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EDUCATIONAL RESEARCH AND DEVELOPMENT IN EUROPE
Gilbzrt De Landsheerc

University of Lidge, Belgium

Seen as a whola, European sducational reéearch is =till
qualitatively and quantitetively poorly developad.

In many uniﬁersities, the acadesmlc level of the schools
of education is still relatively low. Most Eurcpsan primary and
secondary school teachers do not enjoy any besic tralning in
rasgarch methodology and henca“are unables to comprshend those parts
of a normal research report which deal with expsrimental design
and statistical analysis; in some countries 1like Belgium, thers are
nelther netional research institutions, foundations, nor a network
of reglonal laboratoriss.

This phenomsnon has a historical and a& political
explanation.

One of the main tasks of educational rasearch is to
provide an emplirical and criticel analysis of existing philosophies,
instituions, and practices in educetion. Since the institutions
of & country reflect the valuss of the dominant political forces,

a critical research conclusion can be intsrpreted as a negative
attlitude toward pelitical authority. This probably explains why
educational research flourishas only in societies that havs reached
an advanced stage of economic develdpment and in which a mature

demoeracy has evolved.
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As long as dsmncracy is more apparent than real, educational
reseafch tends to remain secluded within the universities and to
assume a predominantly if not axclusively philosophical character.
Provided that research does nct concern itself with hard empirical
facts it does not posz any real threat to a government's authority.
Only when damocracy has becoma a way of life and an acceptad philo-
sophy, dees research exert a significant influence on the structure
and function of the educational systsms; Swedan and perhaps to &

scmewhat lesser extent Great Britain provide good examplas of this

advanced stege of development.

Until recently, teachers have bean ragarded as second-class

citizens within the academic world end the status of Education in
most universitiss is judgaed to be inferior to that of most othar
gstablishad disciplinss. A good example of this situation is offered
by Francz whaere psychology 1s now academically accepted whils
gducation remains in low 2staem.

Although the subject of this discourse is gducational
research and davelopmant in Europe it will becoms apparent from
what follows that, baecausas of the marksd divergences 1n this regard
batween tha countries concernaed, the toples can ba satisfactorily
treated ohly by giving due emphasis to these differences.

Many Eurapean countriss have a centralissd school system
that could have bean favourable to the developmant of a coordinated
naticonal rasaargh activity, but this opportunity has oftan not

baen saizs=d.




Accordingly, educational research is, in many cases,
inadequately financed. Although UNESCO considers that two per-'cant
of the total sducational budget should be devoted to R. and D.,

an optimistic evaluation indicatass that Belgium, for example,

spend less than 0,1 par cent on the direct financing of research.

The dissemination of ressarch results among administrators
and teachers is unsatisfactory thus their impact on educational
practice 1s limited.

The theoretical framework, the experimental design and
the statistical analysis of many projects are stil}fcf poor
guallty. Mora sspsclslly, hypotheses ars inadequa%aly framad and
objectivas are not definad in operational terms. The same ili-
formulatad prebleme are tackled over and cover again and the
conclusicns reflect idiosynecrases rather than fact-supported
inductions. As has already bean pointed out, these structures
apply to a much lessar extent to CGrzet Britain and ths Scandlnavian
countriss, whers research methodology is comparatively advanced.

| In sevaral other countries such as\Austria, Belgium,
Franca, Italy, the Netherlands, Switzerland and West Germany .,
the situation is likely tc change soon anq-is. in fact, already
changing. With the support of their few eﬁisting highly developsd
resesrch centres, those countrises could end probebly will, undsr
the pressure of circumstances, improve the general gquality of

their research activity. If they succeed in exploiting their rich




acadamic traditions tc nourish the theoreticel framework of well

conceivad empirical research projects, spectacular progress could
well taks place. One sxample of this trand (De Landsheare, 1973)
is offered by some recent projscts in the remediation of socio-
culturally handicepped childrgn of pre-school aga.

We refarred above to the marked differences among European
countries with regard to educetional reszarch and davaelopment.
This may ssem anomalous if one conslders the convergance of
pricrities statsd by the Ministers of aeducation of the Council of
Europe countries or by the ressarchsrs themselves (sae the chapter
on rasearch comains). But this community of nrecccupations does
not indicate that all the problems are tackled by rguallified
rescarchers in 11 countries.

Politicelly, sconemically sand culturelly. Europa
represents en intricate divarsity. That 1s why a reliabls picturs
of aducational ressarch requiress a mosaic of cﬁapters gach
devoted tc the situation in ons single country. Furthermore, the
weight of the different chapters would nct be corrslated with
the size of the countries. One should always beer in mind that
the twenty-five Swiss Cantons have thsir own Governments, sduca-
tionel systems and research policies (if anyil.

The documants we have gatherad to write this paper
raflect this civersity. Research institutions and activities

in each country are inadequately described, sven in responses




to standardised guestionnairss sent by intarnational organisations:
UNESCO Conferenca, 1967; OECD, 1869; Council of Europe, 1971 and
1973; European Cultural Foundation, 1973. The information provided
is often incomplatz and dees net permit valid combarison and analysis.
We shell have to deal ssparatsly with Western and Eastern
Europa. Documents issuzd by Communist countries are so different
frah thg cthers that a parallel trestment is impossible.
From highly heterogenous sources, wa have tried tc extract
gqualitative and guantitative information and to arder it under ths
focllowing headings: priorities; policies and coordination; research

institutiong; researchers; rasearch domailns.

WESTERN EUROPE

Priorities

The surveys made by the Councll of Europe constitute
the mein source of informsticon {Council of Eurcpe, 1971, 1972,
1973). All participating countries except Italy and Irsland
mention naticnal priorities. Thase aera all related to ths gengral
educaticnal policiss of the countries concernad; in soms casss,
they reflect directly some featurss of the national economias.
In Italy, educational research is said "to remain a field of
spontaneous initiatives”. In Irsland, the situation 1s likely to
change soon, for a Committse of the Department of Education will
determins the main orientaticns, and davalop and coordinate short

and middls term ressarch programmss.




The organisation and structure of the school system are

major policy problems and are menticned everywheras. The traditional
segregation between Kindergartens, primary schools, general technical,
vocational, art education, higher sduceticn (and at this latter lsvel
between the many forms of higher education) is a common pracccupation.
The introduction of comprehensive sacondary schooling is another

faature comman to many countries.

Reforms of the educstional systems havs been and ares still
dacidecd upon in many instances on the basis of ideolcogical or
1 philcscphical options which ars largely determinad by historical

and sconomical factors.

The lack of emphasis, among the priorities, given tc

school administration and the sconomics of education is striklng.
Doss it indicate thet Western Euraope researchers have not yet
igarned the necessary skills for these sorts of enguiry or that
resgarch of this kind is perceived as a potential scurce of
coanontation and avolded for that reason ? ‘

In many cases, no clear difference 1s made bestwsen
conclusion or decision orientad research and development. Further-
more, many poorly controlled and inadequately svaluated innovations
in methods or changes in organisation are characterised as
developmant. Only the most advanced countries in educational
ressarch mention clearly, but rarely, pricritiss for conclusion-

oriented ressarch: this happsns in Anglo-Saxcon and Scandinavian

countries, and in Garmany.




