing of girle, it ls known that
in all fields women are intellectually equal to men (Montagu, 1951),
yet there still is not egquality of educational epportunity for girls
and wWORER. This means that the ldeal of sguallty of sducatlonal
opportunity is not being realized, nor can it be reallzed until
there are opportunities for education which are egual In every way
for men and women. (ibld.)

The Second World War sahowed what women could do Iin the tech=
nical sphere; while In recent technologlcal advancesa thelr services
are being Iincreaslingly sought. Indesd; s0 great las the demand for
well educated Intelligent human belngs that the rescurces of both
sexes may have Lo be drawn on to the fall extent.

If the nesds of girls and women are to be met in the spheres
of education and employment, and Lf women are not to be loat to the
pool of ability (mee "Humun resources™ in this section), edequmte
provision must be made for the interruption in a woman's career
which arises as o result of her primary blologiecal functlon,
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Sussary

Different developmental rates of the sexes
g. Girls and Boys mature at different rates.

b. This could result in there being a higher proportlon
of girls than boys in the "A-stream" in Natal.

ii. Intellactual squalit the sexe
g. Women are intellectuslly equal to men in all rlelds,
b. Equality of educatlonal opportunity cannot be
realized until there are equal opportunities in
gfucation for girls and women.

c. Women are needed in the "pool of ability™.

da Provislon has to be made for the maternity and
meternal role of women.

Conclusions

i Research into the achievement of boys end girls at the
time of differantistion is needed.

if. Separate norms In teste Tor puplils at this time may be
NECESSErY .

1ii. Girls are still not enjoying equal educational oppor-
tunities.

iv, This lack causes & loss of human potential,

Ve In this age of technology and in view of the limited
human respurces the whole guestion ol opportunities of technigal
education for girls needs Invéstigationm,

!“!Ellt-!, ons

1. An Investigntion Into the difference in performunce of
the sexes at the time of dirfferentiation should be undeéertaken.

ii. Equality of educational opportunity should be provided
for girls.

111, Research into the provision of technlcal sducation for
girls mhould be Iinstituted,



ld0.

11, HUMAN RESQURCES

Demands for highly trained, creative minds are constantly
inereasing, and South Africa is not alone in its very grave short—
age of educated manpower, although this shortage 18 a seciasl pheno-
menon of Tairly recent origin. (McIntosh, 1858,)

In Sweden n comprehensive investigation carried out in 1845
by Dr. Torsten Huseén concerning the distribution of intellligence
in the dirferent groups im that country revealed that 33 per cent
of the population have an intelligence quotient above 107.  (Diring,
19851,)

MeClelland (1842) eatimated that, In 1842, L168.7 per cent of
the total population would be successful In a senlor secondary
courae, and that to ralse the percentage above this would require
an Incresse in variety and attractiveness of high school courses
gs well as Tar-reaching improvements In social and environmental
conditions, (McIntosh, 1B858.)

Blesheuvel (1852) caleculated that the proportion In any popui=
lation of men and women eble to provide the leadership in industry,
commerce, government and learning 1s probably about 4 per cent.
From Labour Statlstics of the I.L,0. (1851) he estimated that iT
South Africa intends to draw this 4 per cent ellte from its
Eurcopean population entirely, then, according to 1848 flgures for
this country,

ne less thanm 23 per cent of the working Europeans of both sexens

should possess high-level professlonsl, technical, administra-
tive or manageriel skill...

The shortage 18 .,.. pérmanent and must get worse unless we
allow African abllity to Tind its own level, sither in an

integrated economy or in & parallel development in African
arean .

Whatever the loglc of events will ultimately declde, Tor &
long time to come the white populetion will have to carry the
ma jor burden, Its abllity potentlal should therefore be
assessed: for whatever is avallable must be utilized to the
full, if a serious check to the nation's development 1s to be
avolded. (ilbid., pp. 120-121,)

Woolcock (186l) gives the intelligence quotient of 129 as the
figure above which children who are intellectuslly gifted may
be recognized, In addition, Torrance (1882) suggests that the
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cut off point be an intelligence quotient of 120 on an individual
intelligence scale and that measures of creative thinking should
then be used to select the gifted group. Use of both measures is
necessary because creative thinking asbility cannot be equated with
intelligence. (Torrance, 1962.)

In the sample of 1044 pupils who were the subjects in this
research, there were 51 boys and 56 girls, i1.e, 107 pupils (10%
approximately) with an intelligence quotient of 120-129, and
19 boys and 21 girls, i.e. 40 puplls (4% approximately) (see
Biesheuvel's 4% elite) with an intelligence quotient of 130 and
above, an intelligence quotient of 145 being the highest recorded
in this research in which the intelligence quotients were obtained
on the New South African Group Test. If this figure 1is applied
in a rough calculation to the number of pupils recorded in the
1860 statistical return for the Natal Education Department (Natal..
Education Department, 1961d) then there are the following highly
able pupils:

Class I - Standard V

(inclusive) 4229 1057

Standards VI - X

(inclusive) 1726 431
59535 1488

No special programmes appear to be provided for these puplls.
This 14 per cent falls far short of the minimum 23 per cent stated
by Biesheuvel (1952) to be required in the Republic.

The final total of intellectually gifted and talented pupils
must be considerably greater than 1488, for it has not been possible
to make even a rough estimate of how many talented pupil§ there
might be, when to be talented means to perform at the 95th percentile
or higher of their own peer group (nation wide) in the creative arts,
such as music, art, dramatics, the dance, etc, (Woolcock, 1961.)

Nor has it been possible to determine how many puplls there are with
creative thinking ability.
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Speclial and effective educatlionnl programmes for these students
cannat be provlided by the tucking in of an extra fold or two Into
the school curriculum, nor by cesual regular means, (Woolcock,
1881,) What Ls needed La m change in the entire intellectunl
climete, l.8. a change (rom the present standards of anti-intelleg-
tualism and organizaticn-man, and & realization that educacion ia
not independent of the more general soclal and cultural atmosphere,
{Getzels and Jackson, 1862.) Too often teachers Tavour convergent
or conforming puplils and fail te understand those who show crestl-
vity inm thelr thinking, i.e2. thoce who are divergent,

The President of the South Africen Council for Sclentific and
Industrial Hesearch, Dr. 5.M. Neude, is= guoted as referring to the
sombre fact that South Afrlca spends "not a brass farthing™ on
special educatlion lfor above-average children. *To me, as a
eclieni let, this seems to be an indirect but particularly effective
method of national suicide,® (Naude, 1962.)

The peed to include women in the pool of ability has been
discussed in thi=s section under the hesding "Education for girls®.

One Factor which must be kept in mind in deciding the pass
mark 1 the present shortage of skilled manpower, Present-day
condlitions may jJusatify the inclusion of more pupils who will faeil
in order to ensure that fewer pupils who will succeed will be
exeluded . On the other hand, it may be argued with equal justifi-
cation that the teaching of large numbers of puplls lacking the
abllity and qualities necessary for success in high achool may
place an undue burden on teaching staffs already strained to the
Limie, (8ee Appendix G, "Cut off scores.)

In the Transvaal the percentage of puplls in each abllity level
in the secondary school are:

A-208; B - 30K; C- 43%; D - 7%.

In‘tht D level are pupils who have an intelligence quot fent below
80 and are in speclal classes and/or schools,

6. In Natal puplils with an intelligence quotient of B4 and
below are in special classes or schools ,
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In Natal the ablility levels of puplils in schools sre sctuslly;
A - B62%; 0 - 30O%,

nog mention being made of puplls in special clesses and in speciml
schools. (Stander, 19632.) It should be remembered that in Natal
pupils are not promoted Crom the primary school on age. This

gould mean that many of the less glTted puplils leave school at the
and of the year In which they turn Tifteen and 80 do not reach the
sgcondary school. The percentage of less glfted children in secon-
dury schools In Notel could be slightly lower than that Iin the
Tronavasl because the latter Province has an age limlt In the prim-
ary school, and includes in the € stream puplls with an intelligence
quotient range of B0-A4 .,

Iu:.;r[

i, There is an increasing demand for highly tralned,
creative mindm.

11 There is a limited pool of ability from which to draw
auch minds,

111. Creative thinking ability cannot be equated with
Intelligence, and an intelligence gquotlient of 120 should be the
basis of further investigation with creative thinking measures.

iv, In Netil there are approximately 1488 pupils with an

intelligence quotient of 130 and above and 5955 pupile with an
intelligence quotlent of 120-129,

¥ The exact number of intellectually gifted and talented
puplls In Natal is not known, but it appears to exceed 1488,

¥il. A few additlional messures are not adequate to meet the
needs of this group of pupils,

¥il. An effective method of national sulcide is to neglegt
the above-average children,

¥viil. In Natal 628 of puplls are in the "A" ptream, while in
the Trensvaal there are 50% in the A and b levels together.
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Concluslons

1. wWith the limited numkter of persons wlth high ability,
and the increesing demand for traimed high ability, it seems that
gteps should be taken to make the best provislon possible for those
puplls with such high ablility.

11, No mpeciml provision is made In Natal for lts gifted

puplis.
Suggestions
i. Steps should be token Lo make the best provislon

posalble for those pupils who are intellectuaslly gifted, talented
and those who have creatlive thinking abillity.

i1 For such pupils an "A+" level (L.e, higher than and
differont from the present A stream), though of Litself Inadeguate
for mesting the needs of the gifted, should be introduced ms a
firet mtep.

Lil, Such puplls ahould be taught by superlor teachers.

iv. Teacher training should Include courses and practice
Iln teaching on different levels, especlally in one classroom, as
well a8 Iin teaching the intellectually Iirttd,.tllnntﬂd puplls and
those with creative thinking abllity.

12 INCREAS DEMANDS ON THE TEACHER

With the expansion of the three perimeters of teaching, viz,
the teacher, the pupil and the subject matter, have come new
concerns for the teacher., Modern practices aim at adapting
instruction Lo the total wide range of ability in almost every
classroom, (Morse, 1960.) Teachers have to attempt Lo Esaess
individual needs, abilities, ways of thinking and to make accurmte
observations . For this latter task, says Burt {19682) they should
be trained, They will also have to learn how to teach on two or
three different levels of each subject, sometimes in one clussroom,
It appears that too much is being asked of the teacher under present
conditions (Thomson and Jones, 1938) of greater knowledge required
from training, study of the whole child (Watson, 1938), individuali-
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zation of teaching, and large classes.

Teachers, too, are often regarded as pieces on the chess
board of the educational system, (National Union of Teachers,
1958a.)

If, in addition to an already overloaded programme, primary
and secondary principals and teachers are to do Jjustice to pupils
at the time of transfer, classes will need to be smaller, and addi-

tional clerical assistance will be necessary. (Fernig, 1956.)

With classes so large (see "Failure" in this section) too
much is being asked of many teachers; with the long years of
training and the great responsibility which rests on teachers, too
little is being paid to all teachers.

Summar
i. The perimeters of teaching are ever expanding.

ii. Under present conditions too much is being asked of
the teacher,

iii. The fact that teachers are human beings 1s sometimes
overlooked.

ivi The added demands of differentiation and all that it

involves necessitates some lightening of the teacherfs task in
some direction,

V. With need for better training and more responsibility
teachers deserve higher pay.

Conclusions

i. More and more is required of teachers, not only in
training, knowledge and skill but also in expenditure of physical

energy. Money, alone, cannot compensate for these added demands.

