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Abstract

This research aims at deconstructing and questioning certainties about assessment as an
educational institution on its most fundamental levels. To achieve that, | am utilizing theoretical
frameworks inspired by concepts on the existence of cultural and social capital, by artifact
mediated cognition, and by a recently proposed discipline on pedagogy of assessment. The
research operates with the application of narrative synthesis and network text analysis of
material, on which they have not previously been used. As such, | aim to contribute to a
methodological application of both methods on exam data, understood as the totality of
curricular documents which govern exams, of question sheets which make up the visible part of
exams, and of endorsed exam responses which make up the concealed part of assessment. To
accomplish the latter, I alternate between structural and post-structural paradigms, aiming for an
integrality of both. In this work, | further provide a comparative analysis, comparing and
synthesizing results from analyses on the French Baccalauréat, the German Abitur, and the US
American SAT, using sources in French, German, and English. Neither the methodological mix,
nor that specific comparison has been done before and | solve several issues, which arise through
translation for example, through new applications of existing approaches of meta-description and
categorization of textual content. The inclusion of three large scale exams from three different
linguistic and cultural contexts allowed me to reflect on similarities and differences, which exist
in the German, French and US-American societies, in terms of cultural or social competences
students are expected to display when aiming for higher education. It also allowed me to reflect
on issues arising through access, transparency and a lack thereof, which I discuss on the basis of

sampling and procuring necessary texts and documents.



Chapter One. Introduction

The German researcher Tinnefeld (2013) attempted to provide new lenses on already
existing theoretical and practical approaches to assessment in education, in history and in the
present time, ultimately aiming to lay foundations for a novel discipline, a pedagogy of
assessment (p. viii). In his work he calls for critical reflections on testing and assessment that
need to draw from philosophy, history, as well as from practice. Very few authors have actually
taken up this exercise so far, among them, mentions are Shohamy (2016), Shohamy, Or and May
(2017) who published and researched within context of language assessment in and on the
English language. In Shohamy’s (2016) The Power of Tests: A Critical Perspective on the Uses
of Language Tests the author wrote:

Critical testing implies the need to develop critical strategies to examine the uses and

consequences of tests, to monitor their power, minimize their detrimental force, reveal
the minuses, and empower the test takers. (p. 131)

Her focus of research in that publication rests on critical analysis of language tests and the
revelation of the social power structures in which these tests are embedded in. In Shohamy, Or
and May (2017) Language Testing and Assessment, Encyclopedia of Language and Education,
the authors point out the significance of language in such analyses:
Regardless of the purpose of an assessment — either to assess a test taker’s language
proficiency or their content knowledge in a particular area — these two constructs cannot
be so easily disentangled. Any assessment of content will involve language, and any
assessment of language that will be useful for making inferences about a test taker’s

ability to use language in a context outside the test itself will involve some content or
topical knowledge (p. 4).

The complexity of assessment and the revelation of analytic lenses to understand

assessment as not just test, exam, educational obstacle, occupied me throughout the following

T All German and French texts translated either directly or indirectly by the author. Direct translation
immediately follows after the quotation, indirect translation in the consecutive paragraphs.



research. Socioeconomic factors played a role (Wells, 1999; Edwards, Coates & Friedman, 2012;
GOk, 2010), but beyond that, I aimed to discover new analytical lenses through which assessment
can be understood (Tinnefeld, 2013; Vygotsky et al., 1978). The above quote was informed by
the authors’ experience that proficiency and content testing commonly serve different purposes,
but effectively entertain various entanglements with each other, just as much as Tinnefeld’s
hypothesis surrounding a new discipline, a pedagogy of assessment, is informed by an
understanding of assessment which involves several paradigms and the combination of several
analytical lenses. Before taking a deeper look at testing as an educational practice, | believe it is
necessary to explain my own positionality:

I encountered a major problem right at the beginning of my review into different forms
of testing. One example would be several types of university entrance exams. Despite a
seemingly overwhelming importance for cohorts of aspiring students worldwide, there appears to
be an equally overwhelming lack of critical research done outside of the US-based SAT or ACT
examinations. This impression is also informed by my own journey through higher education and
my experience with examinations of all different sorts that | gathered in my roughly nine years
that | have been pursuing higher education degrees, certifications, and to some extent, tutoring
and teaching others who do so. Exams and more specifically standardized exams related to
access to higher education resources, have acted as gatekeepers to merit and achievement for
myself and for many of my colleagues, especially when the students were not native to the
country and academic environment in which the exam was administered. | have observed
foreigners (without going deeper into definitions of foreigners here) struggling with language,
content, and exam structures, to which they were not used in a country foreign to them, and |

have, myself, been that foreigner several times during my educational journey up to this point.



Then again, coming from Europe, | have also experienced firsthand the value that is given to
these foreign experiences in my and their countries of origin, a form of achievement that merits
all the pain of adaptation and initial failures. This led me to a problem often overlooked in native
discourses here in the United States. Where university entrance exams are concerned, the stakes
are often high and the pressure resting on the shoulders of foreign or minority students is often
significantly more than just academical in nature. These experiences, as well as the formal
analyses of above authors (Edwards, Coates & Friedman, 2012; Gok, 2010; Shohamy, 2016;
Shohamy, Or and May (2017); Tinnefeld, 2013; Wells, 1999) support my current interest into
developing a more critical, deeper understanding of the different social, educational and cultural
dimensions that are entangled in modern education, when testing is concerned.
Statement of the Problem and its Significance
While the constructs underlying standardized testing and psychometrics appear to be

topics widely discussed in scientific literature, my initial literature review into the topic
assessment revealed an overwhelming absence of critical questions regarding assessment as an
institution within education, as well as lacking a deeper analysis of the relationship between
content, structures, and socioeconomic factors surrounding larger, high stakes testing situations,
like encountered by students taking university entrance exams around the globe. To unpack these
perceptions will be the aim of this first segment. A definition most appropriate to describe the
notion of lack could be taken from Blaikie and Priest (2017):

Unlike classical positivists, who believed that the only things we can regard as being real

are what we can observe with our senses, Critical Realists claim that, while we can

observe regularities in the world around us and this is the starting point in any scientific

investigation, we may not be able to observe directly the fundamental elements, the

causal structures and mechanisms, that produce these regularities. Hence, the task of

science is to discover these underlying elements, describe their nature and show how they
produce observed regularities. (p. 169)



So, in other words, where | discovered quite an abundance in research tying the socioeconomic
factors with the establishment of standardized examinations, a fundamental inquiry about the
thoughts and ideas, which determine the shape, form, and content of exams is missing.
University entrance exams make up a subcategory of standardized examinations. With reference
to common discourse within English speaking media there exist several denominators. One
example would be high stakes testing, which relates to the gravity of the outcome of this form of
examination (cf. Salaky, 2018; Partnership, 2014). A good summary of definitions for high-
stakes testing is provided by Au (2007):

A test is high-stakes when its results are used to make important decisions that affect

students, teachers, administrators, communities, schools, and districts (Madaus, 1988). In

very specific terms, high-stakes tests are a part of a policy design (Schneider & Ingram,

1997) that links the score on one set of standardized tests to grade promotion, high school

graduation and, in some cases, teacher and principal salaries and tenure decisions. (p.

258)

Au’s (2007) account also serves to explain the categorical relationship between university
entrance exams and their parent category standardized examinations. The high-stakes element is
socioeconomic in its nature as it relates to policy decisions, promotion, and can even affect
salaries and tenure. Beyond socioeconomic elements, assessments are considered institutions
which carry a myriad of meanings and hold just as many stakes for different stakeholders. With
the need to even begin to problematize these complex relationships and identify different stakes,
| encountered the discourses surrounding the initially mentioned pedagogy of testing.
Furthermore, | encountered an intriguing taxonomy provided by German researchers Miller and
Schmidt (2009). They provide a functional perspective on assessment based on the following
three umbrella categories: function for recruitment, function didactics and function dominion and

social assimilation (translated, p. 25). This taxonomy, together with the idea of a pedagogy of

assessment provided the foundation and inspiration for better understanding and defining



developmental and learning ideals when assessment is concerned. Such understanding did not
remain shallow or confined to one discipline or even paradigm of research. The following figure
is taken from a German publication about pedagogy of assessment from Miller and Schmidt
(2009, p. 25):

Table 1.1. Functions of Assessment Translated

Function: Dominion and social assimilation (reproduction
of the system)

initiation
distribution of Status
legitimization
Function: Recruitment (selection, election, allocation,
standardization)

cohort placement
selection within cohort
proof of qualification and competence
Function: Didactics
Test as timer and content structurer in a course
provision of orientation with regard to learning goals for
lecturers and students
extrinsic motivation to learn
diagnostic tool
auditing over teaching and learning success of teachers and
students

While going deeper into the sub-criteria listed under each umbrella term in the Table 1.1
above (adapted and translated from German) for the purpose of explaining developmental and
learning ideas, | found the overarching categories helpful in identifying the stakes involved in
high stakes testing, as well as coming to a conclusion about which form of assessment to
consider excelling in most of these aspects. As a result of a preliminary review of the literature, |
chose to focus on exams enabling access to higher education. Despite the overall lack of critical
literature explaining the interaction of all the stakes involved in collective educational testing,
assessment for higher education produced the richest results. In the following sections | discuss

such university entrance exams while juxtaposing some of their aspects with the categories



above and shortly discussing each umbrella term. Assessments for higher education play a larger
role in the socioeconomic fabric of different societies:

High-stakes tests in the form of university entrance exams are present within many
different educational systems worldwide. Though abundant, it was hard to come upon a
comprehensive, globally comparative study on these types of examinations. Edwards, Coates and
Friedman’s (2012) paper summarizes one of the rare attempts undertaken in that direction. Their
paper was the result of an OECD funded research project and the authors describe the role of
university entrance examinations as follows:

From the international study which inspired this paper, it appears that the main driver for

the inclusion of such tests in selection processes is the belief that they can offer a more

efficient, valid, or at least supplementary means for selecting the most appropriate
candidates for university. In certain countries, tests are administered because of a lack of

consistency in secondary school assessment processes, while others use tests in
conjunction with various measures of achievement to strengthen selection methodology.

