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- measures for further developing and securing quality of tuition and school on the basis of
binding standards (such as a central Abitur) as well as results-oriented evaluation, the indi-
vidual school having increased responsibility;

- measures aimed at opening up the school to its environment and the development of coopera-
tion with neighbours, sports associations, churches, artists, independent maintaining bodies
promoting activities with and by young people, the keywords being partnership, cooperation
and dialogue for the nascent educational networks;

- measures aimed at improving the professionalism of the teaching staff, particularly with re-
gard to diagnostic and methodical competence as a component of systematic school devel-
opment;

- measures aimed at strengthening the change of paradigm in teacher in-service training, from
the qualification of the single teacher to their qualification in teams and in the school, as well
as to a close-to-reality teacher pre-service training being an important momentum of the nec-
essary educational offensive.

As a whole, a series of recent developments, which could take the form of a long-term and ef-
fective reform and innovation strategy, are emerging. Among them are, in particular: the ten-
dency fed mainly from the new Linder to flexible institutional solutions within the school
structures, which have been in existence up until now (for example double-tracked secondary
level), the step-by-step enforcement of a new control of the school system by limiting central
requirements and extending the sphere of responsibility of the individual school, the emphasis
on quality of school and instruction as the core of school development, the change of paradigm
in the control of the school system towards an output-oriented control as well as the introduc-
tion of a system of system monitoring and of quality assurance.

2.7 Assessments/evaluations (Isabell van Ackeren, Klaus Klemm)

The following chapter outlines the methods of external examination practised in Germany:
central examinations, continuous assessment and System Monitoring. To understand these
methods, it is necessary to bear in mind the peculiarities of the German school system, which
reflect the political system of cooperative federalism (see section 2.1).

2.7.1 External evaluation in Germany: Central examinations, continuous assessment and
System Monitoring

The differences in school systems between the Lander, the evident inadequacies of the German
school system, and the increasing autonomy of individual schools throughout Germany have all
contributed to the increasing emphasis placed on external evaluation since the mid 90s: central
final examinations for all school-leavers, standardised tests during the school career and inter-
national Large Scale Assessments.

Two contrasting models: centralised and decentralised final examinations

Almost half of the Linder use a traditional model of external assessment in the form of central
final examinations. In seven Linder, there are not only detailed syllabuses, course-book tests,
detailed examination prescriptions, teacher training in assessment, requirements for putting
students into the next class, and the school inspection, as control measures. Even the KMK
resolutions for "standards for the middle school final examination" and for "standardised ex-
amination requirements"” are not deemed sufficient by these Linder to ensure quality of school
education and the equivalence of certificates. They therefore also have central examinations
(see Klemm, 1998). These central examinations are taken in Baden-Wiirttemberg, Bavaria,
Saarland and in all the Linder in the former East Germany, apart from Brandenburg. They dif-
fer from Land to Land and exist for the end of the lower secondary level as well as for the
Abitur (see table 6).
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The tradition of central examinations in the three old Linder goes back to the influence of
the occupying allied forces at the end of World War I, particularly of France. The French mis-
sionary attitude to education was noticeable in Saarland and what was later called Baden-
Wilrttemberg. In Rhineland-Palatinate, a central Abitur was introduced during the French oc-
cupation, but abolished a few years later. The central final examinations in Bavaria reflect the
traditionally more centralised structure of the Land as a whole. The new Linder created at re-
unification in 1990 also had a long tradition of central examinations in the centrally managed
Unitary Education System in the GDR. This tradition was carried on in all new Linder, except
Brandenburg. But even there, the tendency towards increasing independence of individual
schools, together with the need to test and compare school results in connection with the debate
about quality have led to the decision to introduce central examinations for the school year
2005/2006 at the latest, Reacting to the PISA results, Lower Saxony also announced that it
would introduce standardised examinations allowing for some freedom for individual schools.
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In Hesse, landwide standardised examination tasks are planned for parts of the written Abitur.
For these tasks, the conditions still have to be developed. Thus Hesse is also heading towards
an Abitur with some centralised elements. This is coupled with further restrictions to the ‘gym-
nasiale Oberstufe’ (upper level of the grammar school), aimed at a better control over the out-
come: ie, greater emphasis on core subjects, a higher number of examination subjects and a
more restricted choice of subjects for Abitur. In Berlin, a central Abitur is planned for the year
2006. In North Rhine-Westphalia, Rhineland-Palatinate, Schleswig-Holstein, Bremen and
Hamburg, a central Abitur is not currently being discussed.