11 & Individualization of teaching is impossible where
classes are too large,



168,

Suggestions

1. one of the first considerations of any cducational
aystem mhould be the mental health of the teachers for on it
depends the happiness of the children whom they teach.

11. To those Leachers who are particularly invelved in
the mllocation of Standard VI and VII pupils to groups and streams
apecinl assistance should be given.

{11, The number of puplls per teacher should be reduced.

1v . The salarles of teachers should be increased.

A3. RESEARCH

If a system of education is to be dynamic there is need for
all educational institutions to be reacarch-minded. [da Villierm
report, 18948.) In 1948 the Natlonal Foundation for Educatlionaml
Regegrch in England and Wales was established by teachers to assist
in co—ordinating inquiries and to undertake research of Lts own,
Those who participated in thils organlzatlon felt that the whole
movement deserved to be widely extended, (Schonell, 1047,) The
Transvaal Education Department has established its own rescarch
bureau . As long age as 1952 the Superintendent-General of Educa-
tion for the Cape Province expressed bthe need for such a bureau
for Cape education, [Cape Province, Educatlion Dept., L853.)
One of the functions of such & buresu would be to keep teachers
up to date in research and developments in educatlion.

Burt [1947) suggests that the local authorlities should be
free Lo experiment with different modes of school organizacion
and school allocatlion according to the requiresents of thelir own
particular districts,

Summsar
L, Dynamic education without research 1s an impossibility.

1i. The need for research and experiment has been felt and
expressed in vorlous educational systems,
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Conclusions

Co-ordingtion of research findings and inquiry of its own is

essential to any educational system.,

Suggestions
i. A bureau for research and educational measurement

(Kotzee, 1956; Schonell, 1942} should be established to meet the
needs of this Province.

ii. Such a bureau should function within the Faculty of
Education of the University of Natal.

1iii. It should share expenses and projects with the Natal
Education Department to the benefit of both,

iv. There should be investigation and small scale experi-
ments, especially in connection with selection and streaming in
secondary schools,

V. Opportunities for research and study, within and
outside the school, should be afforded to teachers,

vi. Teachers should be encouraged and assisted to broaden
their educational horizons.
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2. COMMENTS. SECTION D, CHAPTER I1

1. The age at which a pupll moves to sacondary educatlon in

each country is:

England t lls years of age.
Scotland t 12% years of age.
Morway t 134 - 144 years of age.
Cencral African Federation ; 13+ years of age.
Transvaal 1 13+« ymars of age.
Orange Freon State i 14 Yyears of age.

Cape Province t 12% (168) years of age.
Sweden t 12% venrs of age.

11. Among those countries in which nge 18 one of the lactors
which determine promotion te the pecondary school the Transvaml
provides adjustmént classesn, Lhe Caps and Orange Free State both
have an exploratory year, the Central African Federation has two
observatlonal years, while Scotland stresses the need to combat
retardation as never before. (Great Britain. Scottimh Education
Dept., 1855,)

iii: In her reconstruction plan, Holland is considering a
bridge or "brug"™ year., The Central African Federatiom which has
melti-lateral schools, or echools on the way to becomlng comprebhen—
sive schools, has a time of adjustment or exploratiom. In the four
provinces of the Republic which cannot have comprehensive schools
(see introduction to this chapter] but which provlJe, more or leas,
one course for those who wish to sttend a enlverslty, and another
course for those who will not proceed to university, the first year
In the =econdary school ils one of odjustesent or exploration, The
Transvazl has six months for exploration. England, Scotland,
Norway and Sweden have no such year of exploration.

Iv. Those countries which have a large number of different
kinds of secondary schools, e.g. England and Holland, are most
concerned with selection of puplls to a limited number of places
in these schools and have tried many methods of selection, In
those areas in the Central African Federation where the technlcal
high school is a separate school and the number of places in It is
limited, there is selectlon of the more intelligent boys.
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¥, All the saystems studied, except Natal, include an
intelligence test ms one of the methods of selection, Sweden

gﬂll not select in 1ts comprehcnsive system,
¥i. Standardlized scholastie Lests are used Iin selection by
sll countries except the Transvazl and Natsl.

vil. An examination at the end of the primary period is
used in England, Holland, Scotland, Norway and the Cape Province.

will, Wishes of the parents are paramocunt In the Transvaal,
the Cape Province and the Central African Federationjy they are
consldered Ln Norway and Inm the Orange Fres Stnte, In England
and Scotland parents have the right of appeal to the Secretary of
State whose declsion is final, while in Natml the parents may
appeal to the lnapegtor,

1x. Puplls' wishes are considered in the Orange Free State,
the Central African Federation and in Norway, while In Sweden the
pupils themselves choose thelr courses,

3. CONCLUSIONS. SECTION D, CHA

1 There is a marked effort in all the systems studled,
with the exception of Natal, to ensure that all puplls experience
at least some secondary schooling. Except Lln Natal, no pupll of
over fourteen and & half years of age remsins In the primary
school . Even In the Cape Province this is usually the case,
although the regulation there ils that no pupll of over mixteean
¥ears of age should be In the primary school.

ii. When transfer tukes place on age, some provislion Le
necessary for the adjustment of retarded and backwspd puplls .

This provision is specifically mentioned in the Central African
Federstion

iii, Many systems of education are actively involved Iim the
prevention of retardation and backwardness.

iv. Some countries (and here for the sake af brevity the
Provinces of the Republic are included in the term Foountries™)
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are trying to postpone selection until there has been a "try-out"

experience in the secondary school.

V.

Where different kinds of secondary education are provided

in separate schools, and there is preference for and shortage of

places in the traditional grammar/academic school, selection is

highly competitive,

Thls competitive selection 1s also apparent

in regard to entry to the two technical high schools of the Central

African Federation.

vi.

celly accurate methods of selection,

vii.

in many selection programmes.

viii. Many countries find the
especially those in English and in

ix.
placed on the primary school,

The burden of selection

Ks The people most vitally
selection are those who are seldom
the pupils.
after it has taken place and their
This is not the case in Scotl 4

sulted before the placing of their

xi. The parents' wishes are

countries studied.

x1i.
boys.

xiii., Selection proced..

various combinations.
xiv.

XVv.

Competitive selection emphasizes the need for statisti-

1.e. marks are stressed,

The intelligence test still seems to hold pride of place

standardized attainment tests,

arithmetic, useful.

is still, in many instances,

concerned in the outcome of

consulted, i.e. the parents and

Usually the parents are informed of the selection

child has been placed in a stream.

where the parents have to be con-

child in a specific course.

paramount in three of the ten

Some technical high schools select the more intelligent

s, methods and techniques are used in

Some countries still rely on one old-type examination.

Norway is the only country which includes a separate

test in a language which is not the home language of the pupil.
In Natal the second language is included in the aggregate which the
pupil has to obtain in the selection examination at the end of

Standard VI.
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xwl. The comprehensive school obviates the need Tor selection
to Lhe secondary school,
xvil, Comprehensive schools facillitate allocation of pupiles to

courses or streams.

In the following chapter a full description of these methods,
procedures and techniques of selection is given, the value of each
ls assessed and suggestlions regarding selection in Natal schools
are made.
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CHAPTER III
METHODS , PROCEDURES AND TECHNIQUES OF SELECTION

If our alm is to bulld frees lndividuals capable of indepen=
dent mnction based on the highest values human life knows,
then our strategy of guldance and education must certalnly
be one which seeks constantly to ald individuals in self-
knowledge and direction; and this cannot be done by experts
consulting test scores only and exercising strong influe=nce
on individusl scores nt strategic points of decision.

R.H. Mathewson
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In thi= chapter will be found a critical analysls of the
methods, procedures and/or techniques which are being used for
selection or allocation of puplls for the purpose of placing them
in streamg in secondary schools. The conclusions which have been
arrived at s a result of this analysis and conseguent suggestions
are &lso given.

TOM

Every day of our lives each of us is assessing the abllitles
and chearacter tralts of every other person, and in the classroom
the measurement of attalmnment, percentages, marks, tests, exami-
nations, and "pass or fall' form part of the educational system,
{vernon, 1860.) Examinations have, In fact, for so long been
part of the stock-in=-trande of the teacher, that thelr limitations
ténd, at timem, to he overlooked, so that the value of thelr
varlous forms in the selection of pupils Tor the secondary schools
and/or streams in the schools needs to be assessed.

t.  Dld-type examinations

The phrase "old=-type" is used to distingulshk these tests from
the so=-called "new=type®™ of tests. Because the latter were "new"
ad long ago as the firet two decades of this century, however,
they are now more frequently known s "objective™ or "standardized®
tests. DOld-type tests or examinations are subjective, l.e. they
are dependent on the personal decision of the marker who sets the
gquestions and asscsses Lhe answers In the Cest, They are not
standardized, L.,e8. their relotive degree of success or fallure
has not Beén determined on large szoaples of like puplls in the

testing of whoam there has been uniformity of procedure. (Anastasi,
1984.)

AS% a result of the movement in the nineteerth century of the
sclentific study of education, and of the theories of learning
developed by Thorndike, the pld-type of examination was challenged
in regard to the subjectivity of its marking and criticlized
because It sampled S0 narrow a renge of ability, (Vernen, 1957a.)
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As early os LBBE-1EG0 attentlon had been drawn by Edgeworth
and Bryant to errors which were due to the ldlosyncracles of
examiners and thelir limitations in mensing differing degrees of
merit, In 1BG7 Rice, in American, was interested In the differen-
ces Iin examination resultm from differeant schoolw. (Rice, 1012.)
In the early 1900's Dearborn wrote of the variability in the
range of marks given by different instructors in the same class
and by different examiners within the same school mystem,

{(Vernon, 1857a.)

In 1828 van Veen and Kohnatamn volced their criticlsm of the
"gld-type" (ouderwetsche) of éxamination because it asseased
nelther school progress nor the aptlitude of school pupils.

{van Veen and Kohnstamm, 1828,) The use in tests, which would
carry welght bevond the conlines of one achool, of uncontrolled
questions in reading, long examples in mathematics, and eRsay-
type responses in Engliseh which are characteristic of the subjec=
tive and uncritical examining of three decades ago was deprecated
by Fleming in 1946, beocause such a practice leads to unreliability
of marking and subjectivity of educational standards, (Fleming,
1546.,) McIntosh (1959, p. 154) writes:
Educational research has revealed fhe fallibility of

examination marks too oftern Tor such & procedure
(l.2. a single mark scored in an examination used as a selection
procedure)

to be sllowed to pass unchallenged, although 2 child-like

faith in 50 per cent as &an examination pass mark is still
held by many examiners.,

11. Essay-type examinations

As one of the "old-type™ exeminations, the essay-type of
examination was included in the criticism made by the developing
sclence of statistics and the application of sclentilic methods
to educatlon. Professor Vernon (195Ta) gives & brielf but sde-
quate survey of the rescarch on the marking of essays. Fifty
years ango Starch and Elllott (1912-1913) showed the unreliability

of essay marks, This unreliability Ls obvious in the following
results from thelr research;
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TABLE ©

Discrepuncies in Marking of Examination Papers

Wo. of teachers
Range of Frobable
who marked sach Mdn .
pa pir Merks Error
Eng. (lst paper) 142 4 - 98 BE .2 4.0
Eng. (2nd paper) 143 50 - 98 B0.2 4.8

(Vernon, L05Ta, p. 115.)