(p. 4)

High stakes testing is the product of the demands that come with selective social pressure, and an
economic situation of scarcity where the demand exceeds the offer. Miller and Schmidt (2009)
established that assessment serves a need for dominion and social assimilation when it represents
a rite of passage into certain social formations or into having access to limited resources. This
also includes raising the social status of an individual work through granting prestige (p. 26).
Edward, Coates and Friedman’s (2012) perspective on university entrance exams comes from a
comparative analysis of high stakes testing in more than 8 countries around the world. While
they mention China, Turkey and South Korea as examples for state run, nationwide university
entrance exams, most other countries around the world entertain a similar, semipublic or entirely

private high stakes testing infrastructure (see Edward, Coates and Friedman, 2012, pp. 8-12).



Despite the social and economic stakes attached to these forms of tests, their intended
purpose always goes beyond that. Regarding university entrance exams, Phelps (2009) discussed
some of the expectations attached to these tests as follows:

The use of high-stakes tests originates in part from the desire to measure an important

outcome—student learning—and to hold someone or something accountable for the

result. (...) A great deal is riding on the promise of integrating cognitive psychological
principles with educational measurement. (p. 237)

Due to my personal language constraints, for the purpose of this paper, | cannot delve deeper into
a critical analysis of above grand examinations but have to restrain myself to university entrance
exams done in German, English and French. Having access to the native language in which these
tests are designed and admitted is imperative for this project, as an analysis must rely on
describing the fundamental elements, as well as any causal structures between content and
context (cf. Blaikie & Priest, 2017, p. 169).

The title of this work references deconstruction, a notion continuously pondered by
Jacques Derrida and others (Derrida, 1990, 1993; Critchley et Al., 1996 for example). Though in
the name, | cannot use deconstruction as a theoretical framework in the like others presented in
the following chapters. The notion of deconstruction rather came to me at the end of my analyses
and followed my mental struggles to better define what this work is. I will return with a
conclusion at the end of this text, and instead focus for the moment on what this work actually
does. In Derrida (2020) the authors note: “(...) the deconstructive process comes not from the
reader/critic but from the text itself; it is already there, it is the tension between what (the text)
manifestly means to say and what it is nonetheless constrained to mean” (p. 274). It is noted for
example in Wood and Bernasconi (1988), that Derrida has tried to avert negative or violent
notions of destructions, which arose in the context of the American school of poststructuralism

(pp. 3-4). Though I aim to contribute to a critical analysis of high stakes exams with this



research, I will not be able to perform the critical resituating of my analyses. Given my
limitations it has to suffice here to dissect and to reconstruct the high stakes exams in focus.
Inspired by the following statement: “Rather than destroying it was also necessary to understand
how an “ensemble” was constituted and to reconstruct it to this end” (Wood and Bernasconi,
1988, p. 3). The term deconstruction appears in the title as it permits me to interpret my own
work. On a similar note, Derrida warns in Wood and Bernasconi (1988) against the appropriation
of deconstruction either as a method or as a type of analysis:
All the same, and in spite of appearances, deconstruction is neither an analysis nor a
critique and its translation would have to take that into consideration. It is not an analysis
in particular because the dismantling of a structure is not a regression toward a simple
element, toward an indissoluble origin. No more is it a critique, in a general sense or in
Kantian sense. (...) | would say the same about method. Deconstruction is not a method
and cannot be tranformed into one. Especially if the technical and procedural
significations of the word are stressed. It is true that in certain circles (university or
cultural, especially in the United States) the technical and methodological "metaphor”

that seems necessarily attached to the very word deconstruction has been able to seduce
or lead astray. (p. 3)

Instead of being “seduced” or “lead astray” I was rather inspired by an element of Derrida’s
theorem. The idea of différance expressed by Derrida (1973) inspired the methodological
alterations | was forced to do to apply the network text analysis in combination with a dataset it
has never been applied to before. As | will theorize later, it did not suffice to assume the
existence of hidden structures (or a hidden curriculum), the reading of the non-present of exam
data actually had to become an integral part of the analysis. It is the synthesis of all following
elements, methodological and analytical, which inspired me to describe the following research as
a deconstruction, in lack of a better interpretation.
Research Questions and Significance:

In order to better understand the stakes and the purposes of modern collective assessment

in education, | will be guided by the following questions:



1: Which social or cultural competencies are the SAT Test, the Abitur and the Baccalauréat
intended to assess?

2: How are social or cultural capital embedded within and revealed in comparison across the
Baccalauréat, Abitur and SAT Test?

Each of these research questions will be used to inform and justify the use of one of the three
methodological approaches. The initial literature review revealed that assessment is neither
socially equal, nor contextually sensitive and in many cases, with divides happening along
cultural and language lines.

One purpose of the study is a multilingual contribution towards a critical pedagogy of
testing, as proposed by Tinnemann (2002, 2013). A multilingual comparison of exam content
and assessment in three different countries has never been done and can serve as a significant
contribution towards a pedagogy of testing. While many studies have looked at internal
coherences or socioeconomic factors of assessment, no study so far has tried to combine
different disciplines and analytical lenses, to tie together content, context and discourse of, and
surrounding university entrance exams in three different countries and languages. All this needs
to be done here while juxtaposing the results forming one overarching research.

There truly appears to be a gap in the literature when searching for a critical, depth
analysis of these exams. While in the German context, such attempts appear to be ongoing, my
research will also hopefully provide an important contribution to introducing a pedagogy of
testing into the English discourse and provide a contribution to the former. The methods I intend
to use have never been combined and juxtaposed, nor have narrative literature reviews and
network text analyses ever been done with exams. In general, a content analysis of the German

and French exam samples, which I will settle on, has never been attempted, though both have



been around in different forms for more than 200 years. | also aim to provide new applications of
the methodologies behind qualitative metasynthesis and network text analysis as per my unusual
data sources, and finally through situating both methodologies in a theoretical framework
inspired by Bourdieu (1977, 1986) and Lew Vygotsky (1978).

Lastly, not just the methodological mix is novel, but it is also rare to find publications
doing large scale sampling and direct comparison of research conducted in three languages and
three different social, educational, and arguably cultural environments. Not just the exams need
to be translated, but sometimes also the scientific theory on which I intend to base the analysis.
Adding to the appeal of the comparative language framework would be the fact that | intend to
use first language sources to provide theoretical perspectives, from Adorno, Bourdieu and Marx
to the provision of a major theoretical framework on didactics of assessment coming from
German discourses.

Mode of Inquiry

| am using two methods, as pictured in Figure 1.1, the first being qualitative meta-
synthesis (specifically: narrative synthesis), the second being network text analysis. Both
methods involve separate samples that are conceptually linked, but practically drawn from
different sources. The sample for the qualitative meta-synthesis consists of publications by
exam-stakeholders, or publications that are otherwise considered relevant. For this step, | use
stratified purposeful sampling as outlined later in Chapter 3. The results of this method pertain to
each exam individually at first and allow for a comparison in a subsequent analytical step. On the
other hand, the second method, network text analysis, requires a cross-comparison among the

exams to begin this analysis. The network text analysis operates with the exam content as

10



sample, and the analysis focuses on subject content, consisting of exam questions and responses,

versus exam formalities. Figure 1.1 exemplifies both methodological approaches:

Abitur Baccalaureat

. .
(" Narrative Synthesis:
« The analysis does
not use the exam

content

SAT Exam | = subsample of text
is generated and
used

* Eachexam is
analysed
separately first,

results are Network
compared i Representation
afterwards of Content
Network Text
Analysis:
= each step of
analysis compares
across all three Network
exams Representation
+ Focuseson of Form

properties and
content of the
actual exams

Figure 1.1. Visualization of Plan to Inquiry

In Chapter 3, I include discussions of methodological adaptations that were necessary to
use both methods in the present scenario. These discussions include reliability and validity of my
newly found adaptations of the methods supported by the theoretical framework. While I discuss
the sampling for each of these three exams, a further layer of complexity presents through the
progressive application of each method, as well as through the necessity of a comparison of
results in Chapter 5. Despite a high theoretical complexity, with which | need to deal before,
during, and after the application of each method, my proposed research is empirical, as it works
with text as object, and with textual content as data in different forms.

In accordance with Blaikie and Priest (2017), the underlying paradigm of my research has
many elements of critical realism, as it heavily relies on “retroductive logics” (p. 13), enabling a

retracing of surrounding social, economic, racial and cultural realities to the patterns those

11



realities leave within cultural produce, objects of everyday life, and so forth. My research works
with empirical observations of exams as cultured objects in many if not all contexts in which
they appear. In addition, Blaikie and Priest (2017) summarized that notion: “(...) observed
regularities are eventually explainable in terms of underlying 'real’ causal structures and/or
mechanisms” (p. 13). As my research design relies on three methodologies, each following a mix

of different sampling techniques, so also does my research eventually include other paradigms.