In contradicticn with what may be regarded as the ideal
progression from fundamental research to development, 1t seams that
development problems are coften given the first pricrity. Educatlonal
authoritiss want the necessary msthods and aids and svaluation
tochniques and devices to implement the reforms that are undsrway.
Then comes decisicn-oriented ressarch: which meassures and methods
should be generalized ? Only when these reforms run into diffi-
culties do the governments fesl the need for more fundamental
research. This situation is dangerous. Separated from conclusion-
orlented researcﬁ. innovation and school practice, sasily degenerate
into mers gadgetry, ad hcc recipas, and the like. Clearly in all
ressarch and development fields, rigorous guality cantrol and

evaluation are sssential.

Policies and coordination

In Donmark {Council of Europe, 1970, vol. II),
"Exparimentation is carried cut in most fields by central as
wall as by regional authorities and by intarest schools, but
resgarch activitiss have only to a certain extent baen influanced
by administrative decisicns regarding priority fields of inno-
vation and development (p. 4)".

Does this statemsnt give a true plcture of the general
situation in Eurcpe ? In fact, member countries of the Council
of Europe can bg divided in two groups: those whsre & naticnal

policy and coocrdination exist (Danmark, Finland, France, Iraland,




Norway, United Kingdom, Sweden and Turkey) and those where such a
coordinated action cannot ha detected {Austria, Belgium, Federal
Rapublic of Germany, Italy, Netharlands, Switzerland). Impcrtant
differences exist ameong countries within gach group, however.

One can easily understand how difficult it is to devzlop
a national policy in federal or confederated states in which most
aducational decisions arg made in total indespendence by local
authoritias or bodiss: Lander, Cantons, Provinces, as in Germany,
Switzarland and Austria. Since tha snd of World War II, the
principle of rescarch fresdom is specially emphasised in Germany
and Austria, and their copstitutions reject pelitical or idsologlical
nregssure on the sciantific world.

The existing institutlons and organisations responsibls
for natiocnel policies and coordination were recsntly launchad,
mostly after 1960 and mainly between 1865 end 1970. In cther
words, educational rssearch in Europs is just getting organised.

In Switzerland, two racent craations (1988) can ba
conslidered as an acknowledgment of tha nesd of coaordinatlon on
a broadsr or even a national basis. The Swiss Conference of the
Canton’'s Heads of public education dspartments has founded a
Coordinastion Centre for Educational Research {situated in ths
City of Aarau). The purpose of the Centre (Councll of Europe,
1970, vol. III) is "to help in defining ths educational policy

aof Switzerland and to promote relations with foreign educational




research Centers” (p. 2668). The Institut Romand de Recherches et

de Documentation Pédagugique,'in Neuchatel, is now a focus of the

educational research and development activitiss of the Cantons of

the French Switzerland and the Tessin. The Institut Romand 1s an
information center for teachers and researchers; it.is specially
interasted in teaching methods (reading, foreign languages, and
mathematics) and in school organization.

In the Federal Republic of Germany & similar trend
can be obsarved. After an amendment of Article 9ib of the
Constituticn and an agreement between the Federal and the Lander
Govornments, 2 commission for sducetional planning was created
in 1970. Its tasks are to prepare devslopment projects, to plan
resegarch, and to facilitate ths necessary arrangements between
the central and the local bodies for the implementation of
rasearch and desvelopment projects. Curriculum development and
gvaluation, organization and evaluetion of "pnilot" experiments
in schools and universities, and promotion of gducational \
research and development seem to bs ths main fizlds of activities
of the commission.

Other coordinating agencies in Wast Germany are, to
a certain extent, the Faderal Institute for Vocational Educaticnal
Resegarch recently established in Berlin, the School Building
Instituta, the Education Council, the Science Council, and the

Conferencs of West Germen Sceilety for Educational Sciences.




In a small country like Austria, the directors cf the

Institutes DF’Education and of Vocational Education keep in tcuch
gasily and cocordinate, from time to time. thair research activities.

A national policy does not yst rsally sxist in Belgium,
Ttaly cr the Netherlands. Research depends almost exclusively on
the initiativs of universities or other institutes cf higher
education. In Italy, few universitiss have daveloped thae necessary
research structures. In Belgium as in the Nethsrlands, ths minis-
tries of education sponscr a few rassarch projects in line with
their present school policies. In Belgium, the nead for regional
laboratories coordineted by a national ressarch commiasion has
oftan been strussed and is mow more and more recognized.

In the Netherlands, an Educaticnal Research Foundation
was croated in 1965 to plan, program, and ccordipate sducational
rgsearch. Governmsnt filnancing amounted to 2,700,000 guilders
in 1985 and B,500,000 guilders in 1970. At the and of 1870,
it was suggested that the Educational Resaarch Foundation ba
transformad to a National Foundation of Raesearch, Develapment.
and Expariments. In all thres countries, the iack of a national
resgarch pclicy is seen as an obhstacle to the progress of
sducation and is often denouncad.

Tn France, Ireland, and Turkey, a natlonal research
nolicy is formulated and implementad through ad hoc ministerial

commissions. In France, "it appears from the crganization and
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goals assigned to the new structure created at the Ministry that
future research is to be strictly centralized (OCDE, 19691."

The Ccmmittee for Research and Devalopment, at the Ministry of
National Educaticn, dafines tha policy and supervises tha

aducational research planning. Tha Direction de la Pédagogie and

the Dirsction das Perschnels control schocl experiments and the

schools where they take placae. The Service des Etudes st

Recherches pédagogiguss 1s a part of tha National Inmstltute

for Educaticnal Resaarch and Documentation {INRDPY, placed under
the authority of the Minister of Educaticn.

On reguest of thz Directors and Services of the
Ministry of National Education or at its own initiative (but

always with permission of the Ministry), the Service des Etudes

et Recherches pédagogigues undertakes applied research in order

to improve teaching methods and curricula, schcol organization,
and the obasrvaticn and svaluation of pupils' behavicr ang
achievement (Council of Europe, 1971, vol. 1I1, p. 883. Some
projects of more fundamental character can be carried cut at
the demand of the Servicz, by universities or by teams working

at the Centre Netional de la Recherche Scigntifigue (CNRS) .

Contrary to the author’s opinion {who thinks that
most sducational research should take place at the regional
level) an OECD repert suggasts that this cantralization may be

bencficial at the present staege: reinforcing large national
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ijnstitutes sesms to them preferable tc supporting a proliferation
of smallar organizatieons.

Especially sensitive tc the danger of strong political

influence likely to blas ressarch, Anglo-Saxan and Scandinavian

countries avold excessive centralization {(Husén, 1968; Wall, 1368,
Dah11i8€, 1972, Council of Europe, 1573}. In Great Britein, policy
and priorities are directly formulated by natianal and rogicnal
councils for research and davelopment. The statutes and roles

of these bodies vary, but as & rule they are led by boards or

committees composed of rapresentatives of sll interestad organiz-

ations: political reprasantatives, public and private scheol

authorities, teachsr assoclations, industry, trade unions, and
reagarch and higher education institutions.