In Boyd"s research in 1034, 26 easays were selected by 40
teachers as represéntative of all grades of attainment from several
thousand composltlons and were marked by 271 experienced teachers.
Nireteen of the twenty-six essays recelved every mark, or every
mark but one.

In 164] Hartog found that when eight examiners marked one
hundred essays by allocating marks under various cacegories there
was marked lack of agrecment on every category, including the
category called "senae.

Wiseman (1548) reported s study im which it was found that
when four independent markers useéd & géneral impression marking,
and the aggregate mark woas adopted ns the finel score, correlations
as high as O.046 and 0.0910 were obtanined,

The degree of stability of performance of the same candidates
from one perforsance to the next was Ilnvestigeted by Hudelson
(1923). His findings produced evidence of a nature comparable
with the evidence of the reésearch of Finlayson in 1851 and Vernon
and Millican (1654) which was that there is & tendency to greater
variantions among pupils st different topics than between markers
marking the same essay tople. In the light of the evidence which
they reported, Yates and Pidgeon (1857) found that the use of a
fingle essay as part of the main examination for mll candidates
does not appear to be justiflable,

Vernon concludes that it 1s feasible for the essay to he
included in selection examinations, but that I a reliability
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closely comparable to that of objective tests is to be achieved,
it im desirable to have 8 minimum of three sssays, each marked by
three markirs. (Vernon, 1957a.) He pointe out that the Moray
House objectlive Englisl test is & slightly better overall predie-
tor of Engliah than Is the essay, but that there is still some
disagreement mamong psychologists who favour, or oppose, the re-
introduction of the #ssay inlo selection examlnations.,

McClelland (1942) found that & carefully set and corrected
examination ia the best basis for the prediction of & pupil's
success In the secondary school. It should be noted that the
whole of this examinstion was set and marked by one expeérlenced
examiner, (Vernon, 1857m.)

Il emphasis 18 lald on the reliability and valldity of
assesament, objeéective tests will tend to be mdopted as in the
United Scates of Amerlca. If prime importence Ll attached to
the development in candidates of the facility in synthesis which
lg required for enawering the essay—type of questlon, attention
mugt be devoited to the examiners' methods of sssesament ., (Perech,
1953.)

Yernon (1960) remarks on the care which Is glven In America
Lo the development of sclentific Torms of examinstions, and con-
trasts the "conservative' reliance in Britaln on essay examinations
the weaknesses of whleh are notorious.

ili. Oral examinations

Experiments during the last ten years have shown that oral
teats possess good reliability and yleld promising correlations
wilth later success, These are oral tests of a specisl objective
t¥ype in which children give written as well as verbal, answera.,
Not only are the questions carefully prepared but the answers
Are tabulated and assessed, This oral examinatlion has developed
from the interview, (Vernon, 1957a.)

iv. Entrance examinations

This kind of examination can consist of elther old=type ar
objective teats and the remarks made in regard to each are Lthen
relevant to the specific part of this kind of exsmingtion.,
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Idenburg (1080) points out that such an examination heas an

undesirable "backwash" effect on the work of the primary school,
which then tends to plan its programme to meet the requirements

of the examination., Kandel [(1955) and Watts, Pidgeon and Yates
(1852) stress the fact that puplils should not be assessad on the
basis of a single examination performance, even where the examl-

nation is supplemented Iin other waynm.

Sumsmnr

L Qld-type examinations

Where sclentific quantitative universal compsrisons
are required, these examinations have no place;
(Burt, 1821,)

the marking is subjectivej

standards varyj

results cannot be compared from teacher to teacher,
or from school to schoolj

their results are usually expressed as raw scoresj
they are unreliable §

thelr validity hes not been determined .
McClelland found that am éxamination carefully set

and marked by one examiner is the best basls flor
predletion,

11. Essay-type examinations

fla

b.

Detailed and exhaustive research has revealed the
inadvisability of using examinations of this kind
for selection or allocation programmes,

If, however, three exzminers each mark three ESEAYE
for the pupil, there is high reliability.

411. Oral examinatlions

Objective oral examinatlons possess good rellsbility,

although a test ir which answers may be written is hardly an
"oral exsmination™.
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iv. Entrance examinations

If these are of the type which includes (1) and (11}, the same
criticisms apply. In eddition they may have a detrimental effect
on the work of the primary school. & pupil's abilities should not
be estimated on the basls of one examination only.

Concluslong

i. Old-type examinatlons have Loo many weaknegses for thelr
inclusion in B selection programme. If they are to be used,
however, "they should be constructed by persons with experience of
pe¥chometrlie technigques, tried out beforehend;, and properly stan=
dardized on the test populetion," (Vermon, 195¥a, pa 175.)

1i, If anm esgay 1= included in the seléctlon examination at
the yvery least gll the essays should be marked by one examiner,
It is far better to have three eéssays for each person marked by
three different examiners.

iii, Objective oral exsminations may be useful in border-gone

CARSEN .

iv. Entrance examlnations written in the primery school are
subject to all the limitations of (1) and (1i}; 4in additiom they
may adversely alffect the teaching in the school,

Suggestions

i. Unless the precautions which heve been suggested by Yernon
and are mentioned in the first conclusion are observed, old-type
examination results should not be used for selection or allocation
of puplls €3 groups, ELreams or COUrsSes,

11. Essay marks may be included in suca a programme il these
are obtalned from the results of three easayvs Tor each pupll and all
the essays of all the puplls are marked by three examiners.

1ii, An objective oral examination may be useful in borderline
cases,
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i T. TESTE. 1 LIGENCE. 1i SCH

In n standardized test situstion, the single ilndependent vari-
able is the individual being tested. (Anastasi, 1954.) There
must be uniformity of procedure, including lnetructlons, pace,
environment, snd meny other subtle factors such as tone of volce
and attitude of tester; there must be absence of interference by
noise, interruption and the presence ol persons other than the
tesLer, In sddition, apparatus and scoring must be (ixed s0 that
precisely the same test can be given at different times and places,

Stundardized tests are also objective tests, A test 1= Tully
objective iT every observer or Judge seeing & performance arrives
at precissly the same report; the subject selects the best of
alternative answers (sultiple=cholee, or true-ralse) which all
scorers can mark with a scoring key and agree perfectly on the
result ., (Cronbach, 1848.)

When it is realized that 1t takea three years to produce an
oblective test such as & "Moray House™ scholastic test, it should
nlso be reallzed that this kimd of test should vsually work better
than conventional school examinations,

Use of scholastic teats enables comparisons to be made between
resulis of different pupils, marks given by different teachers, and
reaults obtained from different schools. They provide a common
currency (Burt, 1921) for schools and an immedlate, quantitative
objective exactitude.

i. Intelligence tests

a. Development, Although the history of mental tests
goes ns Tar back as 1706, the origin of the intelligence test is
asAocinted with the name of Binet, who, in 1904, was esked by the
Farles school officiales to distingulsh the genuilnely dull. (Cronbach,
1948,) The Binet tests, as well Bs all their revislons, are indiyi-
dual Bcales which call for a highly tralned examiner.

Group testing was first developed by Burt in 1811 (Stellwag,
1955) to meet the need to classify school pupils. It received
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stimulus when a milllon and a half recrults had to be clasalflied
for the United States army in 1017,

During the 1920's the testing movement underwent a trémendous
spurt of growth, and new kinde of Ltests weare developed, so that In
addition to the predominantly verbal ressoning tests, sometimes
known as paper-and-pencil tests, performance and non-language
tests were used. In the rush of gatherlng scores and drawing
practical conclusions therefrom it was often forgotten Lhat the
tests were still very crude instruments; often the only thing
expected of many of them was that they should have a high correla-
tion with the ®"Binet®, (Biesheuvel , 1853.) With the failure of
the tests to meet unwarranted expectmatlons, meapticism and hostli-
lity toward all testing often resul ted. (Anastasl, 1954,)

The orlginal teats weérs salected because "ad the statistical
evidence showed, out of the whaole rangeé of cognitive abllities
they furnished the highest correlations with the genersl cognitive
factor," (Burt, 19682, p. 20.) The term 'intelligence' "was orig-
inally adopted a8 a convenlent sharthand name for a well-defined
concept, namely, Lnborn, general, cognitive capacity."” (lbid.)
The present generation of paychologists now generally employs the
term 'intelligence' to deslgnate either present &fficiency, or
some deflnite test measurenentcs, This change of measuring has
resulted, not unnaturally, In a considerable confusion in the popu-
lar milnd, so that “"there s such to be sald for eliminating the
word altogether from psychological discussion."” (Burt, 1962, p. 1T7.)

Kot only i& there divergence of meaning of the term "intelli-
gence’ between the psychologists of the early 1900"s and the present
time, but there is divergence of opinion on psychologlical tralts of
the hulqg being. Anglo-American psychologists have s tendency
to belleve that personality can be divided into various elements,
which are capable of measureéement; the conmtinental paychologlsts,

on the other hand, try Lo see personality as a whole, (Mackinnon,
lo44,.)

The assumptions on which the practice of inmtelligence testing
was bascd have been disturbed by the refined analytic technigues
now avallesble (Blesheuvel, 1852) and it has gradually come to be
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recognized that, although intelligence tests were originally
designed to estimate the individual's 'genersl intellectusl level®,
most of them were guite limited, and the term '"intelligence test'
was 8 miznomer. It is becoming more general practice to desig-
nate those testa which during the 1920's would have been called
"Intelligence tests' by some ters such as "scholastic aptitude
teats® (ibid.) and/or *general classiflication and screening tests',
{Anastasl, 1054.)

Yernon (1957a, p- 173) statesy *It would be preferable to
abandon the terms 'intelligence test' and *I.Q." im 11+ selection,
and to substitute, e,g, "general educablility' or "academic (or
other} aptitude’ temtm,”

Kot to add to the complexity of the problem by, perhaps,
erronecus reformulatlon becausa of divergent wuse of words, it has
been deemed wiaer to introduce frequent quotation Iln thise sectlon,

b. JIntelligence tests and the meagurement of innate

capacity. Binet himself never considered that his tests measured
innate capeclity alone, (Burc, 1821,) The M.A. "1ls also an index,

largely though not perhaps mainly, of the mass of scholastlie infor=
matlon and akilll which, Iin wirtue of attendance more or less
regular, by dipt of instructlon more or less effective, he (the
pupll) has progressively accumulated In school.” (ibld., p. 104.)

In 1947 Mursell wrote that the results of mental measuresent
cannot be isolated from the total circumstamnces of life that
surround and affect the persons tésted, and invariably reflect them.
Fleming (1658) says that within li its set by erganic inheritance
the educational response of pupils is related less to bilologlcal
maturing than to thelr educational enviromment and circumstance
and to their own historically-conditioned responses to that
envirenment and circumstance, while Cronbach (1948), has pointed
out that no tést can measure anything but "here-and-now' .