12



Chapter Two. Theoretical Framework and Review of Literature

The following chapter introduces the theoretical lenses, which I require to explain and
justify my research design and the modifications | undertake to the methods and methodologies
used in this work. It also provides a review of the relevant literature.
Intersections with Socioeconomic Status, Ethnicity, and Migration

The constructs underlying standardized testing and psychometrics appear to be topics
widely discussed in scientific literature (Abedi, 2012; Carver, 1974; Furr, 2017; Gordon &
Terrell, 1981; Tinnefeld, 2013); nevertheless, | did not come upon a satisfying “depth-realist”
(Blaikie & Priest, 2017) analysis of the socioeconomic structures linked to high-stakes testing.
There is research available from all around the globe, exploring several societal phenomena
linked to high stakes testing regarding recruitment. Taken from an older source, Takeuchi (1997)
described the system of Japanese juku, so called “cram schools” (p. 184) and the necessity of
cram schools in Japan through changed socioeconomic factors attributed to education.

In traditional society, status was ascribed, for example, by inheritance. Under such

circumstances, education reproduced the existing social stratification and educational

institutions were vehicles for the preservation and transmission of life styles. In modern

industrialized society, with its emphasis on rationality and efficiency, educational

credentials are used to assign people to occupations. As a result, educational attainment

has come to have a greater direct impact than original social class on one’s socio-
economic status attainment. (p. 184)

Takeuchi (1997) creates a direct link between feudal, hierarchical elements in modern Japanese
society striving to preserve status in a modern society, and the need for high stakes testing.
The Daigaku Nyiishi Senta Shiken, which persists until today, serves as a means to redistribute
socio- economic status and eventually separates the teenagers who are to be in high status,

leading positions, from those who will make up the working class (pp. 183-187).
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Looking at another example from the Turkish national university entrance exam, Gok
(2010) pointed out how this high-stakes exam is rather serving to re-affirm (p. 127) already
existing socio-economic differences in the population:

In such an educational system [the Turkish], namely in a system where progression

between levels depends on selection exams, and in a society where education is not seen

as a right, private preparation courses are the institutions that aggravate inequalities in
education. (p. 126)

GOk (2010) perceived private education courses as key for success in the national Turkish
college entrance exam. As only the already wealthy parts of the population can afford these
private courses, she stated that they “(...) function as instruments normalizing the problem that
those who cannot pay are doomed to fail and bound to be excluded from the formal educational
system” (p. 127). With the help of Foucault, she continued to describe the categorization of the
individual student through the institution of standardized testing: “education is determined by
market dynamics and turned into goods and services, which can be sold and purchased” (p. 129).
The following examples will be specifically questioning the didactic purpose of assessment.
The first of Miller and Schmidt’s (2009) functions is didactics, subcategorized into
didactic purpose. That high stakes exams around the world entertain multiple intersections with
categories such as culture, race and socioeconomic status became evident, but how about the
dimension of didactics?
Zum anderen erlauben Prifungen aus diagnostischer Perspektive Riickschliisse auf bis
dato realisierte Lern- und Bildungsprozesse sowie mogliche kinftige
Verbesserungsmalinahmen. Wie von verschiedensten Seiten betont wird, ist die hiermit
verbundene Lernchance im Kontext von Prifungen nicht nur auf die Priflinge selbst zu
beziehen, sondern vielmehr auch auf die prifende Person sowie das prifende System als
gesamtes (...). (p. 27)
On the other hand, does assessment have diagnostical potential in deducing on the quality
of already occurred learning and development, as well as for informing the creation of
future curriculum. As has been argued in several articles, the potential for development

here is not to be seen solely with the examined, but to an even stronger degree with the
examiner, if not also for the educational system as a whole. *
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What is unique in the above approach is to postulate testing not just as a chance to gain
information on the learning and development of the students, but rather to see it as a chance for
the educational system into which the assessment is embedded, to reflect upon itself. The extent
to which this could apply becomes clearer in the following mentions.

Returning to the US-American society, the role of race as a variable determining the
outcomes of standardized testing appears to be extensively researched. Similar to the examples
above, the US-American Scholastic Assessment Test (SAT) or American College Test (ACT)
have been attributed with socio-economic achievement beyond their assessment of learner’s
aptitude (see Clark, Rothstein & Schanzenbach, 2009; Thompson, 2012; Wheeler 2013). The
most impressive account for that relationship might be the role which, at that time, unexpectedly
fell to the College Entrance Examination Board in the desegregation movement of schools
during the 1960s. The CEEB (College Entrance Examination Board) was the entity that designed
and administered early, standardized predecessors of today’s SAT and ACT to evaluate the
educational achievement of aspiring university students (Wheeler, 2013, p. 1). Wheeler
examined how the SAT was initially designed by organs of the CEEB to “(...) keep black
applicants out of their institutions” (p. 3). The reason these tests could effectively serve as
gatekeepers, not letting segregated minorities like African Americans in, was that their design
inherently catered to materials and the educational experience, in white schools (pp. 3-5).
Though Wheeler (2013) provided a non-critical, historic account of the desegregation of SAT
testing, his work serves as a rich source to further deduce the socioeconomic causes linked to
high-stakes testing at the intersection of race with ethnical minority. Wheeler, through the words
of a minority counselor in the 1970s, not long after segregation officially took hold, described

these intersections as “(...) two main concerns — minority students’ public access to SAT
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information and their freedom from fear during testing” (p. 202). A lack of public access is a
decisive factor, as the design of the SAT openly required additional preparation for students to
succeed. Similar to the Turkish and Japanese examples above, university access depended not
only on the developmental level of the individual student, but more so on access to social and
economic resources, complementary to school education. The role that racial or ethnical
background played here, should lead to an idea of similar difficulties foreign test takers must
face.

As minorities within the US, it is questionable whether foreign applicants have the
necessary social resources available to properly prepare for the SAT in their home countries.
Unfortunately, any further or deeper analysis into this question is hindered by several
roadblocks. Based on my literature review, there is no information available that takes a critical
look at the socioeconomic factors involved in foreign students taking the SAT as a means to
migrate for studies. A well-documented example for the intersections between nationality,
language and high-stakes testing, which I encountered in the US, are the policies implemented by
the EIl Paso school district between 2004 and 2010.

Researcher and journalist Kamenetz (2016) revealed how these policies formed a
campaign of conscious suppression of Latin American immigrant children who migrated at an
age close to their 10th grade (pp. 22-26). “Credits were deleted from transcripts or grades
changed to move students forward or back a grade in order to keep them out of the tenth-grade
test” (p. 24). The tenth-grade test she refers to, was a high-stakes, standardized test similar to the
SAT in its socioeconomic dimensions. Money, structural subsidies, and political reputation
elevated the results of this test far beyond just the sphere of educational assessment. Migrants

were systemically removed from the test or put into a lower grade as continued practice has
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shown that they underperformed due to their different level of acculturation and English as their
second language. In reality language and cultural background, played a larger role here than the
educational maturation of these immigrant children, and until these policies were uncovered in
2010, the district’s performance was outstanding. This example hints towards a larger underlying
negative correlation between the performance in that 10th grade standardized exam, and second
language, difference in culture, and migration background.

While the US College Board (2019a) appears today to be striving to provide an account
of academic and developmental maturation through the SAT and ACT, which is accurate for
each student independent of race, ethnic, or cultural background, elsewhere high-stakes tests are
used under a completely oppositional paradigm. University entrance exams in Germany and
France are most often used because there is the general assumption that foreign university
applicants do not have the necessary skills or educational ability to begin studies at a higher
education institution in these countries. For as far as the German Feststellungsprifung is
concerned (Deutscher Akademischer Austauschdienst, 2019), it serves as a means to decide
about the equivalency of non-German high school credentials with those of German students.
Here appears an even more pronounced lack of information about the underlying causes, that led
the German education system to recognize some countries’ high school diplomas as equivalent to
the German one, while rejecting others. The only resource for that matter is a registry provided
by the German central office for foreign education, Kultusministerkonferenz — Anabin, which
lists countries and high school diplomas, as well as their recognition for direct access to higher
education in Germany or their lack thereof (Kultusministerkonferenz, 2019). There is a lack of
any rationale that would explain the non-recognition of a certain credential. Through Anabin

future students may be able to discern, whether they require to take the German high stakes
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exam, Feststellungsprifung, but not why. I found one document describing the
Feststellungspriifung, its goals and structure in more depth. From a private German research
institute (ITB Consulting, 2019) that majorly constituted in the design of this high-stakes exam,
the following passage is taken:
Eine wichtige Fragestellung ist daher, inwieweit die TestAS-Ergebnisse mit den
Schulleistungen von Oberstufenschiilerinnen und -schilern vergleichbar sind und
inwieweit der TestAS eine geeignete und angemessene Schwierigkeit aufweist. (p. 2)
A major determinant for the test’s validity therefore consists of the correlation of the test
takers’ test results in terms of performance, with the performance of German high school

students, which allows for conclusions to be drawn toward the appropriateness of the
exam’s difficulty.

Apart from being highly German centric, this passage reveals that the major rationale for
the creation of the German Feststellungsprifung is a direct comparison between foreigner’s
educational achievement with that of German graduates of the Abitur. The Abitur is a
comprehensive examination which happens at the end of high school in Germany, after 12 years
of schooling. The document reveals a shocking vacuum of theoretical reflection on the
socioeconomic circumstances of foreigners, as well as on the cultural differences or rationales of
comparison not related to testing. The non-proclaimed truth that reads within this document is
that foreign students are expected to assimilate to the extent of equal sociocultural development
with German high school graduates. Page 5 of the report caters to this fact to some extend by
declaring that the presence of sociocultural difference is in fact a confounding variable that the
test cannot account for. After this initial research into the German high-stakes exam, it appears
that here, we are even further away from an in-depth realist description of this phenomenon than

in the US-American context.
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In France the current testing landscape appears more complex. The following diagram is
taken from a report funded by the French ministry of education and the OECD, authored by Dos
Santos, Rakocevic, Lefresne, and Trosseille (2012):

Composantes
du cadre

Evaluation des Evaluation des Fvaluation du
individus unités du systéme
systéme éducatif
| | I | | | I | | | I |
Eléves Personnels éta]l:i):lci{s):isme;nts Académies Evaluations Evaluation
scolaires thématiques globale

Figure 2.1. Assessment landscape in France.
Source. Dos Santos, Rakocevic, Lefresne, and Trosseille, 2012, p. 29.