This overview of the use of central examinations and the efforts to standardise the final
examination shows that central final examinations have a secure place in Germany, which will
be strengthened even more in future. The discussions have been spurred on by the results of the
large-scale international achievement studies of the last few years. In CDU-governed and, now,
also in SPD-governed Lander, the equality of decentralised and centralised examinations has
been called into question in favour of centralised examinations. There has, however, not yet
been any academic debate about the structure and effects of centralised versus decentralised
examinations.

There are two notable deviations between the Linder conceming the examination set-up.
First, not all Linder submit precise topic areas for the central examinations at the beginning of
the last two years of the upper level of the grammar school. Bavaria, for example, chooses the
examination topics from the syllabus without further specification. Secondly, the marking pro-
cedure differs from land to land: Bavaria and Saarland use internal examiners, while other
Lénder, such as Baden-Wiirttemberg and Saxony, use external examiners and ensure student
anonymity. In spite of these Linder-specific variations, the examination procedures are compa-
rable (see Klemm, 1998). There have not yet been any publications of individual schools’ re-
sults, apart from one attempt in Saxony, which has since been abandoned. It must be borne in
mind that only 20% of the full qualification achieved by each student at the end of the ‘gymna-
siale Oberstufe’ (upper level of the grammar school) is directly influenced by centralised ex-
aminations. By far the greatest part of the total marks is made up from the internal results
achieved during the upper-level career. Even so, the normative effect of examinations, with ref-
erence to the assessment requirements in all subjects, is a topic of public and academic debate.
The critics of centralised examinations repeatedly claim that centralised examinations have a
normative effect: the announcement of examination topics affect instructions. They claim that
centralised examinations encourage reproductive leaming and suppress creativity, which can-
not be tested adequately since the actual classroom work cannot be fitted into examination
structures. For some subjects in particular, it is difficult to formulate uniform assessment crite-
ria. Finally, they argue that this form of examination does not take into account the different .
conditions of achievement within schools, since it is not possible to check whether a particular
topic has been thoroughly discussed in class. Conversely, the advocates of centralised assess-

. ment argue that decentralised examinations could be systematically below the required level,

, could fail to cover the topic areas sufficiently and that examinations could be too intensively
and therefore unfairly prepared for. Moreover, the equivalence of the assessment criteria could
be undermined.

Looking at these arguments in the light of the TIMSS and PISA results, neither the interna-
tional comparisons nor the results within Germany give convincing evidence for an explicit
general connection between types of examination and achievement (Baumert, 2001; OECD
2001). In the PISA study, the group of the highest achieving Federal Linder at grammar school
level includes both Lander with a centralised Abitur (eg, Bavaria and Baden-Wilrttemberg) and
Lénder with decentralised examinations (eg, Schleswig-Holstein, Rhineland-Palatinate). The
comparison also shows that there are Linder with central examinations which do less well than
average (eg, Saxony-Anhalt), which does not indicate that central examinations secure a mini-
mum standard in Germany.

Nonetheless, centralised final examinations do enable comparisons to be made between the
results of different schools and discrepancies to be shown, which provides a starting point for
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Table 6: Central final examinations in German Lénder, breakdown by school type
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political educational reform. The examinations -whether centralised or decentralised- have, up
until now, primarily been used to provide school-leavers with a recognised qualification. There
has not yet been any systematic feedback or use of previous results in schools, although the ex-
amination results in all Lénder are statistically drawn up and evaluated. Access to the data -ex-
cept via short press statements- has, up until now, been reduced or prohibited by the ministries,
with reference to data protection laws.

A new option: standardised tests during the course of the school career

The international comparative studies of the last few years have shown that results fall short of
a minimum standard, results are not equivalent in the whole nation and results are not evaluated
adequately. Thus, there are inadequacies both in the German education system and in the indi-
vidual schools. Appropriate educational policies are being worked on to redeem this situation.
Alongside the intensified discussion of centralised final examinations, control methods are be-
ing developed, which will directly affect daily school life and so support the individual school.
These are intended, in turn, to help achieve equivalence on a Linder, a national and an interna-
tional level. These measures are known as parallel and comparative work.
- Parallel work’ involves comparing students of parallel classes within one school;
- *Comparative work’ or ‘orientation work’ involves comparing different schools within a de-
fined region.
Parallel work involves joint work being done by several parallel classes in core subjects (par-
ticularly German, English and Maths) in various school years at primary and secondary level
(this varies from Land to Land). The tasks are conceived jointly by the teachers of the parallel
classes and accomplished at particular time intervals. The ministry provides example tasks as
guidelines for difficulty level and assessment criteria. The discussion of parallel work, designed
to enable comparison of individual class results and assessments, reflects a basic debate: the ef-
fort to achieve objectivity and equivalence, especially given the tendency towards public ac-
countability and transparency. This has been started in many Linder through assessment within
the school.