Some organizations finance ressarch and thus exert a
diraecting and coordineting acticn on universities and other
research instituticns. For instancs, the Educational Reaearch
Boarcd of the Social. Scisnce Research Council, a guesl govern-
mental organizaticn creetad in 1865, is specilally interestsd
in teacher Bcducation and utilization, nursery and praschool
gducaticn, minorities, further educatian,.avaluation. and new
approaches to educaticn. (For the period 1969-1970, the Educ-
ational Research Board financed 23 new projects at a2 cost of

221,211 pounds.)
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Other orgenizations develcp thelr own resgarch programs
more indspendently. The Naticnal Council for Technology was created
in 1967 by ths Department of Education and Sclencae, but is consti-
tutionally indepandant. The Natiopal Foundation for Educaticnal
Research in England and Wales undertakes resesarch procjects of
national importance or of great urgsncy. It is concerned wlth
problems that ariss at all levals within the aducaticnel system
and its current projects cover nre-school, primary, sacondary,
further and higher educatiaon. The major emphesis of its work

is placad on evaluaticn. It also provides an advisory and
tnformation service for its members and for other ressarchers.

Ths Scottish Councll for Research in Educaticn, an
indspendant ressarch institute, igs meinly financed by the
Scoftish Educetion Department, thes scheol authorities, and the
Fducaticnal Institute of Scctland. It concsnirated 1ts efforts
mainly on sscondary education, axaminations and assessment,
environment, and further education. There is glsc a Northern
Irgland Council for Educational Research {1987).

In Sweden, ressarch and development priorities ars
permangntly reconsiderad by the responsible bodies and their
advisory committees. These bodies distribute research funds
The Council for Sociel Science Research (1883) and tha Bank
of Swaden Tarcentary Fund (1870) ars mainly oriented toward

fundamental research. Applied ressarch and development projects
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are financed by the Batlonal Board of Education (1962), the Office
of tha Chancellor of the Swedish Universities (1868), and the
guedish Board for Technical Davelopment (1970). The roles of these
agencies is not limited to funding; they alsc have to maks sure
thet the research results are taken into account in the educational
nlanning and decision-making processes.

In the other Scandinavian countries, the coordinating
agencies depend more heeavily on government and are mainly oriented
tc development and innovation problems. Important agencles are,
in Finland, the Ressarch Council for Scciel Sciance, the National
Board of Schools, and the Council for School Researcﬁ: in Denmark,
the Board of Experimentation of the Public Primary and Lower
Secondary Schools and the Planning Board for Higher Education;
in Norway, the Department of Flanning (the Norveglian Naticnal
Council for Innovation in Edueaticn is an indspendent advisory
body). Cther research centers of naticnel importance also play
a political ancd coordinating rale: tha Instituts for Educational
Resaarch of the University of Jyvéskyld (Finland) it became a

national center in 1968 and the Danish Institute for Educational

Research (1858).

Educational Ressarch Institutions 2

Using informaticn frcm fourteen countries participating
in an internetional conference organized in 15867 by UNESCO on

the role of research in educational chenge, A. Yates (1971)




suggestad an analysis of contemporary structuras of resesarch

which seems valid for Western Europe. Importent variations exist,
howevar, among ressarch institutass in their administrations and
modes of funding. Generally speaking, eduéationallresearch is dene
by universities, national agencies or governmental departments,
and spacial institutesindependent of universities and in many
cases of govarnments. A less but not unimportant role is also
niayed hy rasearch institutes financed by local cr regional
authorities, confessicnal or nonconfessicnal nrofesslonal

associetions, and teacher training ccllegss.

The Univerﬁities

In sevaral European countries, the influsnca of the
univarsitiaes on governmental decisions and school practics is
vary modest. It would be unfalr to deny, howevar, that in many
cases there would not have been and would nct be any educetional
rasearch at all if universities had not picnesred this activity,
devaloped the rasesrch methods and technigques, and had not demans-
trated the velue of high quelity sxperimentaticn in education.
On a continent whers most teachers and thsir supervisors have
not lsarned the foundations of educaticnal ressarch methods
and of statistics, whers most university professors have not

had any pedegogical training, it is not surprising that

resgarch results are fraguently rejected or ignored.
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In the Latin countries the greet majority of primary and

sgcondary school teachers do not even master the concapts of
descriptive stetistics. Many have never administared an objsctive
achisvement tast and ignore the existence of standardised
measurement instruments for the subject they teach.

In fact, the contribution of the universities is
twofold. First, the schools, institutes, or facultles of =ducation
carry out an important part of the educational regsearch and
devalopment. Secondly, facultiass putside the schools of education
{psychology, sociology, law, seience, modicine,...) alsc under-
take research, mostly of a fundamental charactsr, related to
aducaticn.

The influence of university schools of sducation
varies considsrably from country to country. In France, a
licance in educaticnael sciences was legally greated lass than
ten yesars ago (1867), but the objectives of this licence ars
far from precise (Léon, 1871). While 1ts curriculum is an
unclear mixture of coursas alming at school practice and at
research, in fact the French licence is mainly gearad to the
advanced pedapogical training of teachers (OCDE, 1969, pp.3-4).

In Austria, Germany, and Switzerland, the schools
of educaticn are alsc much more teacher tralning than rasearch
centered. In contrast, the Belgian faculties nr institutes

of psychology and aducational scisnces (the former highar
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institutos of pedagogy, founded in the twenties, aven before
autonomous schools of psychology came into exlstence} carry nearly
all the weight of educetional ressarch. These facﬁltias or
institutes cnly, however, train teachers of aducatian, nsycho-
logists, cr ressarchers. In Great Britain, in the Scandinavian
countries, and to a certain extent in Germany, the university
schocls of education participate in the tralning of the teachers
but aisc have educaticnal research dspartments.

Furthermors, tha welght of the respective contributions
of the schools of education and of the other faculties varies
greatly in differant countries. For instance. from about 250
French university research projects listed in 4971-1972 (Julien-
Binard & Dufoyer, 1972), less than one-third belong to teaching
and roszarch units of educaticn and mors than two-thirds are
carried out, in order of importance, by depaertments of naycho-
logy, sociology, law and economics, humanities, science, and
madicine. For the same period, Sweden mentions 108 projects
{Educational Research in Sweden, 1371-1872) amcng which 83
belong to departments of educational research of university
schools of education, eight are undertaksn by ths Department
cf Psychology of the University of Stockholm, and two by ths
Department of Sociology and the Department of Political Sclencs
cf the Univarsity of Uned. (Ganesrally speaking, the integration
of psychology and sociclogy into the educational sclences 1s a

Swadish characteristic.)