Standardized exams are common practice, and through this diagram the authors reveal
three stakeholders, who base their decisions on the administrations of different forms thereof.
The left box refers to examinations taken by individuals, by students and by administrators, the
middle box refers to evaluations of educational bodies of different status, and the right box refers
to evaluation of the productivity of the educational system in terms of learning outcomes. For the
latter, Dos Santos et al. (2012) refer to the PISA study among other things (p. 29). What is most
interesting in this French landscape for my research to be conducted, would be the fact that the
country has a de facto national, collective standardized entrance exam, the Baccalauréat (BAC).

The testing curriculum for this annual end of high school exam is composed on a national
level and does not distinguish between different high schools. Depending on the BAC results, the
students have access to different formations at the French university level (Dos Santos et al.,

2012, pp. 77-91). Though the colonial age is past, France still has several overseas departments
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Figure 4.9. Representation of Content: Mathematics
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The Topics (red)

A quick look at Figure 4.9 shows that no topics overlap in a comparison across all three
exams. Unlike in the previous two subject tests, the Math exam has many exercises which do not
relate to a topic and are purely made up of the operations, which predetermine its correct
response. This fact is true across all three exams. The highest degree of topic embedding is still
found in the Baccalauréat which contextualizes its required Math operations with allusions to
Video Game problems, to Horticulture, and to Assessment in Adult Education.

Mental Operations (blue)

A look at the mental operations in Figure 4.9 shows that the Baccalauréat and the Abitur
share a larger quantity of operations between each other than either is sharing with the SAT.
Apart from that the analysis of the Math exam remains the least conclusive in relation to my
coding rationale, as operations heavily outnumber the topics. What that means for the
assumption of cultural or social capital embedded within the exam remains to be discussed. The
following section will focus on analytical perspectives, which can be drawn from the ratio or the
discrepancies of theme or topics versus mental operations.

Complexity Values for Each Exam

An opportunity of analysis arose through measuring the ratio between the number of
themes and the number of mental operations, which emerged through coding. I am naming this
ratio complexity value as it directly relates to differences, which arise from designing an exam in
pure multiple choice format, as opposed to free response format. While content is a remnant
representation of objectified capital, the operations express differences in demand for mental
operations. The latter aligns well with Vygotsky’s (1978) concept of artefact, as theorized

multiple times before. The exam responses turn into a societal “gesture” (Vygotsky et al., 1978),
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which especially fulfills the control function of Vygotsky’s theorem. The approach also meant
that I sorted all presented exam content in two groups, the operational group and the content
group, which enabled me to look at ratios of content and operational requirement.

The ratio is calculated by simply dividing the number of different operational
requirements by the number of different content per exam. The result can be used as a signifier
of depth and complexity of the exercises posed (see Chapter 3).

Table 4.29. Complexity Values for Each Exam

Baccalaureat Abitur SAT

operational 6 5 5

History content 3 5 38
ratio 2 1 0.13

. operational 7 11 13

L:r?l% e content 3 3 11
ratio 2.33 3.67 1.18

operational 7 10 13

Mathematics content 3 3 6
ratio 2.33 3.33 2.17

The generated score is directly proportionate to the degree of fragmentation, which |
discussed earlier as being a property that arises from a consequence of an exam being multiple
choice. The higher the ratio, the more mental operations are required to solve the question, which
also means that larger parts of the exam are concealed . In reference to Vygotsky’s (1978)
artifact mediated cognition, this means that exams, which rely on free responses and which have
a higher complexity value, are also imposing higher expectations on the cultural and mental
developments of their students, as exam takers are required to discern the totality of what is
required for the perfect grade based on the response. | discuss the exact implications of the
complexity score in the following Chapter 5, while also | also argue for the importance of the

complexity score and the coding rationale which | underlaid.
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Chapter Five. Discussion and Further Research

The results of the previous chapters revealed textual and meta-textual information about
each of the Abitur, the SAT and the Baccalauréat, with reference to one another and to the
societal contexts in which they were designed and executed. While the narrative synthesis
discovered institutional capital held by curricular authorities linked to each of the exams Abitur,
Baccalauréat and SAT, the network text analysis complemented textual reading of exam content
with a constructive analysis of concealed networks. Earlier in Chapter 3, | termed these networks
“hidden curriculum” with reference to Pinar (2004). Doing so also facilitated a new application
of network text analysis, which required to translate previously established methodologies on the
analysis of text to the analysis of textual and non-textual information. In the following, 1 will
discuss three significant findings of both methods, narrative synthesis and network text analysis
in relation to each other, before | discuss further insights I gained through coding, as well as the
limitations of my analyses.

In general, it needs to be said that there are many more results, which would deserve a
discussion, beyond what | can provide in this chapter. On one side, | focus on findings that
coincide as a result of both analyses, as | believe such correlations are valuable as they give
validity and add significance to the methodological mix that | employ here. Beyond that I will
also reflect on further realizations, which | gained through coding and could not express as a
response to either of the research questions. These sections will focus on limitations and
possibilities for further research.

Abitur: Insights into Maturity and Choice
While coding, | realized an interesting connection between the narrative theme of Reife in

curricular documents and certain findings of the analysis of representation of choice in the
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context of the formal representations of choice. | have a unique, personal understanding of how
the idea of maturity translates into the life of school children and teenagers and | would like to
assert my positionality while shortly discussing this link:

Maturity or Reife has received extensive historical and contemporary attention in the
German speaking literature (Eberhardt, 2006; Kruse, 2017; Poggler, 1964) and arguably even has
a German literary genre linked to it, which is called Bildungsroman (Selbmann, 2016; Schrader,
2019). The Bildungsroman is a categorization of prose, which includes works written during the
literary period of German Romanticism. A classic publication on the characteristics of the
German Bildungsroman is provided by Selbmann (1994), where he defines some of the core
characteristics of what maturity and the path towards adulthood mean in this context on page 2.
He explains that reaching adulthood in this literary genre is closely linked to a journey, which
helps an adolescent learner to discover and express their position in the world and in society and
allows the subject to discover and specialize according to their natural talents and capacities
(Selbmann, 1994, pp. 2 - 6).

As a former pupil of the German school system, | had the feeling that many of the unique
assumptions which are expressed through the concept of journeying and finding a place in
society do still persist, albeit in different forms and not necessarily through a journey as depicted
in a Bildungsroman, for which a prominent example would be Wilhelm Meisters Lehrjahre | —
I11, by Johann Wolfgang von Goethe. Until today, reaching adulthood in Germany means to
choose a path or a track very early on, which might arguably be best symbolized through the fact
that Germany has a school system which categorizes children into three groups. After grade 4
children are recommended into a further educational track, either Hauptschule, Realschule or

Gymnasium [Note: the three tracks are meant to classify students according to inherent academic
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ability]. Out of the three, only the Gymnasium permits to take the Abitur and consequently
pursue university education. Specialization and tracking play a large role in the German
education system, and I perceive some results of both, the narrative synthesis, as well as the
network text analysis related to this notion.

When faced with the translation of the theme Reife into English, I realized how difficult
the task was, if alone for the discrepancies between what the passages of the narrative synthesis
revealed, in comparison to how much | actually understood about the implications reading the
documents. | provide some of the reflections on this topic above. As a coder, | could not interpret
more into the results than what my coding rationale permitted, but as a researcher, | felt that the
curricular documents, especially when the theme Reife was concerned remained too vague and
too implicit, warranting a deeper reading and a better translation, than what | could provide.

On the other hand, based on the results of the representations of choice of the network
text analysis in chapter 4, where the Abitur appeared as the exam with the most extensive subject
tracking and the highest specialization scores for all subjects, it stood out in that aspect across the
three exams. A high degree of specialization coincides with the narrative theme Reife, but also
related to further expectations, known to me concerning the ideas of maturity in German society.
This correlation between the results of both methods would warrant and inspire further research
into the extent to which ideas of maturity in the form of Reife are present as capital in German
educational institutions and their published curricular documents.

Baccalauréat: The Importance of Writing

In this section | discuss another striking correlation, that presented itself to me when
reflecting on the coding results of the narrative synthesis in comparison with the network text
analysis concerning the Baccalauréat. The semantic representation in Figure 4.8 reveals the

outstanding character of an operation | named written thesis in the History exam. On the other
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hand, the narrative synthesis in Chapter 4 revealed, that the cultural competence | named
Production, Interpretation and Manipulation of Texts, is by far more significantly represented in
curricular documents of the Baccalauréat, with a keyness score of more than double that of its
counterparts.

When coding the exam sheet of the 2019 Baccalauréat, | realized that it was unique, as it
did not include any form of supplementary information. More than half of the exam sheet did not
even ask a specific question to guide the student. The following excerpt represents roughly half
of the Baccalauréat exam sheet in the subject History, the other half being about historio-
geographical knowledge as shown in the corresponding representation of content in chapter 4.
The direct translation is provided below in italic:

HISTOIRE

Composition

Le candidat traite ['un des Sujets proposés.