McIntosh (19850) says that the centre of the sterm of contro-
varsy which has raged round selection has béen the Intelligence
Teat, This has been largely because it has been assumed thst this
test meéasures only "innate capacity™, and a low intelligence quo—
tient, therefore, hurts one's ego and reflects discredit on one's
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ancestry, so that one's emotions become involved.

Q. onstanc I intelligence otlenta. It 1B ceene
unfertunate that educators have been mllowed to galn a somewhat
exnggerated notion of the degree of stability of the I.0."
(Vernon, 1857a, p. 104.)

One of the reasons why the ilntelligence quotient ham remalned
relatively stable Lin the majority of cases is that the general
psychological environment in oneé conventlonsl school doss not
differ enormously Trom that of another conventiomal school.

The intellectual level that a ehild "reaches st any mge ia
affected conslderably by the kind and amount of intellectunl
stimulation that the environment has provided up to that age,

This level 18 falrly stableé under normal conditlons of upbringing.”
(Vernon, 1940, p. 156.)

Research on variastion of Intelligence quotients on retesting
listed by Bleaheuvel (19852) reveals significant results:

LE 10

Varintion of Intell uptients on Retestin
Year Investigator 1 Range of variation
1819 Termsan 10 or more poince
1926 Hildreth Occasionally over &0
1930 Brown Sometimes over 30
1938 NerlfT Never less than 20 points
1844 Melntosh 10, ® and 12 points




la4,

In 1540 Anderson found that correlation betwean the tasts for

fifteenth and sixtaesnth years was .001,
seventh and eighth years was .738,
sevanth and sixtesnth years was .5832.

Blesheuvel states that s particular intelligence quotlient at
age seven years stocd for somethimg rather different from what the
intelligence guotient st age sixteen years indicated, and that what
was being measured gradumlly changed its character with time. (1bld,)

The tests of intelligence are often not strictly comparable at
differont nge levels and are, in any Case, subject to arrors of
MERBUTEMENT . Thia, too, would contribute to the Instabllicty of
the intelligence quotlent. (Super, 1949.)

Change ln the intelligence gquotient of a ¢hild can take place.
Inhelder (1856, p. 92) states: "The I.0. of 7O can In certaln
endsEd mask elther a normal process unfolding slowly or a pathale-
gleal process tending towards an early halt."

It is outslde the scope of this work to discuss causes of change
or methods of Improving the Intelligence guotlent. Because it has
bBearing on the suggestions made in Part I, Chapter II, Section C,
however, the work of Dr. P.H. Boshoff should be mentioned, {Letter
to me, 12/1/62. See Appendix €.) In hir letter Dr, Bosholff, one
of the leading ophthalmic surgeons of thils country, describes
treatment of three mentally defective children and one severely
retarded chlld for allergic conditiona of the syes. The mentally
defective puplls "miust have had oedema of the braln of allergla
origin® and they responded so well té Lhe treatment that emch sub-
sequently has had a morsal school career, The pupil who had been
peverely retarded had reached Standard X when the leiter was written,

The intelligence quotient Is, howavar,

Fufficiently stable to make possible wseful predictions in the
majority of cases over the perled of primary or of secondary
schooling. Yet it is slso likely to fluctumte so widely in »
minority that rigid segregation or streaming by I.Q0. would be
quite onjustified, (Vernon, 1957a, p. 104.)
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d. Intellligen education ttalnment ,

There is no hard and fast distinction between Intelligence and
educational sttainments or acquired information ... Actually
there is always a very close correspondence between intelligence
test scores and all-round educational standing (though less close
with marks in any particular subject). (Vermon, 1957a, p. 107.)

Almost 30 years ago Kohnstams put forward the view “dat de
intelligentie het best becordeeld kan worden op grond van opgaven

waar zlj ex offlclio ingeschakeld wordt en dat is o.a. het dood-
gewone schoolwerk."™ (Stellwag, 1055, p. 160.)

Between intelligence rteést scores and school achievement there
iz a marked positive relationship (Mursell, 1847}, while many of
Binet's tests are tests of school attalnment. {Burt, 1821.)

Btellwag (1955) writes:

De intelligentie-groep-en-schooltests verschillen ndch In vora
noch in Lnhoud zodanig, dat ze sls twee verschillende cate-
gorieen kunnen worden beschouwd. (p. 194,)

Men zou dum met goed recht kunnén zeggen dat de intelllgen-
tietest ook een achievement-test is, dus een schoolvorder-
ingentest met een bijzonder karakter, (ibid,, p. 142.)

A better way of looking at Intelligence and attalnments is
to say that the former refers to the more general gqualities
of thinking - comprehension, leével of concept development,
reasoning and grasping relstions - qualitlieées which seem to be
acquired largely in the course of normal development withoot
epecific tultion; wheream the latter refer sore to knowledge
and ekilla which are directly trained, and whose acquisition
and retentlon depend more on the person's interéests and on
hiis personality trolts such as industriousnecss, There ls
nog sharp dividing lina béatwaan them, (Vernon, 1940, p. 157.)

The difference between intelligence and sttainment tests is one
of emphasis rather than of purpose, bLhe intelligence test covering
a wide range of behaviour, the sttalnment test being restricted to

cover behaviour that has resulted from specific teaching in o
apecific subject, {Garrett, LOS8.)

If an intelligence test im intended as & measure of aptitude for
learning (l.e. scholastic aptitude Iin a general academic course of
education) then the test must cover & "wide range of behaviour, and
employlng verbal, numerical and perhaps abstract ressoning ltems,"
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(ridgeon, 1981, p. 90.) It would be wore appropriste to call
such a test a "scholastlic aptitude test®. (1bld.)

Varnor (19057a, p. 99) says that "different mental tests, with
varied form and content, do measure somewhnt diffsrent factoras
over and above 'g' and their separste "s's'or specific elements.®
He points out that no one should expect to be able to tell by
merely looking at & test what abilitles It involves, mors parti-
gularly when such a test has been constructed for examining the
mentalltieas of childrean.,

L nvironmental 1 e McIntosh (1959, p. lOl)
atates that the standardlzed group intelligence Lest was developed
"largely by Sir Godfrey Thomson with the express purpose of giving
every child an egqual educational epportunity."™ The alm of this
test was "to discount the advantages of a large school with indivi-
dual sttention and speciasl coaching and to devise a selection
procedure which gave equal, or almost equal, chances Lo AR URApPrE-
pared candidate.* (Vermon, 1957a, p. 23.) "These paychological
tests (avour the gifted boy with poor advantages, rather than the
rich boy with glfted tutors, and are therefore essentially a
democratic method of selection.® (Thomson, 1821.)

Vernon (1940, p. 158) states that -

even though we must admit that ilntelligence and I.Q. are only
partly innately determined, it is stil]l true that they give
better Ilndicatlions of capacity for acquiring further education
than do present attalnments alone. Intelligence tests are
more falr to children from remote rural schools and others
whose schooling has been affected, e,g. by sbsences, and to

children of AInferior background; slthough all theéese factors
themselves do have adverse effects on the I.Q.

Ressarch has shown that those pupils who have relatively low
attalnment are usually handiceapped by poor home, and/or poor
school environments (including ineffective teaching), poor physi-
€¢al health or emotional malsdjustment or a combination of one or
more of these. (Burt, 1937a; Schonell, 1942.) (See "Pupils’
background" In this chapter.)

These three statements reflect the trend from ECceptance of
the almost exclusive Influence of heredity to the theory which
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prevails at present, namely that factors, both in the home and the
achool, affect the Intellligence which intelligence tests attempt
Lo measure. {(Schmide, 10807 Vernon, 1887b.)

The effects of heredity and environment are so lnextricably
incertwined that thelr relationship 18 not regarded as being
"glther==or" but rather an interaction which Is more that of
multiplication than addition. The Individual's characteristics
are thus regarded more et o product than o sum because & slight
variation in environment interasctlng with o slight varlatlion In
heredity can result In a very considerable difference In the
characterlatlic concerned.

Anastasi Llusu} depcribes, among others, the study carried
out by Husén Ln 1951 on 722 young men, ‘The scores on intelli-
gence tests of these meén were compureéd with thelr scores obtained
Len years earlier while they were in the primary school . It wan
found that those men who had had least education showed a loss of
intelligence quotient while those with more education showed a
gain of intellligence quotient, the galn being greatest in the
group with the most educacion. A longer period of education was
assoclated with increasing intelligence gquotients.

In an analysis of the same data Husen (1950) also found that
the total amopunt of education showed a correlstion of .81 with
the initial test score end .80 with the final test score. This
higher correlation of the second coefficient is further evidence
of the direct effect of further education wpon intelligence test
ECOTES

Remphal (1961) reviews other research whileh, too, provides
evidence that the amount of schoollng has & Favoursble effect on
mental growth, That this should be so is obvious in the statement
by Bindra (1956) to which reference is msde In this chapter in the
section "Educatlional opportunity®, i.e. the brain has to be con-

stantly bombarded by sensory stimulation if it is to develop
noreally.

It may be that some subtle qualities of the classroom climate
and the teacher's personality contribute as much to the intelli-
gence of primary and secondary puplils as do the particular copics
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which are taught or the techniques of teaching. It may be that
these subtle gualities contribute even more than do the toplcs and

techniques Iin the classroom. (Vernon, 1958,)

r. Interpretation lts It would aeem that the
more closely the content of the intelligence tesat approaches thea
content of subjects taught im school the less likely is the intel-
ligence test to be fairer to children from remote rural schools
end those whose schooling has been affected by thelr absences from
school and inferiority of background, such falrness, Vernon (1840)
sa¥8, beilng the advantage of an intelligence test.

If these tests (I.Q. tests) are regarded as tests of academic
aptitude, or ability to profit from an academic type of educa-
tlon, then the usefulnéess of the test score 1s not lepsened
although the criticism (i.e. the tests are not reliable tests

of Innate intelligence in that the ability to work them is
affected by education and environment generally) has less point,

(Lovell, 1958, p. 48.)

An intelligence test score, however, no more sstimates BaxXimis
potential than does an attainment test score, {Pidgeon, 1981b.)
Intelligence tests do not yleld measures of capacity; they do not
and cannot indicate the true limits of performance Iin mctual
attaimment (ibid.), and there is no justificstion for the argument
that a more fundamental measure of potentiality is provided by
mental age than by other kinds of asséssment. (Vernon, 1980.)

A score on an "intelligence' test could be regarded, but only

with due caution, as indicating the average level of performance

in the wider area of intelligent behaviour covered by the teast)
and being an average LU cannot ‘ndicate the score to be EXpeEg—

IzgltT ;234;2;:1r1c (atrainmen test in that ares, (Pidgeon,
"The standard error of measurement should always be very resl

to the test interpreter. An I.Q. of 80 should always slgnify to

the teacher "I.(). somewhere between B0 and 100" .* (Thorndike and
Hagen, 1955, p. 239.) In addition, data furnished by tests should

always be supplemented by information galned by systematic obser-

vation; and for this task teachers will need to be trained.
(Burt, 1954; 1962.)