The relative importance of the role of universities in

oducational research is far from aqual in West European countriss.
The 1ist of research institutes teking part in the survey of the
Council of Eurcpe indicates that university research 1s most
important inlAustria, Belgium, Finland, Ireland, and the Nether—
lands. The role of universities is also great in Sweden, but
nearly all research projects are controclled and Fiﬁanced by
national agencies cutside the universities. In England, Norway,
and Scotland, the part of the universitles is either balanced

or cutweighed by other instituticns. In Danmark, France, and
gwitzerland, the role of universitias is comparatively small
comparad to nationél or cantonal institutes or gGVgrnmental
research centers.

Ws know 1little about university educational ressarch
in Turksy or in Gresca. As for West Germany, it bsgins a psricd
of axpansion after the long silance of the Nazil era and the
decacda that followed. At the university ievel, the Deutsches

Institut fur Internmaticnale Padagogische Forsehung {Frankfurt),

founded 1n 1951 with tha hslp of the United States, has
develuped a large spectrum of studias. In 1983, the Max Plank
Tnstituts for Educational Research {Barlin) was created to
promote interdisciplinary rasesarch. It is composed of four
departments: educatlon and psychology, sociclogy, economy,

law and administration (Yatss, 1871).
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S£111 cther differsnces can bie mentionsd es far as the
role of national agencies 1is concernsd, wWhile some, as in Sweden,
1imit themselves to financing research (mostly in universities),
others undertake theilr own projects. Examples ara the Servica

Central des Statistigues and the Bureau dss Programmes in France,

the Planning Branch of the Department of Education and Sclence

in Gréat Britain, and ths Ressarch Branch of the Education
Department in Seotland. Such departments are of course peculiarly
well squipped to undsrtake investigations of the kind cften
designated as "soclal book-keaping.” Large scale surveys invelving
the ccllection and amelysis of data on school gnrollments and

tha asasessmant and prediction of avallable resources cf manpowsr
for teaching end other sducational activities are a nacassary
component of ths aFFicient.planning of an educaticnal service,

and govarnment agencies are tanding to carry out this kind of

tesk for themselves (Yates, 15871, p. 26).
National Agencies and Gavernmental Departments

Universitigs have, beyond any doubt, created aduc-
ational research and demonstrated its potential value to solve
some of the problems met by school administrators. They have
also developed the frontier methods and techniquas that help
to improve the quality and progress of research. Nevertheless,

tha universities alons cannot [for lack of the necessary msans)
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meet & steadily incrsasing research demand. Traditicnally Jealous
of their independence and autanomy, the universities de not always
facilitate the progress of a national research policy and of the
coordinatad action that governments oftsn deem indlspensable to
deal with national sducational problems.

To avoid the usual heavy teaching responsibility and
focus on rosearch, some institutes or centers that have criginated
from universities have won independence to the extent that they
do not any longer come under the ususl jurisdiction of the schaols
or faculties, this jurisdiction being necessary in the case of a
large spactrum teaching instituticn. Benefiting from the intel-
lectual and material infrastructurss of the universities, these
rasearch canters speclalize in one or a few areas of research.

The usual budget allowed to university departments does
not suffice toc finance such reassarch centers. That is why they
resort to direct public funding and bacome more and mOrs assc-
clated with governments (Yates, 1871). The Institute for
Educaticnal Rassarch of the University of Jyvdskyld (Finland),
for axample, now has the status of a natlonal éducational rassarch
center. It would be en exaggeration, howsver, to say that every-
whers in Wastern Europe educational research is financad and thus

controlled by natiocnal agencies as in Sweden.




National Institutlons

Beside the university rasearch cdepartments and other
specialized centars working mostly in connection with institutes
of higher educetlon, som2 countries have national research
institutions. Examples are the Naticnal Foundation for Educational
Research in England and Wales, the Danish Institute for
Educational Reseerch, the Institute for Educational Ressarch 1n
Finland, the French Naticnal Institute for Educational Research
and Documentation (INRDP). These jnatitutions are very active
and in some cases, as in France, are tha leading =ducational
resgarch agencies.

As far as staffing and choice of ressarch projects
are concsrned, natlonal institutions strictly controlled by
the pclitical power, as in France, and institutions 1ika the
NFER anjoying the traditional British independence are of
course in a very different situation.

The centralization of research activity is a temptation
in several countries. This teand has probably a twofold explan-
nation: the search for afficiency and the wilsh to keep things
under contrcl, which is certainly not so casy when universities
are involved. The dangers of strong cantralization are obvious:
politicizing and bursaucracy: ipss of contact with human
realities and contingenclas; and, as a conseguenca of this

nlmss of contact, a lack of ralevance to the neads of the schools.




The rcle of private foundetlons

Privats foundations deserve a separate treatment. In the
United States, thelr role is grsaet. The situation in Europe is far
from being so favorable and in small countries like Belgium
without any educatiocnal foundation of importence, financing
resgarch cen he extremely difficult. It is certalinly not an
gxaggeration to say that many highly promising projects ars
interrupted befors they can yield their results, or thay do not
avan have a chance to get started.

Educational research in Great Eritain seems to
receive thas most halp from private foundations, for it finds
suppert rathsr sasily from ths greet American foundations 1ik=z
Carnsgie and Ford, and alsoc has important foundations of its
own: Nuffield, Leverhulme, Gulbenkian, Wolfson, and Rowntrée.
The Nuffield Foundation has been particularly influential in
stimulating end cerrying through research and devalopment on
the curriculum (Councll of Europe, 1870, 1, p. 4). In Garmany,
the Volkswagsnwerk Foundation promotes rasaarch end teaching
in scisnce and technology, partly finances the UNESCO Instituts
for Education in Hamburg, and subsicdizas the German participation
in some other projects, as thes survay of the Intornaticnal
Assoclaticn for the Evaluation of Schocl Achievament (IEA}.
The Dutch Bernard ven Leer Foundation has specialized in

rassarch an deprived children and flnaznces projscts in several
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European countries. In Italy, sgveral foundations (Aghelll,
D1livettl, Cini) sponscr educational research. Finland and Swedan
also obtain help from private foundations, but the contribufion
sgems marginal. Finally, ths Gulbenkian Foundation in Portugal

could play an important role for that country in the near future.

Researchers in instituticns

Before closing this section, it seems worth mentioning
that a difficulty that is well known 1in the tynited States is
beginning to affect West Eurcpean rasearch. When 1t is ths main
source of financing, privats sponsoring of short-term ressarch
projects makes for instability in the staffing of research tesms.
This creates a paredoxical situation: especially in countries
in nead of a firm network of researéh centres (that 1is in most
Eurcpean ccuntries), ths feuw existing gualified rosgarchaers
often find it difficult to envisagse an uninterrupted and
daveloping caraer. For cultural (especielly language) reasans
and leck of better working conditions in other countries, their
mobility remains limited. Conseguently, researchers cften take
up teaching or administrative positions. As e result, the few
existing teams with high potential and member qualificaticns

are recurrantly liable to disintagration.
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The educaticnel situation in Europe could be dramatically
improved if the stretsgy of development araeas gcould be appliled as
in economics. This would consist in ceveloning and stabilizing a
fow dynamic regional ressarch centers or laboretoriss and using
tham for the training of ressarchers and the organization af
other canters. Tha assumption 1s that an irreversible
movement of educational progress could thus be created. Today,
for lack of rescurces, most of tha research demands “among which
many ere crucial for educational revitalization and lnnovaticn
must be turned down by the few efficient research teams.