Sujet 1 — Le Proche et Moyen-Orient, un foyer de conflits depuis la fin de la
Seconde Guerre mondiale.

Sujet 2 - En vous appuyant sur les exemples étudiés au cours de [’année, vous
traiterez le sujet suivant : médias et opinion publique dans les grandes crises
politiques en France depuis [’Affaire Dreyfus.

(Ministere de I’Education Nationale et de la Jeunesse, 2020a)

HISTORY

Written Exam

The exam taker treats one of the two proposed topics.

Topic 1 — The Near and Middle East, a powder keg for conflicts since the end of World
War II.

Topic 2 — Based on the examples, you studied during the past academic year, you are to
treat the following topic: relationship between media and public opinion during times of
major political crises in France since the Dreyfus Affair.

The extract above reveals that the exam sheet does provide themes instead of questions, and
beyond these topics and statements no supplemental material is given. Beyond having the factual
knowledge necessary to respond, students need to display considerable skills in structuring their

written response. The problem of coherence arises, and students need to find ways to compose a
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text, which is factual, but at the same time stringent and presents the required elements of the
response in a chronological order. Topic 1 resembles a hypothesis more than it does an exam
question, a hypothesis, which could be the basis for a format of essay commonly called “position
paper”. With only three topics, relating to three questions, the BAC expects students to write a
literal thesis to respond to one of the two questions, a fact, which also translated into the highest
complexity score in the subject history.

Repositioning these finding back into the framework of my research, the correlating
results above and the excerpts from the source material support the notion that an analysis of
social and cultural capital can lead to relevant results, and further to explanations of structures,
which are considered axiom. | did not find expressed a justification or a reflection on why this
specific exam adds such complexity to the subject of history, but I was here able to reflect on
some of the origins for these decisions through narrative synthesis of curricular documents over
time. This approach might continue to produce relevant information and serve to break apart
curricular certainties, which are considered axiom in our current educational environments.
SAT: Fractured Knowledge or Accessibility?

The assumption pertaining to the network category of complexity, which | employed in
Chapter 4, is that it expresses how much of the necessary knowledge for the ideal response is
mediated through the questions, and how much of it is concealed. | believe it is not by accident,
that the exams with the highest per subject complexity scores (the Abitur and the Baccalauréat)
also turned out both having hard to translate mental-cultural components in the narrative
synthesis of their curricular texts. The difficulty with translation did not simply arise from
finding correct descriptions, but also from the lack of space and time to reflect on several
implications. Having grown up or having studied in those respective societies | am aware of that,

but | cannot express it through the excerpts to which I am limited through coding rationales.
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Across the board, the SAT exam had the lowest complexity scores, which might make it
the most accessible. Vygotsky (1976) implied that educational artefacts are the results of
continued acculturation and socialization of the child (p. 36 ff.). A fact that also permits the
society to control the learning of its children through a monopoly on the tools which students
need to unlock relevant knowledge, and control of the ways in which they develop their own
perspective over the course of their adolescence. A higher complexity score comes with a higher
degree of concealed expectation for exam takers, towards the possession of a larger arsenal of
“tools” (as used by Vygotsky, 1976).

Given that a higher degree of complexity would also point towards a higher degree of
behavioral policing through the stakeholders, the fact that the SAT exam has the lowest
complexity score might make it the most accessible to students of different educational and
socio-cultural backgrounds. This assumption correlates with some of the narrative themes
expressed through the analysis of curricular documents to the SAT in chapter 4, particularly the
social competences Readiness and Social Assimilation (cf. Table 4.8). These categories are
different from the other themes in that they express a social competence of succeeding in the
SAT exam, but posit this competence not from a position of authority, but from one of self-
criticism. The following quote is one of the examples | presented in Chapter 4 on Readiness:

We can’t continue to allow vast numbers of our country’s students to fall behind

academically. It’s therefore critical that we do everything possible to ensure that all

students are on a trajectory to gain meaningful access to postsecondary courses and
workforce training programs, complete degrees and certifications, and participate

successfully in an increasingly competitive and fluid global economy. (2015, Standards
Redesigned SAT)

That quote expresses an assumed ability of the SAT exam, one that could be summarized
as being able to place students on meaningful trajectories. On the one hand, the students taking

the exam must hence display that they are ready for the trajectory, for which they apply, but on
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the other hand, the exam must be able to allow the recognition of as many student trajectories as
possible. The latter means that the exam must have a wide-ranging accessibility, to meet
minority students and students with as many educational backgrounds as possible. Similarly, the
theme Social Factors of Learning / Social Stratification as described in Table 4.28, recognizes
students with certain socioeconomic backgrounds, but also that the test needs to meet students
with as many diverse backgrounds as necessary.

Returning to the results of the network representation complexity: The fact that the SAT
is completely designed as a multiple-choice test and therefore low in terms of complexity, might
actually help face the issues expressed above. Exam questions, which do not conceal excessive
amounts of implications as the example from the Baccalauréat above, it might help meet students
from more diverse socioeconomic backgrounds that display larger differences in acculturation.
Whether or not these findings correlate would need to be further discussed, beyond what is
possible here. The conclusion of the last three sections do not exhaust the possibilities of
comparison and discussion which arise from my results. More research is necessary and
warranted.

Different Approaches to Discovering Cultural Capital and Cultural Bias

In the previous three sections, | mentioned the network representation complexity, and |
spelled out a few implications which come with a high complexity score in relation to the
discussion. Next, based on the discussion in the previous sections, | discuss whether my
approach can help reveal cultural bias and to what extent each exam might suffer from bias.

The complexity value was a final analytical step I decided to include, when looking at the
stark differences on first sight across the exams in terms of length and question content.

Sometimes the Baccalauréat just consisted of one to two questions, while exam takers,
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depending on the subject, had more than 300 minutes (5 hours) to respond. In comparison, the
SAT, depending on the subject, accords 60 minutes for 60 to 90 exam questions consisting of
multiple choice.

Considering the theorem of artifact mediated cognition, a higher complexity score then
reveals something about social control. Like an iceberg, much more is hidden under the ocean’s
surface, when we have high complexity values. These hidden parts are neither realized nor
expressed in the question, but require the students to nonetheless apply the correct arsenal of
tools in order to acquire the perfect grade. It is not by accident, that the exams with the highest
per subject complexity scores (the Abitur and the Baccalauréat) also turned out both having a
strong and hard to translate mental-cultural component in the narrative synthesis of their
curricular texts.

With the concerns expressed on cultural bias in Chapter 2 of this research in mind, it
could be argued, that the exams, which conceal large portions of their required response behind
culturally mediated artefacts, are those with the highest cultural bias. Societal, cultural control
could be assumed to be much more expressed here, as hints towards the selection of tools are
scarce. Additional difficulty, especially for children that are less socially or culturally affluent?

On the other hand, I could look at the representation of content and ask how similar are
the Baccalauréat, the Abitur and the SAT in terms of their representation of content? Given the
data visualization design | chose, it becomes clearly visible that there are differences between the
three exams, not just in terms of their complexity value, but also in terms of the topics, which are
represented through the exam questions. | revealed topics based on the semantic representation
of content as being reflected by each exam question. Like previously (Chapter 3) explained, the

semantic representation | employ here operates with the assumption that exam data is the
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question posed, as well as the complete response to the question which is deemed perfect by the
exam’s authority. Following that rationale, my results position questions as type, while the
necessary operations to get to the ideal response are positioned as token, in application of
Popping’s (2000, 2003) methodology.

Figures 4.7 to 4.9 revealed that the exams share close to no topics with one another.
Figure 4.7 described native language literacy, and the topics for each exam are within their
expected national frameworks. The SAT topics somewhat deviate in their sum from that
statement, as they arguably depict a measure of diversity through the inclusion of different
genres, from prose, to poetry to political speeches, through the inclusion of older British and US-
American themes with some exercises treating of political texts on the African American civil
rights movement and women’s suffrage. The SAT is able to include so many topics in one exam
through its multiple-choice format, where the Abitur and the Baccalauréat are very limited
through their treatment of a few topics, but those in-depth.

The idea of including as many topics as possible was most prevalent with the SAT
History exam. Figure 4.8 describes all topics included in the SAT, and they all are confined
within US or British history. At this point | need to state that the SAT offers two separate subject
tests, one titled US History and the other titled World History. | was unable to include the exam
on World History, as the coding with my rationales proved to be impossible. The exam on World
History of the SAT did not compare with the other exam sheets on history, as it appeared to
belong to a different discipline entirely. | had to stop coding the exam sheet, when the majority
of questions revealed topics relating to cultural- or social studies. Furthermore, a semantic
representation of the exam sheet would have not fit into any visualization such as | used in

Figures 4.7 to 4.9 since the next to no topic appeared twice. The SAT World History exam sheet
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appeared as an assortment of 90 questions, scratching the surface of contemporary and historical
topics relating to the whole globe.

It remains questionable, whether the College Board’s approach on diversifying their
history exam serves its purpose if none of the people and cultures discussed therein is given
nearly enough attention and complexity (in the sense of the network representation of
complexity), to remotely compare it to the “real” history exam within the SAT or with the
history exams of the Baccalauréat and the Abitur. Figure 4.8 reveals that the Baccalauréat exam
sheet introduces a focus on the historical development of certain aspects of the French society, in
relation to historical and political developments in the Near and Middle East. With the highest
degree of complexity and the highest sums of operation required to respond to each exam
question, it can be expected that the exam takers’ knowledge on international history will be
limited but extremely focused on some aspects of a people and a culture that is not the French.