It may seem to be a legitimate
account that if "intelligence"'
for measuring "educable capacit

conclusion from the above

Lests are not of any value
¥' they have no use at all,



To anyone accustomed to the "eapacity' theory of lntlllllen:n'nnd
who has attempted Lo use the differsnce between 'Lnt:lligfn:e

and attainment test scores to reveal the 'under-achlevers” such &
conelusion may appear lnevitable, Certainly it Ls the present
writers (sic) opinion that it is better to abandon completely the
use of such tests rather than to use them in the wrong way. Far
better that attempts should be made to discover the difflcultles

of all mon-reagers and to explore every possibillty of teaching
them to read without recourse to 'intelligence' tasting, than té
abandon all efforts for soeme of them becasuse they apparently
reveal an innate dullness by obtaining very low scorés on
"intalligence' teatsa. (Pidgeon, 1968lb., p. 40.) ( Further
reference Lo this subject 1s made In "Reécord cards" in this
sectlion.)

The belisl that scores on "intelligence’ tegts can Indicate
the level of performance td be Expecteéd In attalnments may well
have the effect of keeping the attalnménts of some below what they
could be; ance 2 child 18 Tound to be woarking according to capacliy
there fs o danger Lhat no further efforts will be made Lo lmprove
hi=z attslnmeénts, whereas all children should be tmught to act and

think intelligently im all situations, in or out of sckeol.

B+ Test content, Pictorial material can be employed
Lo measure verbal comprehension. (Vernan, 1860.,) In addition,
individuals may employ dirferent methods for performing the same
task, €.g. & problem involving spatial contents (geometric lorma)
may be solved by some subjects through spatial visuallzscion and
by others through verbal réssoning. Eradway amd Thompson [1867)
feund that verbal items predict both verbal and performance
edult abllicy better than do non-verbal iltems.

Fictorianl performancé &r abstradt non-verbal temts with no
¥-tontent - while excellent for experimental research purposes
where it is desired to isolate a man-verbal g-Tacter - are of
relactively little educational or vocational value, However, there
ls some evidence that non-verbal group Lests may be rather more
predictive of abilicy In technical and sclentific subjects at the
secandary stage cthan are varbal tests. It is partlcularly unwise
to use them as a criterion of educational potentimlity. (Vernon,

19860.) Thelr use for scholastic purposes should be avolded.
(Vernon, 1866.)

Non-verbal tests, consisting of problems based on pletures,
abstract diagrams or concrete {performence) materlal are falrer
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to the verbally handicapped but cannot be comsidered as giving a
truer measure of inmnate ability. (Vernon, 1940.)

An individusl's performance on different parts of such m
test (1.8. an intelligence test) often showed marked variatlion.
wss 'Test users, and especially clinicians, freguently utilized
such Intercomparisons in order to obtain more insight into the
individunl's pavchological make-up. Thus not only the "IgQ",
or other total score, but also scores on subtésts would be
examined in the evaluation of the individual case, Such &
practice is not to ve generally recommended, however, since
intelligence tests were not designed for the purpose of
differentinl aptitude enalysis. (Anastasi, 1954, p. 14.)

h., Tests of dirferent abilities. If intra-individual
comperisons are to be made, testp are needed which are specially
deslgned te reveal differences in performance in varlous functlons,

The more recent development in testing is the designing of differ=
ential aptitude tests, €.Z. verbal reasoning, numerical abllity,
abatract reasoning, space relations,; mechanical reasoning, clerical
speed and accuracy, language usage. (1bid.)

It 1s still a very difficult problem to differentiate abili-
ties along different lines by means of objective tests, (Vernon,
1960.)

There is very little evidence that tests of these alleged
components (Gullford (1956) claims to have broken down
intellectus]l capacity into over Torty Tactors) of high-grade
intelligence do link up with abllities for different college
COUrses Oor careers any better than Jdo general scholastlc
..[ltj.'-lld! LESLSE . -Il.h.'l.-ﬂ.., F- :'1'4.}

(For further discessiomn of facter analysis see Anastasi, 1084;

Burt, 19%62; Cronbach, 1949, Guilford, 1962:;: Vernon, 1960.)

1. Creative thinking abilities. The work of Getzels
and Jackson (1962) and of Torrance (1962) who adopted some of Guil-
ford's measures demonstrated that the creative thinking abilities
are apparently as important as those measured by traditional

measures of intelligence in educational achievement,

Torrance (1962) shows that, on the population on which he and
his associstes are working, i.e. seven educational Eroups ranging
from Grade I to Graduate class, they would miss about 67 PeEr cent
of the upper 20 per cent on creative thinking, Lf they were to rely
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upon the traditional messures of intellectual promise,

Investigators have been insisting for years, to little or no
aveil, that tests of c¢reative thinking should be used together
with traditional measures of intelligence te identify and gulde
the development of intellectually talented individuale.

To discover “gifted pupils", 1.e. not only those who are
intellectually gifted, but those who are "talented", it 1s neces-
sary to select all pupils on a brosd basis, l.e. intelligence
quotient of 120 and over, then to refine the selsction by using
tests of the creative thinking abilities. (ibid,) The intelli-
gence gquotient ahould be determined by the use of an individual
test. (Woclcock, 1961.)

J. Future of tests, Burt [(1921) has sald that tests

ghould be regarded as the beginning of the examination of a school
child, while McClélland (1942) suggests that the present Intelll-
gence teésts should be replaced by some kind of composite Ceat
which would include English and arithmetic and which would be free

from the evils of external examination.

The suggestion ls that mental testing should move towards
greater differentiation, and that meéasuring instruments of more
diversified kinda and for more diverslfied purposes, capable of
dealing better with the Llmmense varlety of human mentallty and
develapmént, should be constructed, (Mursell, 1847.)

In 1855 Stellwag wrobLe:

Naar goede becordeling kan zeer zeker gesireefd worden door
een goede examentechniek, en door het voorleggen vam opgaven
die meer kanten van de intelligentie tot hun recht doen komen
dan uitsluitend het abatract-logiache sléexent. Waardering
moet niet alleen berust&n op het principe vanm het entm
Jllai!l- maar een !!lL1ll1{!IEHl!IiEl!.!l!.!!!!ﬁ!ﬁf:if‘rzif

& enkhsndeli y moet Iin het onderzoek mede opgZenomen

worden. (p.la4,

Dr. Kuiper was in deze jaren tot de conclusie gekomen (Med.
No 7}, dat de intelligentie-tests weinlg prognostische waarde
hadden en dat een test voor loglsh denken niet te vinden Waa,
zoeker niet een — zo meent Kohnstamm — diu- bet maken van
Julate gevolgtrekkingen uit enige gegevens en het inzien van

de onjuistheld van verkeerde gevolgtrekkingen zou kunnen toet-
aen Y. (ibid., p. 1BE.)
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More research Ls needed in order to develop a wider range of

aptitude, attainment and other tests as diagnostic tools for twelve
to sixteen-year old, as well as for ten- to eleven-year old puplils.
(Vernom, 195T7a.) There is no need to confine ourselves An the
scholastic field to
the rather sterectyped and narrow range of t¥pes ofl item con-
ventionally Included im intelllgence Lests. Better predictions
might be obtained from tests aimed at different kinde of reason-
ing, flexibility of mind, eritical judgment, original thinking,

and other partially distinguishable intellectual faculties.
{(Vernon, 1%58, p. 5.)

k. The new sguth african group teést.

{1} Content

In regard to the origlnal form of this test which I have used
frequently in the course of my work méntion must be made of the
following facts which appear to have bearing on the use of this
particular test Tor purposes of selectlion in the secondary Bchool.
The test has two sections, verbal and non-verbal. The construc-—
tors of this test wished to be ahle to glve an indication of the
level of an individual's intelligence in general and to diagnose
educational backwardness by & comparison of the veérbal and non-
verbal intelligence guotlents. Vernon (1857a) has found, however,
that the non-verbal intelligence test has relatively little value
in the selectlion of pupils to grammar schools; and that the verbal
intelligence test is by Tar the best predictor of even non=verbal
performance , In his research on Indian pupils Ramphal (1861)
found the verbal section of this test to be superior in educational
prognosis to the non-verbal section, while Anastasi (1854) does not
recommend intercomparlsons between different parts of an intelli-
Eence Lest.

Because the non-verbal part of the New South African Group
Test contains items on numbers, the manipulation of which 1s large-
ly dependent on formal school work, and, at the same time there are
arithmetical problems in the "verbal" part of the test, AT a pupil
is weak in arithmetic, his scores in both the verbal and non-verbal
parts of the test will be reduced, Agaln, a weakness in both
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reading and arithmetic could cause the scores on both parts of the
test to be reduced, so that & specific weakness in either of thasa
subjects would be eabscured. These difficulties appear to vitlate
the ugefulness of the test as & diagnostic imstrument.

On the non-verbal part of the test, too, it ls assumed that
Af no "words" appear in the test it is nom-verbal, e.g. in the
English Senior A form, Test | contalns the following ltem which
is pictorlially represented!

Ne. 17: aeroplansy; propeller: Tish: T .

A B c

fishtail hook anchor D wing E backbone .

Items 26, 29 and 30 are similar pictorial representations of words.

It is mssumed that a printed symbol (i.e. aeroplane) ie
different from a plctorial symbol, whereas the difference la in
degree, not kind, for both depend on experience and inslght.

Vernon (1860) points out that plectorisl material can measurs
verbal comprehension, verbal reasoning and/or spatial visuall-
zatlon,

In measuring intelligence oneé wWants to assess what has Deen
stored by the Indlvidual as well as his ability to perform or Lo
manipulate ideas and conceptis 80 &8 To produce new Informatlion,
i.e., "what-he-can=-do-and-has-done" as well as “what-he-can=do-or-
be-made=to=do." Verbal tests measure the Tormer, and performsance
tests measure the lattar, For example, a vocabulary test proves
not only that a child can maké CLhe Tiner distinctlion between
"rragility” and "frailety”, but thal he has read end has come Llntao
contact wilth these words and found their meanings.

If a verbal test maéasures stored material, and the non-verbal
test measures sanlpulative ability and the abllity to produce néw
information, one wonders whether the division is not artificiaml.

Mary of the verbal items, in the tests for both languages,
appear to be similar té language work which fs drilled in the
schools. Ramphal {(198l), oo, states that the verbal section
relies heavlly upon schooling amd that €ven the non-verbal sectlon
involves school knowledge. There are items which contaln ealcu-
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latlong in E.8.,d., and puplls are now taught decimal colnage,

(11} Two sets of norma.

This test has two sets of norms, one Tor the English language
group, and one for the Afrikaans language group of the population,

The "pon=verbal" items sre ldentical for the two lenguage
groups, but the raw scores are converted by means of separate
standardizations to yleld non=-verbal intelligence quotlents which,
in every case, benelflt the Afrikaans-speaking group. The average
credit is spproximetely 10 points. Identical performances, there-=
fore, yield non-idernticel intelligence guotients.

Biesheuvel (1952, p. 132) states: "the mean intelligence test
performance is slightly lower in the Afrikesans than 1n the English=
speaking sectlions of the population", and, in 1960, thet there is a
diffareénce in tegt intelligence between Afrikesns and English=
epeaking groups. (Biesheuvel, 1980.)

The Metional Bureau of Educational and Social Research has
now produced a new form, "Intermediate G", of the New South African
Oroup Test, with common norms for the two languuge groups.