Parallel work is being established as a norm-orientated motor for quality evaluation and
development. It is well known that staff have difficulty establishing equivalent results and as-
sessment across the classes. The function of parallel work is therefore (eg, Forthaus/Rohr
2001):

- to establish and fix what is to be learned;

- to encourage discussion between teachers of parallel classes about teaching methods and their
effectiveness;

- to compare not only student achievement, but also staff evaluation methods and

- to encourage discussion within the school, but also between neighbouring schools, for exam-
ple about didactics.

Example tasks (also known as ‘sample tasks’ or ‘task pools’) have been devised for parallel

work; example tasks for comparative work will follow. Their function is:

- to clarify requirements set out in guidelines and syllabuses and

- to aid classroom diagnosis other than assessment.

Comparative work has similar aims to parallel work. It has come to the centre of interest in the

current national debate following the PISA study. The Standing Conference of Ministers of

Education and Cultural Affairs of the Linder of the FRG (KMK) has spoken in favour of im-

plementing "orientation and comparative work", cross-nationally and within individual Lénder,

to control the adherence to standards still to be devised to take place during the course of the

school career, similar to those which exist for the final examinations (Resolutions of May and

October 2002; see www.kmk.org). So comparative work involves the comparison of several or

all schools in the Land. Comparative work and parallel work are carried out during a school ca-

reer, and the diagnosis made is not a basis for negative selection mechanisms, but rather, a ba-

sis for better student support. As with parallel work, the comparisons are intended to be imple-
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mented in the whole Land, both in primary and secondary schools. There are no plans as yet to
gather background information about the individual schools to help evaluate discrepancies in
achievement. It is also unclear whether the results will be centrally gathered and perhaps pub-
lished and whether they will contribute to the students’ grades. Here, further developments and
decisions are awaited.

There has been very little research in Germany so far regarding parallel and comparative
work. The available literature discusses the organisational structures still largely at the planning
stage (eg, Kempfert/Rolff, 2000). It links these to the educational policies behind them and ad-
dresses the first results to have appeared. The discussions are predominantly normative and do
not have an academic basis. Thus, little is known about the effects of these control measures.
Parallel and comparative tasks are a sign of the change from an emphasis on context factors to
an intensified and systematised emphasis on process and effect of schooling, based on empiri-
cal comparative research (see Helmke, 2000 on this paradigm shift). This is also apparent in the
introduction of national comparative studies in the Linder, which complement the System
Monitoring of international large-scale assessments. This is the subject of the next section.

System Monitoring: International and national Large Scale Assessments

A type of comparative assessment of chosen year groups, either the whole population or a rep-
resentative sample, carried out irregularly in the course of their educational path, came to
prominence in Germany in the 1990s. These studies are intended to provide general knowledge
about educational processes and it is also hoped that they will be useful for the individual
school. The second point particularly applies to the studies carried out within Germany.

This type of external evaluation has three forms:

- international-scale studies with German participation;

- cross-national studies within Germany;

- comparative assessment within one Land.