Another aspect of the Baccalauréat’s Math exam is revealed through the network
representation in Figure 4.8. Looking at the three diagrams for the three subjects | analyzed, the
visualization of Mathematics distinguishes itself significantly from History and Native Language
Literacy across all three exams. Topics assume, if any, marginal positions within the Math exam
and the focus completely lies on the mental operations. Though none of the three exams appears
to value Math in application to content matter, the Baccalauréat exam sheet revealed the most
relevance to popular culture, albeit in a limited fashion. Research is done on linking Math exams
with sociocultural content and there is already considerable literature on the benefits of such, for
example “social justice math” or “culturally relevant mathematics” (Bartell, 2013; Gutstein,
2003; Gutstein & Peterson, 2005; Leonhard et Al., 2010). There is unfulfilled potential across all

three exams to create Math problems going beyond the bare operations.
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Contributions Towards a Pedagogy of Assessment

The previous sections lead to several assumptions, about how exams reflect the ways in
which the society from which they originate, thinks about assessment. The institution of
assessment in general is called under scrutiny through the wholistic perspective, which | impose
on the understanding of exams. Many of the findings | already presented enrich certain
categories from the framework on pedgagy of assessment by Miiller and Schmidt (2009), which
locates assessment in a variety of different structures outside of the exam paper (see Chapter 2).
The sampling procedure of curricular texts for narrative synthesis would not have been possible
without reason to assume that assessment represents ways through which a society controls the
access to social, cultural and economic resources of its adolescent generations. The notion is
expressed by Muller and Schmidt (2009) in the context of initiation, distribution of status and
legitimization (translated from German, pp. 23-28).

The reasonable assumptions on assessment expressed here made the search for social and
cultural capital within exam texts worthwhile in the first place, as I could hope to learn more
about what hidden curricula are working behind institutionalized assessment. The method of
network text analysis further succeeded in providing me with a toolkit to reveal some of the open
and covert relationships which the exam entertains with assessment as a social, educational
institution. I came to the realization that the way in which stakeholders group and categorize
subjects together, holds more analytical potential, than | am able to reveal at this point.

One particular question remains unanswered here: What are subjects and why are some
subjects categorized into tracks in the Baccalauréat and the Abitur? Based on the network
representation alone, | came to understand subjects in exams as being controlled by certain

properties relating to choice and content, but I could not reveal, why the stakeholders for each
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exam decided to track certain subjects the way they did or found it important to let students
specialize or leave out subjects, while they could not do so with others. | cannot provide a
conclusive response, but the notion of control as expressed in the previous section provides a
lead.

SAT: the English Subject Test and Recent Developments

This section continues a discussion | began earlier, when | questioned the forms through
which cultural bias can be revealed as a result of the network representation of exam subjects. In
this section, | focus on some results of the narrative synthesis, more specifically on
Communicative Competence. In Table 4.2 | compare how curricular documents express
difference when this competence is concerned. While the Abitur and the Baccalauréat both
abundantly stress the importance of foreign, classic and native language studies to hone
Communicative Competence, curricular documents related to the SAT refer exclusively to the
command and mastery of English as standard British or American English.

This difference becomes more significant in light of recent developments. As stated on
the College Board Website (College Board, 2019a), the SAT subject tests will no longer be
offered after June of this year, 2021 for American students. As stated on their website, the
subject tests will continue throughout this year for international students, as they are “(...) are
used internationally for a wider variety of purposes” (College Board, 2021). Though the College
Board has not published a statement concerning the years beyond 2022, they do make reference
to the popularity of the SAT subject tests internationally. Henceforth international students will
be subjected to these exams exclusively. In light of the focus on standard English as
communicative competence, these questions are raised: Will subject tests continue to be used
internationally beyond 2021 and if so would they be adapted to measure communicative

competence differently? Furthermore, the College Board will continue to administer the SAT in
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a different form for American students. To what extent will they use the already existing SAT
subject tests?

These questions matter for further discussion in relation to my analyses as the SAT and
the high numbers of foreign exam takers as laid out in Chapter 2. The SAT already serves as a
gatekeeper for migration with a high number of international exam takers. There is a danger that
the exam might lack even more transparency in its newest developments. Adding to that concern
is the fact that subject tests apparently have not been revised since 2013. When looking for most
recent exam materials, | relied on a 2013 publication by the College Board for my sampling as
these are even today, the recommended preparation materials for the exam.
Insights and Limitations: 250 Years of Texts Across Three Languages

The narrative synthesis of curricular writing relied on a theoretical framework of cultural
and social capital developed by Bourdieu (1986) in which he describes capital to become
embodied by agents and members of a society through the repeated exchange and formalization
of skill (pp. 240-250). Once social or cultural capital has gained an institutionalized
endorsement, it can be exchanged like a currency, but less so questioned, discerned or reflected.
Inspired by the idea to deconstruct assessment in this research, | decided to sample curricular
documents on all three exams based on a longer period of time, hoping to be able to discover
patters, which repeated and persisted in one form or another.

During the sampling, I found rationales which helped me identify curricular documents
related to the Abitur beginning from the 18th century and to the Baccalauréat beginning from the
early 19th century. The inclusion of these documents posed several conceptual and practical
challenges. The German nation did not exist until 1875, so I relied on the assessment of

chronologists like Bolling (2010) to identify and retrace the continuum leading to the Abitur as it
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is administered today. Similar problems did not exist with the curricular documents relating to
the Baccalauréat, as the earliest inclusions were already published by direct predecessors of
political entities, which persist in today’s France.

When coding the inclusions of my sample, | was faced with limitations relating to the
state of some of the documents and limitations of optical character recognition software.
Although I restored some of the text by hand, I did not succeed in doing so for all the content of
all the documents included in my sample. The tool Sketchengine, which | used for coding,
produced some false results, linked to artefacts or misspellings of words, which I eventually
cleared from the final list of keyness.

Unlike with the SAT data, the inductive coding of the Abitur sample was met with a few
additional challenges as well, one of which is linked to the statistics underlying keyness.
Whenever a term or a grouping of terms occurs more frequently in the sample corpus than within
the reference corpus, these terms receive a higher score, hence have higher keyness. That
mechanism statistically relies on log-likelihood procedures (Chapter 3) and assures high
distinctive value of the results, pertaining to the content of the texts which are included in the
sample. The problem | faced is due to the standard German language undergoing significant
shifts in grammar and vocabulary since the 18th century. As a result, most terms or term
combinations, which are no longer used or different in modern standard German (of which the
reference corpus draws its words from), made it into the highest positions. Those terms and term
combinations received the highest keyness scores due to their statistically established
“uniqueness” in comparison with the modern standard German reference corpus.

An interesting insight, which warrants discussion is the ratio of types of texts | came to

include for each exam. In Figure 4.1 in Chapter 4, | depicted the types of texts, which eventually
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made it into my final sample after systematically reducing the sample size. | categorized the texts
into three groups, one being published by the governing entity, one a result the impact factor
search, and another guided by search within the aforementioned chronicles. Comparing the
exams with one another, it becomes apparent, that only the curricular documents relating to the
SAT included results form the impact factor search. The reason for that being that statements
about the Abitur and the Baccalauréat are to some extent owned by the stakeholder, being the
government administrative body, the French Ministry of Education or the German
Kultusministerkonferenz der Lénder / des Bundes.

Though the French Ministry of Education has its own publishing house (of sorts, cf.
Ministére, de I’Education Nationale et de la Jeunesse, 2020b), the documents which I found
relevant at first sight, did not provide relevant information for a reflection on the structure and
the purpose of the exam within society. The German stakeholders do not maintain a publishing
service; they utilize a third party, scientific peer review, if any at all. Furthermore, all
contemporary documents I included in the final sample for the Baccalauréat and for the Abitur,
did not agree to many conventions of transparent scientific writing, as they neither included, nor
referenced outside research. Their writing was authoritative, which made me initially refer to
them as authoritative documents at the beginning of chapter 3. Some of the observations |
describe here lead to several incentives for further research, one being the question of
transparency and access, which also posed itself when sampling for exam documents and answer
keys.

Insights and Limitations: Access and Authority
Access was an issue while searching and sampling for complete exam data and answer

keys for all three exams. Sampling for each exam was met with different challenges. The College
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Board does not freely publish complete exam sheets of previous SAT exams. The website
provides samples of authentic exam questions and responses, but none of which was presented in
the form of a complete test, as test takers would have in front of them (College Board, 2021b).
The practice tests did not include instructions for exam takers, they did not include a mention of
the time given or the number of total questions, which needed to be treated. Although the latter
might not be necessary to prepare for the exams, these information are key to my analysis, which
goes beyond the expressed structures of content. To receive complete exam sheets, | had to resort
to a publication from 2011/2013 which is still referenced as the most recent complete preparatory
material on the College Board (2021b) website. Beyond that, the website refers students to
private, paid exam preparation classes, offered by different institutions around the world. I could
not find out, whether these private preparatory institutions have access to more recent exam
material, nor could | find scientific publications treating specifically these matters of access here
presented. Further critical inquiry would be warranted, especially as the role of the SAT remains
elevated internationally, as doorkeeper to resources and educational access as laid out in section
1 of Chapter 2.