There is only one form of this test; the age range for which
i1t may be used 1s from ten to Fourteen yearsé; ltems have been
selected from the forms A, B and C of the original test, and these
are gtill grouped as wverbal or non-verbal itemsg,

From the manusl of the test one learns that in the verbal
items, those items which had equal validity for the Afrikasans and

English versions of the test were also of nearly the same order of
difficulty.

It seems, thus, that the new test has the same limitations in
regard to test content as has the original test. In gddition
there is only one form, and no classification or grouping of pupils
should take place on the result of one intelligence quotlent, at
least two being needed,

In 1960 in Natal there were 612 pupils of fifteen years and
older in Standard VI. (5ee Table 2 in Part I, Chapter I.) With
no age limit in the primary school it is reascnable to suppose
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that becpuse there are Row Bt least 28 mamy as 817 puplls who are
fiTtteen vears and older there will be more than this number iIn
Standard VI in 1964 when the school-leaving age ls ralsed to
sixteen years. These opldeér puplls could not be tested on Lhe
Intermediate § Torm of the New South ATriean Oroup Test which has
asl age Fange of tén to Tourteen years; ©Chey would have Lo be
tested on the Senlor form which has separate norms Tor the two
language groups. The norss af the Intermediate C form and Lhose
of the orlginal tests aré not comparable, so that the results In
this wide sge ravge Lin Stamndard ¥I could not be used for selection

purpcses.

Hothing ls sald in the manual about digcrimination velue.
It has been suggested thet ltéms which show no diffTerence betwéen
Afrikaans and English—speaking pupils or which show only a slight
difference llmited to five palnts either way mre probably items
which tend to minimize differences and are items of an odd type,

Such items would impose an adverse difference on English-speaking
pupils. (Blesheuvel, 19060,)

The predictive validity of this new Intermediate G form of
the test has not yet been determined In regard to Natal schools.

In some schools im Wales no Antelligence test is used in

selection because of the languange difference between that country
and England,

Far further Ilmplicstions see the following section, “Scholam=
tic teats®™ and Part IXI, Chapter I.

ith afri ndividusl 1 Biesheuvel
(1852, p. 122) states that the Individual Scele of General Intelli-
gence, “which is based largely on Terman's and Durt's revisions of the
Binet was standardized in its present form by the late Dr, M.L. Fick
(1938)" and suffers from m standardization defect.

On the basls of this test, it is Easy to b
firrlcult to beé found dquc;lvn in !uu{ﬁ :rrrg
ndividusl Scale is the principal instrument for the disgnosis

of backwsardness, this is s anpl
DuE matter which should
fled without delay. (Blesheuvel, 1083, P 124,) I FR

deemed superior,
B. As the
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It is understood that a New South African Indlvidusl Scale is
being devised by the Natlonal Bureau of Educatlonsl and Boclal
Repearch, Such a new test is necessary, especimlly If it 1s to
be used in an attempt to discover "glfted puplila®.

Research will be needed, too, In respect of the predictive
validity of this test when used in Matal schools.

m. The use of intelll n egtion far
secondar

(1) A verbal intelligence teit was found to be the best
single predictor (i.e. foer gramsar schosl success) among the tests
and examinations wused. 0% of local educatlion suthorities in
England employ verbal lntelligence tTesta. {Yates and Pidgeon,
1957 .])

(11] That such a teat is one of the bést Individual measures
Tor predicting success in scadeamlc courses and that its predictive
value increases throughout the secondary school has been shown by
the large volume of resesrch on this tople. (McIntosh, 1859.)

(1ii} It is inmdvisable to use the results of a single test
for allocating puplla. In the Filfe Scheme there is ample provision
for safeguardlng the child mgeainst his being labelled wlth on
intelligence guotient which is contrary to all other evidence of the
child's Llnnate abllity. (ibid.) No decision should rest on the
intelligence gquotlent alone, {(Vernon, 1960.)

[iw] Their scope ia more limited than is generally supposad
even [or the purpose of educatlonal prediction. (Biesheuvel, 1052.)
It has be#n shown Chat the correlation between the lntelligence
quotient obtained on the South African Group Intelligence Test and
deAn examination marks In six school subjects drops considerably
from standard te stendard in the secondary school, (Gouws, 1051,)

(v) Vernon (19:7a)} warns that care should be taken mot to
regard this evidence of the high predictive value of verbal tests
at the age of eleven, as evidence of the value of other "intelli-
gence' tests for predicting future attainments.
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[wi) All mental tests are not of equal merit, and an intelll-
gence guotlient of unspecified origin 1is woeTully lacking in meaning
as an item of informatlon about m personality. (Shaffer, 1936.)

An intelligence guotient should always be stated with reference to
its origin, e#.g. intelligence gquotlient on Sew South African Oroup
Tegt.

English psychologists appear to vindicate the use of a vérbal
intelligence test in selection, because, writes Vernom (1857a, pa30)
*she .maln basls of any segregation or selection must be general,
all-reund intellectual ability; and this is what we are, in fact,
able to measure fTairly sffectively st 11 years,” The particular
tests or expminatiomns used for selectlen at the present time are
chosen mainly becasuse they give the best predictlons of later sua-
cess in grammar schools or G.C.E, results, (ibia.)

If, however, we decided to adopt a less intellectualistic
eriterion of "proriting from secondary education', .... we
would doubtless Tind changes In the predictive value of our
instruments. .«.. 1t is for soclety and ite educational
leaders, not for psychologists, to say whether modifications
are desirable, and ir so in what direction, (ibid., p. #0.)

Steliwag (1855) says that because school examinations do not
explore {meapure) growth, both gualitative and individual, it does
not mean that they should be réplaced by somethling which 1Is mot
good elther’ She adds that now they (i.e., An the Netherlands)
know what England does, wlthout bélng unkind, they Xnow what not
to dol

Many countries, and particularly America since the Russlians
have aschleved spectacular succeéss LA outer space, have bécome
concernéd at the neglect of the glfted, and nuserous attempts are
being made to define various kinds of "giftedness™ amd co develop
measurements of such kinds of giftedness, and methods for its
tralning. General inteérést in and concern with "glftednesa" is
revealed, too, in the 1961 and 1962 Year Books of Education, both
of which are devoted to this toplec,

In South Africa there are two intelligence tests which have
been standardlzed on the white population of the country, viz.
the Individuasl Scale of Genaral Intelligence and the Bew South
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African Group Test. The former is being revised, (mee pp. 108,
198 of this work) and one form; Intermediate O, of the latter has
been drawn up with new norms. {See p. 1804 of this research.)

In L8599 the Director of Education in the Transvasl wrotei

Intelligence tegts have alweys played an important role in
the grouping of pupils and the guldance of parents, but the
new S.A. Group tests had provisionally to be withdrawn Trom
ufe since the Nationel Bureau Tor Educational Research was
not yat saatisfied with the accuracy of the results obtained,
(Transvaal. Education Dept., 1962, p.l6.)

Summar

L Standardized intelligence and scholastic tests

f. These tests are objective, their validity,
rellability -nd predictive validity mre Known.

bs Thelr results are comparable putside of the
class,

€. Ureat care is glven to their construction which
takes about three yvears.

11. JIntelligence Lests

i; Development

(1) As standardized tests intelligence teats
possess Lhe virtues of such tests.

(11) The derinition of "intelligence” has been
¥ery varied, so that confusion has resulted
in the use of this term and in Lnterpreta-
tions of the results of "intelligence tests"®

(1i1) The term appears to have not only one, the
original, meaning, L.e. "inborn, general,
cognltive capacity™, but a second, that
assigned to it by the present generation,

L.e, "present efficlency” or "some definite
test measurements®

(iv) There is much to be said for eliminating the
word from psychological discussions and from
the namers of tests.

b. Messurement of innate capacity

Intelligence tests do not measure innate
capacity alone.
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Constancy of intelligence quatient

(1) The intelligence guotient need not, and fre-
guently does not, remaln constant. Phyaical,
erotional, intellectual, social, (lncluding the
school) and environmental conditions do affect
the intelligence guotlient.

{11) The intelligence gquotient should not be used
g B8 basis for streaming.

Intelligence and ;gggiglgnll attainment

(1) It Ls dirfieuvle to determine what an intelli-
gence test does MEASUFE.

{il})] Kohnstamms said that Intelligence can best be

judged in ordinary school work.,

{iii) Some intelligence tests have content simllar

{iw)

to that of scholastlic testa.

The difference between the two Lls one of
enphasis, the Tormeér covering a wider range
of behaviour, the latter being restricited te
cover behaviour that is limited to the

resulits of ppecific vraining in a apecific
subject,

Environmental influences

(1)

fiL)

{i11)

Thomson in 1831 stated that these tests
discount "school environment',

An intelligence test does not estimate poten—
tial nor does Lt Indlicate the true limits af
perforsance in actual attoinments .

School environment stimulates intellectuml
growth; schooling fdoes matier,

Interpretation of results

(L)

(11}

A score on an intelligeénce test could be
regarded, but only with due caution, as indi-
eating thée average level of perférmance in

the wider area of inteéelligent behaviour
covered by Lhe test; =and being an average it
canpot indicate the score to be expected Im any
specific (attalmment) test in that ares.
(Pidgeon, 1061B.)

Datas from tests should always be supplemented
by information gained by systematle obaerva-

tion, fer which task teachers should be
trained,
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{111)

(iv])

It L better to abandon the tests than to use
them in the wrong way.

Knowledge of an intelligence gquotient can
often kaap attalnments below what they could
be.,

Test content

(1)

(11)

(111)

(iv)

Tests

Pictorianl material may measure verbal compre-
hension, spatisl visuslization or verbal
reasoning.

Verbal items sre better predictors of perfor-
mance than are non=varbal Ltems.

Non-verbal group tests should not be used as
a criterion of educatlonal potentimlity.

Intelligence tests are not designed for dif-
ferential aptitude analysis. Intercompari-
sens OF the individual's performance on
different parts of an intelligence teést are
not recomsended.

of different ahilities

Differential tests are still a matter of
controversy and experiment.

Creative thinking Ibll&t!ll

(1)

(11)

Traditional intelligence tests do not measure
"ereative thinking", but favour convergent
thinkers rather than divergsnt thinkers.

Tests of creative thinking ability should be
uged with individual intelligence tests, if
the latter are to be used,

Future of tests

(1)
(14)

(111)

Further research and experiment are desirable
in connection with mental messurement,

Tests can only be the beginning of examinatlon
af o school ehild,

Research is needed into the use of the New
South African Group Test, including the new
Intermediate 0 form of the test, before it
is used in Natal schools for purposes of
selection, streaming or allocation to BRY
particular course in the secondary school.
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{iv) Sums on £.s.d. will have to be replaced by sums
on decimal colnage.

[w] A new lndividuaml scale is needed 1f much a Ctest
Ils to be used Ln the selection of "giftead"

puplls.

Conclus lons

L. Btandardiged testa are more relisble and valld than are
"pld—type examinations" and provide a means of comparison belween
pupile rrom differént schools.

il. flesearch is needed into the adverse effect which such
tests might have on teaching in the primary school, and Into the
development of laproved Lests.

111, Intelligence tests are still the focal point of much
controversy, and it would be betier not Lo use the term ®"intelli-
gence™ An the title of a test.

iv. Since not all intelligence tests measure the same thing,
the name of the teat which has been used, or ls under discussion,
should be given.