There is now an alanming shortage of researchers in
Europa. We dafine a researcher as a psrson kn?wledgeable in ona
subject and possessing a mastery of research methods and
techniques, including exparimental design and multiveriate
statistical anelysis. If one beers in mind that teachgrs or
other ungualified persons associated with or sven in charge
of projects are often ccounted as researchers, an sxaminaticn
of some of the available statistics reveals a disturbing
sltuation.

An analysis of the Council of Europe survey has besn
made in order to discover the number of active educational
research people in the different countries. The figures
menticned are approximations. Among the reasons for the lack

of accuracy is that the description of the staffs of the
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ressarch canters has not baen carafully standardised 1n the survey.

Furthermore, nct all research centers have been reached by the
Council of Europs, while some of thoss mentioned in the documeant
herdly desarve their names. Only the least ambigucus data have
been considerad. It alsc happens, as in France, that the same
persons are llsted by several institgtes. Finally, the non
professional researchers (graduate students and primary or
sacondary schocl teachers occasionally cooparating with rassarch

rrojacts) have been omitted.
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Although they are small, some of these figures must
still be considered =s inflated end misleading. For instance,
a ecertain numbar of persons tabulated as full time resgarchers
in Belgium do not meet the definition we have adoptad. Typical
gxamples are ownars Df‘tha gquivalent of a B.Ed. or M.Ed.,
with a major in educaticnal history and teaching methods, but
nearly ignorant of lnfarential statistics, scophisticatsed
exparimental design, modarn measurement methods and technigues,
and the advancod research literaturs on thelr research prohlem.
A similar remark appliss to France. In short, it is striking
to ohserve that the Educationel Testing Service (Princeton),
for instance, has alone a much higher potantial in educational

resgarch than nearly all European ccuntries.




Areas of Research

Not long ago philosophy and history still possgssad a
sort of thaoretical monopely in the world of educatios. while
pedagogy was mainly considered an art, or a practice finding its
saurce in intuition and inspiration. An empirical approach was
excluded. Ressarch wes then limited to the formulation of
educaticnal policies, and to the construction and defense of

N
padagogical doctrines, which were thomselves eclsctic syntheses
of general (and cften generous} principles, of rulas of thumb,
and of heterogenscus psychological and soclological cbservations
or hypotheses. So called school axpariments preparing for the
introduction of new curricula, structures, metheds, and materials
wera done without serious design or evalueticn. Thay served as
propaganda rather than sclentific trials. In fact., they were
concgived to create enthuslasm or at leest acceptance of
inncvations that wers deemed tc be good since they were in
accordance with ths dominant philoscphy.

Everywhars, there 1s an observable trend away from
this sort of "ressarch”. But it would be nalve to helieve that
it has antirely disappsared. In Belgium, the present reform
of secondary education 1s mainly o philosuphiigl constructiaon,
while in several countries the new mother tcngus and mathematics

curricula ara to a great sxtent of dostrinal origin. Any



educational reform of impertance, of course, ralsss vhilascphical
and pclitical problems, for it is at this higher lavel that all
decislve orlentations are chosen. Our criticlsm concerns mainly
the means sclected to reach the ends. One balieves that thay are
appropriate, though they have not been émpirically tested.

In France, education has not yet besn fully ecknowledged
as a university discipline (L&on, 1971). Padagogy remains the
field of the teachsrs, a craft occasionally fed by psychology,
sociology, higtory, and philcsophy of education. It 1s striking
to observe that more than half of ths research precjects appear-
ing in the already mentloned OECD statistics {1969, appendix,
pp. 11-13) belong te these disciplinss. From e list of 314
doetoral dissartations in educaticn for the periocd 1944-1867,

72 are in history of education, 69 in comparative gducation,
32 concsrn teaching methods, 46 psychology, 45 scclology.
None ars concernsd with curriculum development, 2 with educ-
ational cbjectives and 4 with svaluation.

The real home of scientific educational research is
in tha Anglo-Saxon and Seandinavien countries, where contemporary
measurement methods and technigues (further develcped or invented
during or after Wolrd War II) are widely used. In those countriss,
the success of the first national surveys of school achievement
and of assoclated psychological factors (Walker, 1868; Yates.

1571; Swadish Councll for Sccizl Science Research, 1973) has
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.quickly convinced the sducational authoritiss of the usefulness
aﬁd‘the tramendous banefit of smpirical educational resgarch.
Of coursae, developments in statistics and thse tremendous
possibilitias offered by computers have alsc had a dramatic
influance. N

Exploiting the advance cof those countries in the fleld
of surveys, the Internaticnal Association for the Eveluation
of Educaticnal Achisvement (IEA) has ncow demonstrated the
foasibllity of internstiocnal pmpirical comparative rassarch
and has contributed significantly to the methodological
development of tha other Europsan participating countries:
Balgium, Finland, France, Hungaria, Itely, the Netherlands,
Paland, West Germany.

Tha rather slow penetration of educational maasuremant
and statistics in Latin countries can be partly explained by
the fact that in thoss ccuntriss psychology is profoundly
influenced by the work of Jean Piaget and by the great Franch
and German clinicians. (Howswer, the influence cof a definite
technolegical retardation especiaelly in data nrocessing, and
of the philosophisal tradition, now illustrated by the
instituticnal thecries, should not be underestimated.)

Twe further explanations must be considersd; cne of
a deeper cultural character, the other of an institutional

charactsr. Saying that Anglo-Saxons ars men of action or
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empiriclists whilse continantal Europeans are theorists is more than
a cliché. Some striking examplaes among hundreds of others are the
differences the wey students ars evalustad, in the character of
the schools of enginsering, and In the business methods smployed
on both sides of the Atlantic.

Instituticnally, the rigid centralization at ths national
or at the Land or Canton laval with a uniform curriculum avery-
where 1s certainly discouraging to experimentation. Another
sepect 1n the institutional domain is the fact that socon after
World War I, primary and junior high school teacher training in
Americe mors and more took place in colleges of higher education,
while this movement is just starting in nearly all continantal
Europesan countries.

The largely apprentice-type of training that most
toachers and supervisors have undergons probably explains why
sc many educetional msetings and confsrences in Eurcops manifast
a strong visicmary and deogmatic flavor. To indulge in a bit of
caricaturs, one might say that the Hcly Ghost and the soul of
tha child rsmain respectively fregquent independent and danandent
variablss. This does not mean, however, that Western Eurcps is
ignorant of the latest devalapments in aducation.