The Abitur is designed to be a public good, it is funded and paid for by tax money (cf.
Kultusministerkonferenz, 2020c) and should as such be available and accessible to the public.
Nevertheless, when sampling my exam data, | faced several issues. The Abitur does follow the
same guidelines throughout Germany, but the responsibility for the concrete execution of these
guidelines lies with the authority of each German state, as well as with the ownership of each
annual iteration of the exam. When sampling, | came across large differences in the treatment of
exam data across different states. Of all 16 German states, only four (Bavaria, Northrhine-

Westfalia, Hesse and Lower-Saxony) made past exam data available to future and current exam
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takers. The problem is that access there was given solely to students and teachers of middle and
high-schools. Without an affiliation to a German public school, I would have had to buy past
Abitur exam sheets from a private publishing company. It appears common for German states
and the educational stakeholders therein, to sell off publishing rights to past exam data and
answer sheets to private publishing firms. The following is taken from an email conversation |
had with a representative (name removed) of the State Ministry of Education of the state
Northrhine-Westfalia from 09.21.2020:
Allerdings stellt das Ministerium fir Schule und Bildung des Landes NRW auf der
Grundlage vertraglicher Vereinbarungen mit dem Dachverband der Bildungsmedien
(VBM) den Schulbuchverlagen nach Abschluss des Priifungsverfahrens
Prufungsaufgaben in einigen Fachern zu Publikationszwecken zur Verfugung. Sie
finden daher viele der Priifungsaufgaben bei den gangigen deutschen
Lehrbuchverlagen.
The Ministry of Education of the state Northrhine-Westfalia entertains publishing
agreements with the “Dachverband der Bildungsmedien” (VBM) [a union of German

educational publishing houses] on past finished Abitur exam sheets. You will find many
of the requested exam sheets with established German educational publishers.

The conversation and the fact, that a public, tax funded good is trademarked for the economical
gain of state agencies is highly problematic on different levels. For the purpose of my discussion
here, it suffices to say that it symbolizes obstacles to access, albeit not always for students, but
for the public and for researchers who want to reflect upon, analyze, and question the exams and
the exam content. Further critical research needed to be done as to what extent this limitation to
access is intentional and a defense mechanism towards change is possible. The only German
state, which eventually provided both exam sheets and answer keys publicly without restrictions
to access was the state of Lower-Saxony, where | obtained my exam samples.

The Baccalauréat is a public exam in France and as the German counterpart, it is funded
through tax money under the jurisdiction of the French Ministry of Education. As the exam is

completely centrally organized, which I discussed in Chapter 3, I did not have to navigate state
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Appendix A. Sample Table for Text included in the Narrative Synthesis.

Year | Abitur Baccalauréat SAT Exam

1788 | Edict vom 23. December 1788
tber die Prifung der auf die
Universitat gehenden Schiiler.

The edict was commissioned in
the name and absolute
authority of King Wilhelm I11.
of Prussia, without mentions of
actual authors.

1812 | Einfiihrung des Abiturs in
PreuRlen: Edikt unterzeichnet
von Konig Friedrich Wilhelm
I11., Staatskanzler Hardenberg
und Friedrich von
Schuckmann.

This edict was published under
the absolute authority of King
W. I11. of Prussia like above,
but included the mention of a
King’s chancellor, Hardenberg
and an advisor named
Friedrich von Schuckmann.

1834 | Prufungsordnung Deutscher
Bund.

Commissioned by not further
defined bodies of the German
confederation and published
with authority in all constituent
areas of the German
confederation (Prussia,
Austria, Rhine states)

1840 1. Circulaire relative a
I'exécution des arrétés du 2
octobre 1840

2. Instruction relative a
I'exécution de l'arrété du 14
juillet 1840

3. Instruction relative a
I'exécution de l'arrété du 25
ao(t 1840

All three texts are descriptive

documents to explain the

execution of several related orders
to restructure access to
universities, and the Baccalauréat
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Year

Abitur

Baccalauréat

SAT Exam

commissioned by the 2" French
empire’s Ministry of Education.
Beyond the royal authorities,
authors are not mentioned.

1874

Circulaire relative a I'application
du nouveau plan d’¢études des
lycées, prescrit par arrété du 23
juillet 1874.

A missive of the newly installed
Ministry of Education under the
3" French Republic. It explains
and organizes major changes to
plans of study in French lycées
and to the Baccalauréat. No
author is given beside the
authorities of the ministry.

1902

Programme des examens du
Baccalauréat de I'enseignement
secondaire. Décret et Arrété du 31
Mai 1902.

This document is an order and the
explication of its execution by the
French Ministry of Education,
directly relating to new programs
for the Baccalauréat. Also here,
no author is given beside the
authorities of the ministry.

1919

College Board: Nineteenth
Annual Report of the
Secretary.

(College Entrance
Examination Board (1919).
Nineteenth Annual Report of
the Secretary. New York:
College Board.)

1925

College Board: Twenty-fifth
Annual Report of the
Secretary.

(College Entrance
Examination Board (1925).
Twenty-Fifth Annual Report
of the Secretary. New York:
College Board.)
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Year | Abitur Baccalauréat SAT Exam
1926 | Neue Reifeprifungsordnung
Weimar.
This document is formalized
curriculum on fundamental
changes to the Abitur. Also
here, no author is given beside
the authorities of the Ministry
of Education of the German
Weimar republic.
1927 Réorganisation du baccalauréat de | College Board: Twenty
renseignement secondaire. Seventh Annual Report of
Rapport au Président de la the Secretary.
République.
(College Entrance
This document is a letter from the | Examination Board (1927).
French minister of education of Twenty-Seventh Annual
the time, Mario Roustan Report of the Secretary. New
(identified as author), to the York: College Board.)
French president. He summarizes
several discussions on how the
Baccalauréat needs to change.
This document is important, as it
seemingly serves as the most
concise description of the late
1920s changes to the
Baccalauréat.
1932 College Board: Thirty-
Second Annual Report of the
Secretary.
College Entrance
Examination Board (1932).
Thirty-Second Annual Report
of the Secretary. New York:
College Board.
1933 College Board: Thirty-Third
Annual Report of the
Secretary.
(College Entrance
Examination Board (1933).
Thirty-Third Annual Report
of the Secretary. New York:
College Board.)
1958 | Tutzinger Gespréache |
1959 | Tutzinger Gesprache |1
1960 | Tutzinger Gespréche IlI
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Year

Abitur

Baccalauréat

SAT Exam

These are notes on decisions
made in the span of 3 years as
a result of debates and
discussions on meaning and
purpose of the Abitur, between
the German ministry of
education and school directors
from the East and Western
occupational zones.

Reference:

Scheuerl, H. (1962). Probleme
der Hochschulreife: Bericht
tber die Verhandlungen
zwischen Beauftragten der
Standigen Konferenz der
Kultusminister und der
Westdeutschen
Rektorenkonferenz; 1958-
1960, Tutzinger Gespréache'l-
I11. Heidelberg: Quelle &
Meyer.

1972

2018

Vereinbarung zur Gestaltung
der gymnasialen Oberstufe und
der Abiturprifung.

A modern form of decree,
similar to the historical
documents, no author is
identified, but the documents is
commissioned under the full
authority of the current
German Ministry of Education.
Steadily revised, lates version
from 2018. (section
“Kultusministerkonferenz”)

1974

Criterion-Referencing,
Norm-Referencing, and the
SAT.

(Angoff, W. H. (1974).
Criterion-Referencing,
Norm-Referencing, and the
SAT. College Board
Review.)

1977

The Predictive Value of the
SAT.

Stanley, J. C. (1977). The
predictive value of the SAT
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Year

Abitur

Baccalauréat

SAT Exam

for brilliant seventh-and
eighth-graders. College
Board Review, 106, 31-37.

2006

SAT Standards:
1. English
2. Math
3. Sciences

College Board (2006).
College Board Standards for
College Success. English
Language Arts. New York:
College Board.

College Board (2006).
College Board Standards for
College Success.
Mathematics and Statistics.
New York: College Board.

College Board (2006).
College Board Standards for
College Success. Science.
New York: College Board.

2007

A Historical View of
Subgroup Performance
differences

Kabrin, J. L., Sathy, V., &
Shaw, E. J. (2007). A
Historical View of Subgroup
Performance Differences on
the SAT Reasoning Test™.
Research Report No. 2006-5.
College Board.

2011

,,College Readiness
Benchmark*

Wyatt, J., Kabrin, J., Wiley,
A., Camara, W. J., &
Proestler, N. (2011). SAT
Benchmarks: Development
of a College Readiness
Benchmark and Its
Relationship to Secondary
and Postsecondary School
Performance. Research
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Year | Abitur Baccalauréat SAT Exam
Report 2011-5. College
Board.
2012 | Bildungsstandards:
1. Fremdsprache
2. Deutsch
3. Mathe
A modern form of decree,
similar to the historical
documents, no author is
identified, but the documents is
commissioned under the full
authority of the current
German Ministry of Education.
(section
“Kultusministerkonferenz”)
2014 Charte relative a 1’élaboration, a
la mise en ceuvre et au suivi des
programmes d’enseignement ainsi
qu’aux modalités d’évaluation
des ¢éleves dans I’enseignement
scolaire.
Commissioned under the
authority of the French Ministry
of Education, this document
discusses assessment and
instruction in French schools and
secondary to higher education.
No author is identified beyond the
authority the document is
accorded by the legislative.
2015 Test Specifications for the
Redesigned SAT.
College Board. (2015). Test
specifications for the
redesigned SAT. New York:
College Board.
2018 Note d’analyses et de

propositions sur les programmes
du lycée et sur les épreuves du
baccalauréat.

Like above, this document is
published under the authority of
the French ministry of education
and does not specify authors. It is
an assembly of guidelines to
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Year

Abitur

Baccalauréat

SAT Exam

structure French public
secondary school education and
the Baccalauréat.

Blue — From Chronicles Black — Impact Factor Search Red — From Governing Entity
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Appendix B. Coding Tables for Network Representation of Content.