L Although intelligence tests (unspecified) have revealed
2 high predictive value for “"grammar school® success, it should
not be concluded that they are egually successful in other,. educa-
tional smituations.

vi. Intelligence tests are Tound useful 4in England because
they predic) "genersl all-round intellectuml ability" at eleven-
plus .

wii, It is not possible to assess accurately the predictive
value of any technigue of sélectlon unless one Knows what the
eriterion is of "proflting from secomdary e&ducatlion™.

will. Research is necessary on the predictive value of
T"intelligence tests" in relation to the criteriom of "success™
determined by the society mnd the educational lesdeérs of Natal,

L. In the English Intermédiate G form of the New South
Afrlcan Group Test no E.8.d. sums are included,
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ix. It is better to abandon the tests than to use and Inter=

pret them in the Wrong way.

X. Until the majority of people know what an intelligence
gquotient really means, how fallible the intelligence test is, and
how the intelligence guotlent can vary, it is wiser to keep the
intelligence quotient of a pupil confidential. (See also "Record
cards" im this chapter.)

xl. The view that schooling ltsell contributea to the
development of intelligence has Implicaticns which are Tundamental
in any system of selection, and needs to be consldered in conjunc-
tlon with the statementsi

. "individual differences exlsting at the time of
directing the pupll toward hils new studies"™ will
be cryastallized by specialized education, [(sees
Part I, Chapter II, Section C,"Types of children") |

b "an undifferentiated environment in which the whole
renge of interests and ablllities is represented,
produces higher gain In puplls of lowér scholastic
aptitude than does an educetional environment in
which they have no contact with bright and school-
motivated classmates™, [(see Part I, Chapter II,
Section A, "Sub-grouping"), and

€. "when problem-solving is the learning task in hand
the brighter pupils are likely to be able to solve
thelr problems faster by themselves,." (See Part I,
Chapter II, Section A, "Varliety of goals of &
group”.)

Some of these Implications are:

L) Separation of the less intelligent puplils
from the brighter pupils could result in the
Tormer becoming relatively duller and the
latter brighter,

{£1) The best schooling possible is necessary for
all puplls from the beginning of school, for
lack of this can produce lasting effects on
the intelligence of pupils.

{1i1) What is best for the duller puplils appears
to be diametrically opposed to what is best
for the brighter pupils,
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Ko. (1) is & further argument in favour of & common
middle school. {§ee Part I, Chapter 1I, Section C, "General
or special education®.)

No. (11) indicates more strongly the need for adequate
guldance and teaching from the pupil's first day at schoal.
(Part I, Chapter II, Section C, "Guidance®.)

No. (111) indicates "setting® as part of the solutlon
to this problem; different kinds of grouplng, too, are alao
indicated. {See Part I, Chapter II, Section A, "Suggestions”
Nos. 1, 2 and 3.)

Suggestions
i. Pldgeon's (196la and 16081b) warning about the wrong use
of the intelligence test should always b& Borne 1ln mlnd.

o A It should not be assumed that Lf the "EA = MA®™ the pupll
is really getting the best from her/his schooling.

1ii. An intelligence test should be uséd only by those who
are tralned to assess the validity, relisbility and predictive
value of any test used.

1v. The result of more than one intelligence test should be
used in any decisions taken about the pupil.

Y Mew kinds of prognostic tests should not be used as part
of any seleactlon or allocation procedure until they have been tried
put experimentally by psychologisis concérned in pupll guldance,

via There 1ls need for further investigation into the provi-
slon of sclentifically accurate standardized tests with common
norma for both language Eroups.

vil, If common norms are imposslible of attainment, the situa=
tion should be accepted, ma it i in some achools Ain Walem.

viii, Until further research has been conducted on its predic-
tive value in the selection and allocation of secondary schoal
puplls to streams In Natal, Lt Is suggested that the New South
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purpose.

11. Scholastic tests

These are standardlized objectlve teésts drawnm up In specific
school subjects. Burt included a met of group tests for alemen-
tary scholastic knowledge and skill (particularly in English and
arithmetic) in his "ideal programme for selectlon st ll+".

(Burt, 1943.) Scholastle tests If Lheése two subjects are used in
the programmes of séléctlom by many of the local educmtion muthori-
ties Iln England, somé achoaols In Scotland, Morway, the Central
African Federatlion, the Orange Free Btate and the Cape Frovince.

Yates and Pidgeon (1957) rfound that objective tests af
attalnment in English and arithmetic were better predictors of
success in secondary schools than wereé their traditiomal counter-
PEFLE .

Messures of English wére found te B most efficient with tha
gEnior secondary coursés and Least efficlent with the junior
secondary courses, while measuresa of arithmetic were least &ffi-
clent with the senlor secondary courses snd most efficient wWiLh
the junior secondary courses. (McIntosh, L858.) It should be
stated that McIntosh referred to tests inm English and arithmetic
which were more closely nllied to McClelland's (1942) qualifying
examipation than to Gthe Moray House objective tests and which
were developed over several years by research groups of teachers.

McIntosh (1958) found that the mechanical section of the
arithmetlic test is a relatively poor predictor of success in
secondary education, but that 1t should not be omitted from the
test batiery. Straightforward tests of attainment have been shown
to be useful In predicting a child's perfarmance on a later occa-
sliom, but the prediction is likely to be specific to the sublect
tested, (Pidgeon, 196la,)

Because many teachers have complained of the unfavoursble
"backwash® affect of the use of objective tests for selection on
the teaching of English and arithmetic in the primary schools,
newer types of Leat, "creative response”™ teste, Ain English,
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{vernon, 1957a) and different types of arlithmetic tests are being
developed, {Yates and Pidgeon, 1857.) The results of the use
of these tests appear promising, but it is not yet known whether
they are superior in validity to the more mechanleal and rigid
ohjective tests. (Vvernon, 1857&.)

Bruner [1960) suggests that examinations, both of the
"ohjective" and essay-type should be devised in order to emphasize
an understanding of the broad principles of a subfect,

It does not appear possible to arrive at a clear decision on
the superiority of either old or new-type attalnment teéests. But
if the old-type examinations are preferred, "they should be con-
structed by persons with experience of psychometrie technigques,
tried out beforehand, and properly standardized on the ftest popu=
lation", (Yernon, 1857a, p. 173.)

In South Africe scholastic tests have lLeen standardized by
the Natiomal Buresu of Educationsl and S5ociinl Research, and new
norms became available in 1%61 Tor tests in English and AfriKaans,
Arithmetic tests hed not inm 1985% been revised and contaln sums on
E.s,.d. Although these tests have many uses, selection for a
specific course or stream in the secondary school does not appear
to be one of them. (See Part II, Chapter I.)

& LB e

1. Standardized objective tests in English and arithmetic
are better predictors 1n secondary schools than are the old-type
of examinations.

11, English tests are more efficient with senior secondary

COUrses.

111, Arithmetic tests are more efficlent with Junier secon-
dary courses,

iv. Mechanical arithmetle, although a relatively poor
predictor, should not be omitted from a selection battery.

V. A test of attalnment is likely to be a good predictor

of sugccess in the specific subject tested, { See, alao, p. 323%.)
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vil. Standardized objective tests have an adverse affect an
teaching in the primary school because they do not test "creativity®.

wil, MNew creatlve response type of tests are belng developed,
but thelr superlority Lln valldity to the older objective teats has
not yet bheen shown,

will., IF old-type examilnations mre to be used for selectlion,
they should be constructed by persons wlth experlence of psycho-
metric technigques, tried out beforehand and properly standardlzed
on the teat populetion,

1%, The scholastic tests standardized by the National
Buréau ofF Educational and Socieml Reseéarch should not be used Tor
secondury school selection. (S5ee Part II, Chapter I, "The need
for standardized tests”,)

Conclusions

1. Standardized tests of English and arithmsetic have a
ugeful place in seleccion. Tests sultable for use In Katal
schools should be constructed, For further discussion mee Part II,
Chapter I.

Li. The creative response type of test appears to be worthy
of further research.

i11. In the setting of examinations and tests the need to
"examine for understanding of the broad principles of a aubject®
should be borne in mind.

iv, Research is needed into the guestion of constructing
standardized tests of equivalent difficulty for the two language

groups il these are to be used An selection to secondary school
courses.

Ve This is all the more desirable because in "sLreaming”
or in allocating the very dull to speclal classes, a combination
of intellligence and attainment tests is likely to provide a better
prognosis thanm elther separately. (Vernen, 1958.)
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Suggestions
1. Tests in English (home language) amd arithmetlc which
have been standardized on the Natal syllabus should be used, amoOng
other criteria, in the selection or allocatiom of pupils to groups
and/or streams in the secondary school. (See Part I1, Chapter I.}

11, The construction and standardization of similar tests
for Afrikaans-speaking puplls should be undertaken,

1il. Tests of whatever kind in the other officlal language
should not be used for purposes of grouping sand/or streaming
pupile, unless it be for instruction in that langusge.

iv, Language teats Tor grouping and/or streéeaming Iin the
secondary school should be In the pupll's home language only.
(8ee Part I, Chapter II, Section D, "Conclusion xv",) A pupll
whoae home language Ls nelther Afrikeans nor English should receivae
Epecinl consideration, as should en Afrlkaans-speaking pupll who is
in an English-medium school and vice verss,

3. EPATIAL AND MECHANICAL TESTS

Reuchlin (10858) agrees with certain English investigators that
the technical aptitude Tactor makes its appearance more or less at
the nge of fourieen years. Research shows that the contrast be-=
tween Lhe spatial-mechanical [K:M. or practical abllity factor) and
the lingulstic factor does exist well before eleven, but that the
teats for children at "11-® do not give such good prediction of
later abilicy as do those for children at thirceen years of BEE.
Some local authorities use group paper-and-pencil tests based on
non-verbal spatial problems. All "K" tests arc measures of "g"
firat and "K" second, so that not more than about one third of able
pupille can be effectively allocated to grammar and technical
schocls at the same level purely on the basis of these ability
Cestn, (Vernon, 1957a.)

Summar

These tests may be useful for puplls who are older than thir-
Leen yeara of nge.
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Research on thelr wse in selection In this Province should ba
undertaken before these tests are used Iln Natel schools.

4. TESTS OF INTERESTS

The psychological aspects of interests have been the subject
of a great deal of study, particularly In the United States, where
the most authoritative work has been that of D. Fryer, E.K. Btrong,
and D.E. Super. In splte of there being no consensus of opiniaon
regarding the maln problems, there appears to be some broad agree-
meént on the utility of the tests known as "interest-questionnalrea®.

In France it has been found that it seems possible to distin-
gulsh me early as eleven vears of age, 8 coherent series of
interests. In Belglum, Brazil and Italy it has been found that
vocatlonal Iinterests do not make their appearance until about the
age of Cifteen. It is etill uncertaln whether the intéerests ashown
at eleven will remain statlc or how they will develop. Research
on this aspect is being undertaken by Mr, Reuchlinm (19858) In France
and In Sweden by Professor Husen (1858).