In fact, one cen hardly imagine a contempcrary research
thema or toplc that is not treatad somewhere in Europe. Tha

difforence is that while practically all the themes are tackled




by many individuals or teams in the United States, one has in

many cases to survey the whole of Eurcpe to identify the few
persons who deal with the same nroblems, in most cases with
limited resources. Examples are tsachar behavior analysis,
cbjective svaluation and remediation b¥ sceiocultural hanqicaps.
computar-mssistad-instruction, mastery learning stretagies,
readability, empirical study of microteaching. The use of
specific analytic techniques also illustrates this polnt:

tha samantic diffsrential, the @ sort, canonical corraelaticn,
and path analysis for example, are very rarely utilissd.

T 1ist all the headings under which research projects
can be categorized and to try to evaluste the Eurcpean produc-
tion for each would be an impossibls task. Only thoss areas
that are considered to be the most importent and those aspects
that may yield interesting compariscns between Amarica and
Europe will be considered.

Since 1967, the analysis of the common problems
raisad by the Conferances of the Ministers of Education of
the Council of Eurcps members indicatas five important arsas:
the social factors underlying aptitude for education, curri-
culum development and svaluation, teacher initial and
in~service training, technology of sducation, and post-

sacondary educaticn, including further and recurrent aducation.
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The organization of the equivalents of the U.S.
Seminars on Learning and Educational Processes (SOLEP) in Europe
(Stockhelm, 1968; Pont-&-Mousson, 1870; Munich, 19741) gave an
opportunity to identify the main precccupations of the leading
Europsan researchers. They include the same tcpics as abovs,
but add educational ressarch methods, cognitive development
in relation to socizl and cultural factcrs, psychclinguistics
and quantitative analysis of verbal communication in aducational
perspective, and national and international surveys of school
achigvemsnt. Great intersst 1s =lsc manifested in the new
mathamatics, sclence, and mothar tongus curricula.

Outlines of the national school organlzation and
research prioritiss are given in Tables 2 and 3. They offer

a picture of R and D trends in Westsrn Europs.
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Another indicator are the areas in which. the majority of
projects are carried out in a givan pountry. For instance.
in the Council of Eurcpe survey (197C) of 131 projscts
mentioned by Great Britain under 31 differenf headlings,

36 are curriculum development, and eight are social factors

of sducation. More procisely, C. Pidgeon categorizes as
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follows tha recent prcjects of the NFER: schocl organization,
gducational anvironment, communication research, teachars and
teacher aducation, educational and vocational guidance, national
ang internationzl surveys, sxaminations and tests results.

The 1971-1972 inventory of 108 Swedish projects seems
to indicate a different emphasis: 71 of the?e projects ars on
the comprehensive school, 21 tgaching aids, 1% spseclel education,
14 school adiustment, 12 handicapped children, end 10 preschool
education. Among 123 Finnish projects, 10 bear on tsacher
education, 12 on teacher bshavior and avaluation, 16 on teaching
methods and organization, end 11 on schocl achisvement.

As for France, a sophisticeted ressarch classification
system has bean slaborated by J.C. Asselaln for the National
Center of Scientific Research (CNRS) and for the Service of
Educational Research and Studies (Julien-Binard, 1871). Some
of the detailed information available from this classificaticn
can bas summarized es follows (number of projects 1n paranthases):
aims and objectives (17), school crganization (65), study of
the socilocultural snvironment (35), child psycholegy and
cognitive processes (60), teaching methcds and subject matter
{(138), gvaluaticn and.achievemant (28], cost and productivity
of the system (8), teacher tralning (107), lifelong education

(17, egquality of opportunity (689).
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Britain sesms to concentrate its efforts on curriculum
development, evaluetion of atteinment, school organization,
axaminations and educatlonal guidancs. This may be because the
British educational system is probably the most independant
from the central authority and also =sllows the greatest liberty
to the teachers curriculum dsvelopment and teaching methods.
Resgarch 1s to an important extent inspirsd by administretors,
who feel ths need to help taachers dsvelop an adequate school
curriculum, to svaluate efficiasncy cf instruction and to maka
teacher-made examinations results comparable. In short, one
can detect in British sducational research a trend towards
technocracy.

In Sweden, the will to attain a more and more
damocretic order whers every indlvidual should get all the
chances he can exploit seams to explain the main lines of R
and D activity. Hence the emphesis is on the psychologieal
diversity of the puplls, adjustment ot school and all aspects
of special aducation. Prioritiss go to preschocl education,
comprehensive "fundamental” education, and higher education.

As a highly centralized state wlth = long intelliectual
elite tradition, France concentrates more on subject matter
and on planning framed by the nseds of the dominant economical

system carefully defesnded by succaessive governments.
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This sketchy pressntation does not help in detacting
projects of special values a serles of monographs would be needed
to provide a full description. A good example in this raspect

is £. Malmquist's survey of reading research {1970) ., Furthermore,
tablgs like those éivan ghove do not provida information sbaut
specific lccal centasrs that may be significqptly active. In 1ts
latest R and O activity report, for example, the Laboratory of
Educational Ressarch of the University of Ligge (De L.andsheere,
1973 a) lists seven projects on compensatory early childhood
education, four cn teacher behavior analysis, sight on readability
and TV intellipibility, six on programmed lzarning, ten on
farmative evaluation, and two on natlonel achiesvemant surveys.
Last but not least of the difficulties sncountared in attempting
to ecollect information cn Eurcpean rasearch 1s the putlication

of the reports in local or national roviews in more than

fifteon differant languages. So far, there is no comprehensive
European review that offers a picture of the R and D activity

on the continent.

EASTERN EUROPE

The severe limits of our study of ed cational ressarch
in socialist countries must be strossed. We have extracted as

much information as possibls from rathar meager documantation
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and scme direct communications from research agencigs. Only for
Hungary and Rumania can we spaak of informeticn giving 2 plcture
of considsrabls educaticnal rasearch activity in both countries.

Two surveys (Birzea, 1973; Novak, 1870}, nublished by
the Unesco Institute for Education (Hamburg) along-;he lines of
the Council of Europa's surveys, were not too useful since they
offer only gross compilaticns.

As e whole, tha situation does not look especlally
bright. One point that deserves mentipn is that it is cbvious
that some East Eurcpean researchers have a thorough knowledgs
of the Western scientific litersturs end are acquainted with
our current research and development projscts; they guots
abundantly the letest publicetions in English, French, or Gérman.
Where are tha Western Eurcpean or American researchers who could
do tha same for the other side ? How many West Eurcpean
resgarchers know their distipguished colleasgues Luria, Stolurov,
Adam, Agoston, Vaideanu, Slama-Cazacu, anc 80 many others ?

Of course, the lapguage barrier iz a central problem, and the
international publicatiuns of the sociallst countries are not
of much help because they contain morse philosophy or ideclogy

than detailed dascripticns of ressarch projects.
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It is striklng that nsarly all research instltutions

are under the direct authority of the governments, mainly of

the Ministriss of Education, Culture and Sports. This administrative
and financisl dependsnce is also clsar in the selsctlon and

planning of the research projects. Though many Western Europsean
countrigs also have centrallzed systems, the control 15 much

woakar than here. It 1g not excaeptional for programmes to be
outlined by the highest political authorities. For instance,

after =ix years of preparation, the Yugoslavian Federal Assembly

made public on March 26, 1570 the Resolution sn the Development

of Education on a Self-Managsment Basis, a sort of educaticnal

resgarch and develcpment charter (Psdagogy. 19731. In November
1971, at the Plsnum of the Rumanian Central Committee of the
Socialist Farty, Ceaucescu stated "that tsachers should relate
much clossr to tameching practice, ressarch and production”
(Barsanascu, 1872). This direction 1s immediately analyzed and
commented upon by educaters and taachers, who dialectically
infer the benafit and implications #or innovation and research.