History

Political History: Stamp Act Congress, New York, 1765
Late 19th century, 1865-1900
Early 19th century: Manifest Destiny

20th Century: Addresses, essays, lectures, etc
20th century: sources and documents

20th century: World War 11

Colonial History: Indian Wars

20th century: Harding-Coolidge-Hoover era. "The
twenties"

America: Indian Tribes and Cultures

Early 19th century: War of 1812

Late 19th century, 1865-1900: Foreign and general
relations

Middle 19th century, 1845/1848-1861

African Americans: African American suffrage
African Americans: Civil Rights Act of 1964
Later 20th century: Un-American Activities
Colonial History: 1607-1689

Colonial History: The Revolution, 1775-1783
20th Century: Truman Administration: Fair Deal
Later 20th century: Lyndon B. Johnson's administration
Early 19th Century: Missouri Compromise
Later 19th Century: Reconstruction, 1865-1877
Later 20th Century: Clinton's administrations
Muilitary History: Second World War

African Americans: Race Relations

African Americans: Emancipation

Later 20th century: Reagan's administrations, 1981-1989
Muilitary History: Vietnam War

19th century: Political History

Muilitary History: Korean War

Abstracting and indexing histories

Data processing

Imaginary histories

Language

Historiometry.

—

NMEEEETYIEEEESEES

Critical Thinking
Preparation of thesis: Thesis writing

Baccalaureat (ES) (Histoire

Free Response

Multiple Choice (No Free Response  |Matched for
SAT US American History Choice in Response) Abitur (Leistungskurs) (Choice: 4 or4) |comparison:
19th Century: Kulturkampf German
1798-1964. British colonial rule 1 Propaganda 4 20
History of Germany: Early and medieval
1789-1809. Constitutional period 7 to 1519, Migration Period 3 15
20th Century: Postwar works on the
Slavery and the slave trade 3 Hitler period 3 15
Colonial History: Revolution to the Civil War, United States: The Revolution, 1775-
1775/1783-1861 6 1783: Declaration of Independence 3 15
Nineteenth amendment to Constitution, 1920 (Women History of Germany: New Empire, 1871
suffrage) 6 1918 5 25
19th Century: Franklin Delano Roosevelt's
administrations,
1933-April 12, 1945 2 Abstracting and indexing histories 6 30
Truman's administrations, April 12, 1945-1953 1 Counterfactuals. Imaginary
20th century: Cuba: Communist Regime 1 Data processing 8 40
20th century: political history 7 Periodization 3 15

Matched for

Geographie) (Choice: 2 or2) |comparison:
Middle East, Southwestern Asia:

History since 1945 9 27|
History of France, Later 19th Century,

Dreyfus Case 7 21
Nation-state:Political Geography 8 24
HA31 Theory and method of social

science statistics: tables, graphics 10 30,
Abstracting and indexing histories 6 18
Data processing 5 15
Historiometry. 2 6
Methodology: Ethnohistory 12 36
LB 2369 Preparation of thesis: Thesis

writing 18 54
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Native Language Literacy

Free Response

Multiple Choice (no (Choice: 2 or 2 or |Matched for
SAT English Language and Literature choice in response) Abitur (Leistungskurs) 2) comparison:
Criticism and interpretation: Allegory
Modern Drama: British Drama 9 and Symbolism 2 4
Modern Poetry: Lyrics, Songs 9 Criticism and Interpretation: Allusions |1 2
Victorian Era: Prose 9 Criticism and Interpretation: Characters |2 4
Criticism and Interpretation: General
Prose: Novel, African American 8 Works 1 2
Criticism and Interpretation: Manners
18th century: Autobiographical Writings 7 and Customs 3 5
Language, style: Use of Words 7 Criticism and Interpretation: Prose 2 4
Criticism and interpretation: Technique,
Puritan Era: Poetry 7 plots, scenes, time, etc 1 2
Criticism and Interpretation:
17th century: English Poetry 6 Poetic Works 2 4
Language, style: Early Modern English 5 Prosody. Metrics. Rhythmics 1 2
Special parts of rhetoric: Choice of
History of English Literature: Manners and Customs 3 words. Vocabulary, etc. 1 2
17th century: Character Sketches 2 Style, Composition, Rhetoric 0
Special parts of rhetoric: Choice of words. VVocabulary,
etc. 2 Poems: Versification 1 2
English Literature: Social Ideals 1 Discourse Analysis 3 5
Criticism and interpretation: Technique, plots, scenes,
time, etc 9 18th century: Goethe and Schiller 9 16
Criticism and Interpretation:
Poetic Works 4 20th century prose: Experimental Fiction|16 29
Style, Composition, Rhetoric 4 Language: Philosophy, Theory, Method |17 30
Criticism and interpretation: Allegory and Symbolism 3
Free Response  |Matched for
Criticism and Interpretation: Prose 3 Baccalaureat (L) (no choice) comparison:
Criticism and Interpretation: Characters 2 Criticism and Interpretation: Theater 3| 11
Criticism and Interpretation: Manners and Customs 2 Criticism and Interpretation: Characters 2 8
Criticism and Interpretation: General
Criticism and Interpretation: Social Problems 2 Works 2 8
Criticism and Interpretation: Manners
Prosody. Metrics. Rhythmics 2 and Customs 1 4
Criticism and Interpretation: Allusions 1 Criticism and Interpretation: Drama 4 15
Criticism and Interpretation: General Works 1 Prosody. Metrics. Rhythmics 3 11
Discourse Analysis 4 15
PQ580 French Literary History:
Romantic Drama 10 38
PQ563 History of French Literature:
Comedy 3 11
Philology: Social Aspects 6 23
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Mathematics

Procedural
Multiple Choice (no Response Matched for
SAT Mathematics Level 2 choice in response) Abitur Mathematics (Leistungskurs)|(Choice: 3 or3) |[comparison:
Algebra: Factors 2 Combinatorics: Graph Theory 6 11
Stochastic Analysis: Axioms and
Algebra: General Resolution of Equations 9 Foundations 2 4
Algebra: Logarithms 1 Analysis: Integral Calculus 1 2
Stochastic Analysis: Stochastic
Algebra: Recursive Functions 1 Inequalitites 1 2
Stochastic Analysis: Stochastic
Algebra: Trigonometrics 10 Differential Equations 1 2
Analysis: Calculus Algebra: Trigonometrics 1 2
Arithmetic: Root Geometry: Analytic Geometry 3 6
Geometry: Practical geometry.
Combinatorics: Graph Theory 10 Geometrical drawing 1 2
Stochastic Analysis: Stochastic
Geometry: Analytic Geometry 5 Sequences 1 2
Geometry: Elementary Geometry 4 Geometry: Geometry and trigonometry |2 4
Probabilities: Axioms and Foundations 1 Cybernetics Machine Learning 4 7
Industries, Land Use, Labor: Leisure
Probabilities: Distributions 1 and Work
Probabilities: Stochastic Processes 1 Wealth: Consumption
Physics: Heat 1
Procedural
Response (no Matched for
Physics: Motion of Projectiles 1 Baccalaureat (S) Mathematics choice) comparison:
Industries, Land Use, Labor: Leisure and Work 1 Combinatorics: Graph Theory 7 10
Stochastic Analysis: Axioms and
Demography: Population Geography 1 Foundations 4 6
Economic Theory: Banking 1 Analysis: Integral Calculus 4 6
Stochastic Analysis: Stochastic
Wealth: Consumption 1 Inequalitites 0
Stochastic Analysis: Stochastic
Differential Equations 0
Algebra: Trigonometrics 2 3
Geometry: Analytic Geometry 8 11
Geometry: Practical geometry.
Geometrical drawing 1 1
Stochastic Analysis: Stochastic
Sequences 0
QA295 Mathematics: Numberical
Analysis 11 15
SB317.6 Horticulture: Vocational 5 7
GV1469.3 Video Games 12 17
LC5225.A75 Adult Education -
Assessment, Testing 11 15
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Appendix C. Coding Tables with Raw Numbers for Network Representation

of Choice
Answer Choice Conductivity Specialization?

Answer | Answer | Overall Overall Specialization | Specialization

Choice | Choice | Abitur (sum | Baccalauréat | Abitur BAC

Abitur BAC of result of

all subject
tracks)

Math 3 330 26 2 3
Literacy 3 272 49 2 2
Native
Language
History 2 249 22 2 3
French 350 3 3
English 2 1 350 24 3 3
Biology 2 1 390 25 3 3
Spanish 2 1 350 24 3 3
Physics 2 1 390 25 3 3
Latin 2 1 350 25 3 3
Chemistry | 2 1 390 25 3 3
Economy 2 2 146 26 3
Philosophy | 2 3 271 49 3 2
Geography | 2 1 52 26 3 3
Creative 2 2 271 22 3 3
Arts
Modern 350 24 3 3
Greek
Italian 350 24 3 3
Ancient 350 25 3 3
Greek
Music 2 271 22 3 3
Theater 2 271 22 3 3
Dutch 350 3 3
Physical 2 248 26 3
Education
Jewish 261 3 3
Religion
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Answer Choice Conductivity Specialization?

Answer | Answer | Overall Overall Specialization | Specialization

Choice | Choice | Abitur (sum | Baccalauréat | Abitur BAC

Abitur BAC of result of

all subject
tracks)

Christian 2 261 3 3
Religion
Ethics 2 271 3 3
IT 210 3 3
Russian 350 3 3
Hebrew 350 3 3
Japanese 350 3 3
Portugese 1 350 24 3 3
Islamic 261 3 3
Religion
Turkish 350 3 3
Chinese 1 350 24 3 3
Korean 350 3 3
Political 2 297 26 3
Science
German 1 24 3
Cinema 2 22 3
Agriculture 1 25 3
Art History 1 22 3
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