The two tabular overviews shown here refer to these three forms. Table 7 gives a chronological
overview of Germany'’s participation in international comparative studies since the 1960s. Ta-
ble 8 refers to cross-national and single Ldnder studies within Germany. The following section
will deal firstly with the important international Large Scale Assessments with German partici-
pation and their effects for the development of the German education system. Secondly, the
comparative assessments introduced within Germany will be outlined with examples (for fur-
ther information, see van Ackeren/Klemm, 2000, Bos/Schwippert, 2002, Weinert, 2001).
Participation in the TIMS study marked an important turning point in the development of
the German education system. Germany’s results, in all types of school, all subject areas and all
Linder, were so mediocre in comparison with other countries, that they incited a debate, stilt
ongoing and now greatly intensified after PISA, about the competence of the German education
system. One consequence of this debate was that the hitherto widespread scepticism in Ger-
many regarding such large-scale comparative studies was quickly abandoned and even practi-
cally reversed. Although there had already been an international comparative study with Ger-
man participation- the "International Study of Reading Literacy" in the 90s- the debate about
TIMSS and its effects on Germany shows that TIMSS marked a turning-point in Germany's
involvement with Large Scale Assessments. It was only after the TIMS studies had awakened
interest in the achievement of German students that belated attention was paid to the Interna-
tional Study of Reading Literacy. This delay in awareness is also surely connected with the fact
that public interest in the results of comparative studies was inseparable from the debate about
Germany's economic situation. In this context, mathematical and scientific literacy evidently
seemed to the public to be more important than reading literacy and reading habits. This has
markedly changed since the PISA study has shown the fundamental importance of reading lit-
eracy for other subject areas. The trend towards mediocrity which was confirmed by the inter-
national reading study and by TIMSS, has been re-confirmed by PISA. Indeed, Germany's
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place on the ranking lists shows that the downward trend is continuing. Large-scale, interna-
tional empirically based assessment has only been the subject of intensive research by educa-
tionalists and brought to the attention of education policy makers in Germany since the 1990s,
even though Germany had taken part in the first international comparative studies in the 1960s.
Although the results in all competency areas and age groups tested were mediocre, and al-
though individual Linder (see diagram 2) did take part in the first maths study FIMS and the
first science study FISS, Germany was nonetheless absent from most of the international com-
parisons until the early 1990s (van Ackeren, 2002). Bos and Postlethwaite see a possible expla-
nation for this virtual abstinence in the 1970s and 1980s in the idea that "German pedagogy is
traditionally humanities-based" (Bos/Postlethwaite, 2001, p. 253).

Looking back at the development of the German education system in the last few decades, it is
clear that Germany has missed out on the structural and didactic modernisation process which
other important countries have carried out and financed.

As a consequence of the so-called TIMSS shock and with the aim of overcoming the "black
box" image which had been criticised by TIMSS, individual Linder carried out national
achievement studies from the mid 90s, which took account of various factors and their complex
interaction. Thus, the aim was not just to find differences through comparison, but also to ex-
plain these differences using information about context and process variables. The range of
these studies was extended to include variables within and outside the school which influence
achievement. These are ascertained through questionnaires, which complement the achieve-
ment tests and are evaluated, giving more depth to the results (van Ackeren/Rolff 2002). It is
no longer merely a question of drawing up general reports of results; rather, the data are in-
tended to give schools an orientation to help improve their teaching.

Three of these studies are particularly important:

- The study "Aspects of learning contexts (and of learning development)" (LAU), conducted in
Hamburg for the 5% , 7%, 9" and 11® Years as a comprehensive longitudinal section. So far,
it has been done in 1996, 1998 and 2000 for German, Maths and First Foreign Language. It
includes the study of attitudes towards leaming and teaching, the study of family back-
grounds, and it uses student and parents questionnaires (Lehmann/Peek/Génsefull, 1997 and
1999; Lehmann et al. 2002).

- The "Quality Study of School Mathematics Lessons” (QuaSUM), Brandenburg, 1999, which
investigated the achievement level of grades five and nine in Maths. This study used a repre-
sentative sample and student/parents questionnaires about school- and learning-related atti-
tudes, taking into account their life and educational influences outside school (Lehmann et
al., 2000).

- The most recent of the three studies, the "General Maths Enquiry in Rhineland-Palatinate:
Competencies, Lesson characteristics, School context" (MARKUS), the first total study of a
complete school year (8® Year) in a non-city Land. This was carried out in May 2000 and
dealt with student achievement in Maths, lesson and learning structures and contextual influ-
ences within and outside school. It used questionnaires for students, teachers and heads of
school (Helmke/J4ger, 2002).

The feedback from these comparative studies in the Federal Lander has not yet been uniformly
presented; it leaves many questions open and is in need of extensive research. For the projects
QuaSUM and MARKUS, plans have been initiated to make the feedback and data obtained ap-
plicable for schools. These projects have not yet led to any results being published. The pre-
liminary considerations can, for example, be found in Peek 2001.