In relation to the;plahs that are mads far the
developmant of tha sccnomy and the schcol system, rasearch
priorities are formulated by political executives. In turn,
the research institutes suggest definite projects within thoss
areas and submit them for espproval. Desice this official

orogram, soms institutes undertake sponscred research projects
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of their own, but they do not exceed tem per cent of the total
rescurces. Planned by academic authorities, research in the
universities alsa fcllows governmental diracticons. Initiatives
soem sasler to taka in the university, however, than in Dthgr
institutlons.

Soctalist universities cdo not invest as fuch in
aducational research as in Western Eurcpe, and this lesser
{nvestment iz sometimas regretted [Ageston, 1671). Generally,
there are nc schools or departments deuated exclusively to
oducation. Educational research is done oy professors of
ganeral pedagogy or of didactics who teach in faculties of
philosophy or art, or in teacher training colleges.

The centralized policy 1s reinforced by a close
cooperaticn bstwsen all research agencies within a country
and also batwaen tha socialist countries. In Yugoslavia,
this strict centralization, also called bureaucracy, has
bean regerdad as a handlcap and, as mentionad before, sulf-
management 1s now recommanded (Nouosel, 1961; Schmidt, 1870).

The ressarch themes Sure widely reported and
fraguently mentionac are ralated to general cr technica.
secondary education in its continuity with the compulsory
fundemental schocoling. Tha connaction with lifelong or adult

education is often made. In Yugoslavia, praschocl end primary
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gducation also draw much attention, while in the USSR'speciai
educatign is widely studisd at the Pedagogical Academy of Moscow.
The sbsclute pridrity glven to ideology explains tha wsalth of
studias in history of education, comparative educaticn, general
pedagogy, and the philosophy of education.

In comnection with curriculum developmeng, numaerous
institutions sezk to increass the afficiency of teaching methods
(Nicolescu, 1970; Vaildsanu, 1570). In this ccntext, & spociael
affort is made in the fleld of aducational technology. Audio-
visual technigues and programmad instruction are carsfully
developed and widely used. More than in cther parts of the world,
howaver, cocordinated action and reflecticn can be cbservad in
the fi=zld of techrology, since ths whole instructional process
is conceived as s technological system all thes pearts of which
arg being psrmanently optimized. It seems that the most impor-
tant contribution of the socialist countries to the progress
of education is likely to be found here.

Finally, the large place deveted to the pvaluaticn
of tha productivity of fha educztional system inwits ralation
to the sconomiss of the nations axplains the importancu
attached to school and voecational guidanca and counselling,
which are tha object of many studies in mumerous specialized
institutes. The selection for higher education seems to ramain

severe anc more afficlent screening is sought (Agoston, 1972).
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All this indicatés that more place is given to development than
t6 research. Indeed, mcst rasearchers are former teachers who
have besn specially selected for this task.

Rasearch institutes generally spacialize in one
research arsa. Members of such institutions frequently haﬁe
teachar training duties. Unlike nearly all Wast Europsan
ressarch centers, the soclalist institutes have their own
notwork of experimental schocls. With a far from scophisticated
smpiricism, new curricula, teaching methods, techniques, and
aids are tried in the exparimental schools, which also act as
demonstration csnters and models for the other schools.

To consider that there is nothing but educational
development in sccilalist countries would, howaver, be
misleading. While pedagogy 1s idantified with and limited te
practical goals, psychology, physiology, linguistics. and
sociolopgy are nots They deo funcdamental research 1n learning,
and cognitive and affactive developmsnt. But the situation
is not uniform.

The wish for greater msthodologlcal rigor in
aducational obsarvation and experimentation is ocgasinnaily
expressed and measuramant 1s racommendsd (Malita, 1970;
Palav, 1972). The earlisr opposition to psychometrics is
being relaxed and achievement tests are being constructed

(Zorgo, 1970; Kehuda, 1972, Orosz, 4972). Finally, the worth




and virtue of scphisticated statistical analysls are now
recognised (Saegadin, 1972}.

The usa of achigvament tests sesms already well
acceptsd in Czechoslovakia (Novak, 1970), whils Hungary ia a
member of the Internaticnal Asscciation for the Evaluation
of School Achisvement [IEA) and launches natlonal achievement
survays deemed to be of great interest for ths develcpment
of curricula, the preparation of school books, the evaluation
of teaching methods, and the management cf the whole school
system (Orosz, 1872},

According to E. Malmguist (1973, p. 83), the Soviet
situation can best be dascribed as one of transition from
traditional, small scale academic research to systematic,
large scale, client-oriented R and D. In fact, the movement
is the same as in other Eastsrn ccountries and nrobably
inspires it. E. Malmguist has stresssd the limitaticn of
rasearch fresedom in the social sciencas in USSR and concludas
that "Soviet ER works under ssvers restrictions dus to its
sﬁbcrdinétion to Marxist-Laninist ideclogy.” but that there
is navertheless "some scope for objective and ampiricar
study (p. 58)." E. Malmguist's conclusicn that Soviet ER
is daveloping along lines in meny respects similar to thise

found in the Scandinavian countries and the Unitec Kingdom
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can be misleading if one does not add that the gap betwsen the
two blocks remains quantitatively ccnsiderable, as far as
ressarch products, the utilisatlon of research results in the
schools, and the aveilability of gualified researchers are

concarned.

CONCLUSTON

If onre considers Europe as a whole and we have sesen
that such a view obscures the wide differences among the
countries concernad educational rasearch is gualitatively
and quantitatively insufficient. Of course, some countries
are exceptions and some individuals or local teams are of &
very high stendard, but this does not changs ths general
situaticn.

The most hasic explanation of this phencmenon sesms
tc be that education as such is not yet considered s science,
or educaticnal ressarch ié seen as a mincr scientific activity.

The public often wants more and better gducation but dces not

roalize how outdated many schocl curricula end practices ere;
the members of the public refer to thelr own school experiencs
end do not condemn 1t whole heartedly because this invclvas

accepting that they themselves are lass than satisfactorily
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gducated. Furthermore, it is cften hard to convince parents and
authorities that education is such a sophisticated enterpriss
that research of the same level of complexity as that carried
out in medicine or engineering 1s nscessary. The reactions of
the learned world, personified by university professors, ars
not very different. Expertise in ths subject matter and some
pedagogical feeling ssem to them the alpha and omega of
educeticn. Thay do not only cherish the attitude hut trensmit
it to their students and reinfores it on svery occaslon.
Once again, thers are exceptions, but not gnough to be of
real welght. In short, many Europagns st11l think that
provided a sufficient number of teachers ars trained as
practitioners and "good" school beoks end buildings avallable.
the most basic educational problems aras sclved.