Strong {1943) found thet interests change rapldly from those
held at Tifteen years to those held at about twenty=Tive years of
age. Greater stabllity of interests on the part of those who
declde early upon choice of vocation is suggested in the study by
Dyer (1832). {See Part I, Chapter II, Section €, for discussion
of "crystallization™ under the heading "Types of children®™,)

Occupational décision-making, however, can be divided Lnto
three distinct periods:

1. the period of fantasy cholce in the latency period of
between silx and eleven years of agej

11. the perlod of tentative cholce in early adoleéscence

111. the period of realistic choice in early adulthood,
{Glnzberg, 1851.)
Sanderson (1954), too, refers to the instabllity of adoléscent
interest patterns which, although they do mot change greatly over
4 relatlvely short course of time, vary with the age of the ilndivi-
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dual and with the amount of time that has elapsed between the test
and retest., Thia instablility of the main Interegts of adolescents

i1a fregquently overlooked. (Velentine, 1843.)

Most of what 1s known about the role of interests im voca—
tlonal adjustment comes from work with interest inventories or
questionnaires (Super, 194%; 1957), the best known being:

2. GChe "strong YVocetional Interest Blank" which is not toe be

ugcd with boys below seventeen years of age except by a
competent counsellor (Strong, 1%43.);

b. the "Kuder Preference Record", which is used with high
school students, l.e. those of sixteen years of age, and

¢, the "Guilford-Shneidman-Zimmerman" test.

Mot one of these tests has been standardized for South Afrlecan
chlldren and the American norms used here would not give reliable

af valld results. A standardization of the Kuder Preference Record
for wse in Natal schools is, however, belng attempted at the
University of Matel.

The C.W. Interest Questionnalre for Boys was complled by
Br. J.F.A. Swartz and his co-workers for useé as an instrument for
vocRational guidance by the Cepe Education Department, In g criti-
cal analysis of this test, Mr, A.0.H. Roberts (then of the Matlonal
Bureau of Educational and Social Reésearch, Pretoris, now of the
Natipenal Institute of Personnel Research, Johannesburg; L1855,
Fps T3, BO) states;

7. Waste Mateérisl. = This method of Tiring hundreds of ques=
tions in order to guarantee & minimum number of hits on several
distingt targets has become known as the "Buckshot™ method.

It is an essential part of such a test but has the disadvantage
that it 1s very fatigulng to many testees, whose regponses are
thereby influenced towards the end. There is therefore little
Toom fﬂrﬁltena which have no significance for any category, even
in the role of "distractors", and none for complete questions
which have no diagnostic value. We can Tind no significance
for 68 ltems and for Tive complete gquestions inecluded in this
test (Part II, questions 2, B, 28, 105 and 131).

Summary and Conclusions,

l. The form of this test (li.e. Preference) may have certain
advantages over the Inventory or Rating forms but there can be
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tendencles in Intercorrelations, giving the appearance of dicho-
tomies to unrelated pairs, and concealing the relationship of
related palrs. There Is evidence in support of the Guillford=
Shneidman-fimmerman erltlelem of this tﬁpu of test. Strictly
speaking At is applicable only when dichotomous material 1is
belng used, (To a lesser extent these criticisms apply alse

te the Kuder test.)

2. It follows that there will be dangers involved in drawing
conclusions about a testee from the results obtained on this
test . The inteérrference effect will certalinly cloud the lssue
ns far as the mecond and later interests are concerned, and will
probably affect the indicated extent of the Tirst interest.
Results are mode more haphazard since little attention was pald
to uniformity of comparisons .

3. The divislon of the Tield into twelve categories was
over-optimistic and not altogether a happy one, One category
(80) is o "blanket" category, one (OP) is rather artificlal and
eight fall naturally into four pairs with little statistlical or
Foce=Vallidity evidence for thelr being kept apart.

4. In thls connection there ls additional support Tor some
of the author's findings and suggestions,.

5: There are criticisms of the phrasing, content and Face
VYalidity of some of the items, and of the inclusion of wastle
and unused material .

B, There are indications that the large body of useful
material might be profitably re-examined,

1 cannot conclude without paying tribute to the thorough and
ayatamatic presentation of the statistical results by Dr.
Swartz - without these this analysis would have been impossible;
also for his attempt, rare among teéest-constructors important
though it im, at Yalidatlion.

In reply to "Some Criticlsme of the C.V. Intercst Questionnaire
for Roys" J.F.A. Swartz (1955, pp. 80, B1l) writes:

The C.¥. Interest Questionnaire is an aid Ain studying the
vocational interests of high school pupils which was standar-
dised for officilal use by the Vocstlonal Ouidance Service of
the Cape Department of Education. Since I left the service
of this Department, I have unfortunately lost contact with the
use and further development of the C.V. Interest Questionnaire.

As one who had a large share in the work that led to the
standardisation of this questionnaire, I wish to state at the
outset Lhat the plans that were originally laid for its
development included plans for continuous and long-range
research. With the exsmple set by, for I' tance, E.K. Strong,
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it was realised that a grest deal of resesarch and posaibly more
than one re-standardisation would be necessary before an ln-
Etrument of this kind could be regarded a8, within reason,
Aatislactory, This means that I of all people who are inter-
oated in the development of the C.V. Intérest Questionnairs
should welcome Mr. Roberts's statistical analysis and the
eriticism to which It led him and this | d40 wholeheartedly.

While I will have to differ from Mr. Roberts in respect of
what he makes of the facts of his analysis, I certainly do not
wint to gquarrel with the factm Ehemselven. On the contrary,
I Tind mysell ln entireé agreement with Mr, Roberts in regard
té both the inherent limitations of this kind of interest
questlonnaire and some of the specific weaknesses of this
pirticular instrument revealed by his statlstical analvsis of
the intercorrelations between ita twelve scales.

I know that the desligners of the C.V. Questlionnaire were not
wholly uneware of the problem of interference and the likeli-
hoad of spurlous tendencles., They were, however, without
such evidence as Mr. Roberts places before us, not aware of
the extent of interferénce.

On this count and slso in response to Mr. Robertz"s criticism
in respect of waste material and some of his remarks on the
Face Validity of the items, the C.V, Interest Questionnaire
would appear to be In need of a thorough revision and re-
standardisation, I de belleve that the C.¥, Questionnolire
could be made much shorter without a loss to its effective-
NENE suaass

(p. 83) In conclusion, I would thus advise those responsible
for the Turther development of the C.V, Intarest Questionnalre
Lo welicome Mr. Roberts's critlcism but not to be hasty in
rejecting any of the 12 categories of this questionnalre and
also not to make the mistake of nesuming that such a gquestion-
faire cannot be an effective instrument unless all interference
betwean it categories is removed (Swartz, 1855.)
In the answering of any interes: cuestionnaire there ls always
the possibility of faking the scores. (barley and Hagenah, 1855.)
In addition, the assessments of children's Interests at pre-adoles—
cence as o mesns Lo more objective differentiotion of sultabllicy
Is extremely difficult beceuse interests at this Etage Are unstable.

(Vernon, 1957a.)

In discussion with teachers, parents and children T have found
that parents and children very often regard interest questlonnalres
&8 tests which Indicate abiliey in a specific direction, end the
results on these questlonnaires sometimes tend to turn the thoughts
of adolescents in the direction indicated by = high score.
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Interests of childrén are unstable bocause they are influsnced
by o number of fectors besldes the differonces that naturally exisc
between one individual and another. A child's environment
naturally pravides 3 stimulus that itsell provokes reaciion, while
gL the same Lime It provides the masterial on which these reactions

will be exerted, It is suggestbed

that It should mot be left te chance Lo decide whether child-
reén have the epportunlity te Lnterest themselves in thism ar that
activity but bthat they should be given regulor instrucilon,
gither in s&chool or by some other approprinte means, about the
activities In which they cin engage. (Reuchlin, 1959, p. 135.)
Last century Herbart (1892) called the first part of the
educational alm "many-sidedness of interest™, not to be confused

wilth dabbling in many Lhings. He wrote:

Every man must have a love for all activities, cach must be
B ¥irtuose in one. But the particulsr yirtuosoship is a
matier of cholce; on the contrary, the Sanifold receptivity
which can only grow out of msanifeld beginmnings of one's own
individual efforts, is a matter of education {(ibid., p. 110) ;

while the task of instructien ia to ereate and develop the Interest
which arises from interesting objects and occupations, (ibid,)

Interest questionneires are more useful in counselling vhan
in nelection (Super, 1949) where Lheir main use is as a basis of
discussion in which both parents and pupils should understand the
limitations of such gueéstionnaires. They should realize that the
cholee of subjects, a stream or a career should not depend an Lhe
pupll's score on an interest questionnaire.

Summary

1, Research jinto Lhe stability of interescs of adolescentn
is In preogress in France and in Sweden,

il. There seems to be consideérable ngreement on the instabl-
lity af the main interests of adolesconta,

L1if. The €.V, Interest Questionnaire, and Lo & lesser extent
the Kuder Preference Record, introduces "sSpurious negative tenden-
cies In intercorrelations®™, There will be dangers Lnvalved in
drawing conclusions about a testee lrom the reaul ts obtained in
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Lthese Lesls.

iv., Both Mr. Roberts, who critically analysed, and Mr. Swartsz
who constructed the C.V. Questionnalre, emphasize the need Tor
research on and re-standardization of this gquestlonnalre.

¥, Interest scores are liable to "faking".

vi, Beores on measurements of inteéerests are frequently, and
erroneously, regarded as indications of ability. This wrong
assumptlion can Influence Lhe thinking and cholce of the sdolescent.

Conglusion

Certaln tests of Lnterest may be of use In counselling if
they are used as & "talking-point" and are not regarded as lndl-
cations of ability or sultabillty for a certain field or career.

Suggestion

Intereat questionnaires should not be used Ln selection or
allocation of puplls to streams in the secondary school.

5. URES OF PERSONALITY

Qualicies orften liscted on school records, and for the inclu-
sajon of which in selection procedures there is aften & demand,
are persistence, conscientiousness, perseverance and initiative.
Teacher ratlngs of these guallities do not add enything to the
accuracy of the battery used by McClelland (1942). There are
probably two reasons for this, The first is that each pupll c¢an,
mnd often does, react differently Lo éach teacher, and in each
subject, and the second is that teachers' ratings are made under
the "hale’ effect, so that those who are rated high on personality

factors are frequently those children who show good attainsents.
{Vernon, 1857m.)

Objective tésts of personality (Vernon, 1953) would have to
be lengthy L7 a satisfactory level of relisbility is required, so

that they are not ever likely to be practicable for widespread
application in selection. (Vernon, 1857a.)
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Bummnr

Objective teésts of personallity appear to be too lengthy to be
praciicable for widespread appliestion in selection,

Conclusion

These tests might be useful in discussion of borderline cases,

Suggestion

These measures of personality could be used in the conslder—
ation of pepils wha are on the barderline.

6. THE PSYCHOLOGICAL EXAMINATION

Thie 1s an individual examination which is conducted by a
peychaloglst. It may include an intelligence test, and an assess—
mént of the initiative, speed, perseverance, and interest shown by
the pepll as well a8 his reaction to 8 new environment, This pro-—
cedure might be useful In Individual borderline cases, but, llke
the measures of personality, it would be too time-consuming for wide
use in aelection,

Summa r

Of possible value In borderline cases, this procedure is too
lengthy for general selection programmes,

Conclusion

It would be useful in the consideratlon of certain borderline
pupils,

Suggestion

The use of & psychologlcal examinsation Should be considered