Table 7: Participation of Germany in Internationalen Large Scale Assessments (until 2002)
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2.7.2 Results of the Monitoring: Weak points of German schools

While the results of the literacy study in the early 1990s (Lehmann, 1995) were initially widely
ignored in Germany with the exception a small group of experts, a fierce debate about the
quality of the German education system was launched when the TIMS-II and TIMS-III studies
were published. The debate was carried out publicly, by education policy makers, school pro-
fessionals, education researchers and didactics experts. It gained new momentum from the re-
sults of the international PISA study, presented in 2001, and the evaluation of PISA within
Germany, presented the following year. The conclusions for Germany derived from these
studies were shocking, both for the general public and for the experts. The conclusions,
whether new or a confirmation of previous conclusions, carried particular weight through the
comparison with other industrial nations. The main conclusions were:

- The competency of German students in maths, science and reading literacy at the end of their
compulsory school career and at the end of upper secondary level are far behind those of the
internationally leading nations, and generally below OECD average.

- This weakness in student achievement is apparent both among the stronger and among the
weaker students. This finding attracted particular attention because it contradicted the as-
sumption behind the German tracked school system, namely that students have more support
if taught in homogenous learning groups. The finding did not, however, trigger off a broad
debate about the advantages and disadvantages of the German school structure.

- Not only is across-the-board school achievement below average, but the difference in
achievement between stronger and weaker students is greater in Germany than in any other
country.

- The connection between the attainment of competencies and social background is stronger in
Germany than in any other country. The German PISA publication (Baumert et al., 2001) re-
gards this as an effect of assigning students at an early age to educational paths of different
difficulty levels.

- The evaluation of the school achievement of young people from migrant backgrounds indi-
cates that, compared with other countries with a migrant population comparable to Ger-
many’s, German schools encourage students from migrant backgrounds less successfully than
schools in other OECD countries.

- Finally, extended samples taken in the different Federal Linder enabled an internal analysis of
PISA within Germany, which showed that there is a large difference between cognitive
achievements of individual Lédnder in the areas tested. The most successful Land is, in inter-
national terms, only at the lower end of the top third of the participating countries; the gap
between the Linder is alarming, given the commitment made in the Basic Law (Grundgesetz)
to maintaining equivalent living standards within the Federal Republic.

The main findings from the international Large Scale Assessments, briefly outlined here, were
partly confirmed and partly extended by the achievement studies carried out in individual Fed-
eral Lénder (see 2.3.3). Three results are particularly important:

- Contrary to the philosophy of the tracked school system, the decisions about transition from
primary school to the different types of secondary school only partly reflect student ability, if
at all,

- The teachers’ diagnostic competency is insufficient for a reliable recommendation to a par-
ticular type of school. This inadequacy is connected with the fact that primary school recom-
mendations are dealt with according to social class, which means that there are notable over-
laps of ability level between students in different types of secondary school.

- The LAU study from Hamburg shows that there is only a slight learning curve in schools at
lower secondary level. The first school years of the lower secondary level evidently serve to
achieve a homogenous level within the class, appropriate for the type of school, and not so
much for learning as such.
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The German school system has no evident advantages to counteract the weak points revealed

by the Large Scale Assessments of the last ten years. In the course of the education policy de-

bate, which brought this problem to the public’s attention, this has had considerable conse-
quences:

- The debate incited the introduction of national quality evaluation programmes for the school
system, in nearly all Lander.

- The debate, together with the Federation-Linder-Commission for Educational Planning and
Research Funding (BLK), and the Standing Conference of Ministers of Education and Cul-
tural Affairs (KMK), caused the committees responsible for the coordination of educational
policy across Linder boundaries to initiate national development programmes to improve
school quality. The most important reforms in these programmes were and are aimed at
changing instructions.

- The debate gave an unprecedented boost to empirically orientated school research, which
most notably led to the support programmes of the German Research Community (DFG).

- The debate led to the KMK's resolution that Germany must participate in future international
Large Scale Assessments. Another consequence was that several Linder carried out land-
wide achievement tests. The tables here show how broad the spectrum of such tests has be-
come within a short time (see also section 2.7.2).

- Finally, the difference between the PISA results of different Linder caused the KMK to initi-
ate the development of national standards of achievement; to be regularly controlled (see
chapter 2.3.2). The shock caused by the discrepancy in achievement between Linder caused
the revival of an earlier discussion of the advantages and disadvantages of cultural federal-
ism -at least in the run-up to the parliamentary election in the summer and autumn of 2002.

The initial attempts to improve quality in German schools, which have been briefly described
here, do not yet add up to a coherent whole. This is partly because the education policy debate
is still ongoing, but also partly because the complicated consensus mechanisms of the federal
education system make unified responses to universally recognised problems difficult, if not
impossible.
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