A1l this has important and unfortunats consequences.
First, though naticns spand a considerable part of their
resources on education, efficiency and attainmaent are not
monitored. Secondly, the best students are not attracted o
careers in education because they offer neither prestlyz NOT
large-scale ressarch oppertunitiss. Third, the mass medis
deal more and mors with education, but on the practical side.
There 1s a sort of research sage for physics or medicine.

But who has sver sasn an aducational researcher as & herg?
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Fourth, as a rule, politicians follow tha pressurs of public
cpinion and do not take the 1gadarship to form it. Why should
they intorest themselves in a domain with apparantly so low

a political pay off as educational rasearch? Flfth, éducation
remains the mest powerful instrument of indoctrination in

the hands of political lsaders. As indicated at the baginning
of this study, aducetional research legeds easily to a level

of criticism that only the most mature democracies can tolerate.

We have repsatedly cbserved that Graat Britain and
tha Scandinavian countries are the most advanced in the field
of sducational research. It plays an important and effective
role in the lives of these naticns. Then come countriés with
very diffarent situations. Belgium, France, and Switzerland.
for instance, have only a few research centers and a2 few
hignly guelified researchers. The direct impact of educational
ressarch in those countries is thus weak. Germany 1is
approximatgly in the same state, but a rapid develupmert
seams to be in sight.

An evaluation of soclslist countrizz iz not 288y
bacause ws lack frequent contact with their educational life.
Officially, the importance of gducational ressarch is
acknowledged and, in the USSR, there is even a model for oa

naticnal research centers netwcork. In practice, the impact
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dops not seem any greater than in many West Eurapean countries.
Furthermore, access to Westsrn Europe and United States ressarch
and statistical literaturs definitsly exists but seems to be
reserved to a few individuals or groups.

Spain offers etill another picturs. Here, the impor-
tant role of sducaticnal research is clearly stated in the new
school laws end an institutional network has been developed.

It seems that a tree has been planted and grows. The fruit is
atill more promise than reallty, however.

Can & rapid change be generally expectad? Probably,
though not cvernight! Natlons will have to support éducatianal
research bacauss there is no way to avold 1t. The growing
multiform needs in sducaticn created by our contamporary
culture are impressiva: both to kesp social peace within their
boundarles and to avoid being intellectually colonized by
more efficient neighbours, the countries must systematically
innovats, svaluate the output, and cptimise the effactiveness
of the sducational systsm. Research is under such circumstances
a necassity.

Coordinated resaarch projescts at the Europsan level
ijg still a dream. The Councll cf Europe, DECD, UNESCO, the
Unesco Institute for Education (Hemburg) do not launch

Europaan empirical rasearch projects but play an important




information rocle. Thanks tc many confersences, colloguia, and
expart mestings, all leading European researchers mast and

" communicatz. Thay alsc mest Unltad Statses colleagues and many
crucial tips or hints are glven on these cccasions.

It sesms that critical steps towards "Europsan
rassarch” could be the crganization at regular intsrvals of
long Eurcpean research seminars of the type of the European
Ssminars on Learning and Educatiocnal Procssses, which
UNESCO has corganized in Stcckholm, Pont-&-Mousscon, and
Munich. In all cases, the succaess and yisld of those seminars
were definitely greater then the output of many dozans of
confareneces. Tha launching of a few European projects, the
fgasibility and great methodelogical benefit of which has
been demonstrated by IEA, could also have a strong impact.

Neverthelesss, largs-scale azducational research
activity and the systematic dissemination and utilisation

of the results that it yields are still distant prospects.

45.
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FOOTNOTES

Professor E. Bayer, University of Geneva, was chef de travaux
at the University of Likge, when this paper was written and
has considerably contributed to it. I alsoc want to express

my gratefulness to my numercus correspondents, in most Eure-
pean countries, who have answered my questions and put a rich

documentaticn at my disposal.

In this section, we borrow mainly from Yates (1971, pp. 23-
431, We also use answars given to the UNESCO questionnaire
by Belgium, England, France, Germany, Scotland and Sweden,

which are reproduced in the same book (pp. 115-220).




TABLE

1

Evaluation of Number of Researchers in Selected Countries

Full time Part time
Belgium B7 41
Denmark a0 1
France 204 ‘248
Italy 4 38
Netherlands 142 78
Switzerland 88 42
Sweden 157 39
Turkey 21 -
West Germany 294 52
N.F.E.R. England and Wales only 53 -

5%
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TABLE 2

School Dr.wization Priorities

Preschool education

Compeneatory education

Transition betwsen preprimary

and primary education
Primary education

Transition between primary

and sscondary education

Secondary ecucation

Transiticn between secondary

and higher education
Vocational education
Higher education

Adult and 1life long education

Austria, Netherlands, Norway,
Sweden, United Kingdom (a)

Belgium (b), Finland, Netherlands

Belgium (b, Netherlands
Netherlands, Norway

Denmark, Netherlands, Norway,
United Kingdom (&)

Austria, Denmark, Federal Republic
of Germany, France, MNetherlands.
Norway, Switzerlend {c), United

Kingdom (a)

United Kingdom [a)
Denmark, Norway
Denmark, Finland, Sweden

Federal Republic of Germany,

Sweden, United Kingdom (a)

This priority was deduced from ths activity programmes of the

national educational research agencies.

This priority is explicitely mentioned though Belgium states that

no definite national policy in the field of educational research

existed in 1969 and 1870 {Council of Eurcpe, 1971c).

No national poliecy. This priority is deduced from the list of

research projects just completed or in progress.




TABLE 3

R‘arch Priorities

—_——

School guldance and evaluation

a. Examinations and testing
b. Other evaluation methods

c. Youth problems and dropauts

« Curriculum

I1I.

IVI

VI.

VII.

VIII.

a. Curriculum revision and
development

b. Methods of curriculum
develapment

c. Curriculum evaluation

Teaching methods

a. Revision or development of
methods

b. Teaching and learning
pracesses

c. Evaluation of methods

School technology

a. Teaching aids and indivi-
dualization technigues

b. Audio-visual means
c. Programmed learning
d. CAI

g. Evaluation of school
achievement

b. Experimental pedagogy
Teacher training
School administration

Educetional economy

France, Switzerland, Turksy, United
Kingdom

Belgium, United Kingdom
Belgium
Turkey, United Kingdom

Denmark, Finland, France, Gsrmany,
Netherlands, Norway, Switzerland,
Turkey, United Kingdom

Germany, Sweden

Finland, Turkey

Austria, Denmark, Finland, France,

Norway

Finland, Netherlands, Sweden

Finland, Sweden

Switzerland

Norway
Austria, France, United Kingdom
Austria, France

Denmark, United Kingdom

Austria, Finland

Finland, Germany, Sweden, United
Kingdam

Belgium, Switzerland, United Kingdom
Norway

Turkey




